
>> It is a pleasure to be here.  I appreciate you taking the time out of your busy day here, or day and a 

half, two days, to come and talk about classroom supports and, in particular, positive behavior support 

in terms of what it looks like in a classroom, and that's what we're going to be focusing on. Just to get a 

little bit of sense for me, how many people are here actually, one, are teachers, and two, are in schools 

that are implementing PBIS?  Probably most of you.  That makes sense.  Okay.  Are there any teachers 

here that are in schools that are not yet but are moving towards and getting ready to implement PBIS?  

Okay.  So particularly for the smaller group of you that are here, everything that I should be talking 

about is immediately applicable for you even though you're not in a PBIS implementation site yet 

because what we're talking about is really focusing on the unit of analysis being classroom practice.  So 

whether you're in a school that's implementing PBIS already, which is great, or you're in a school that's 

moving in the direction of implementing PBIS with Fidelity, which is great, and/or if you happen to be 

here and your school's not really discussing it but you're really hoping they're going to discuss moving in 

the direction of a PBIS framework of multi-tier systems, which is great also, you should find what we'll 

talk about here directly applicable for your situation as well.  So that's my goal along those lines.  Now, I 

know there are other people in the room as well that are not teachers, but you're either administrators, 

training and technical assistance providers, PBIS coaches, some people and friends from the advocacy 

community, Public Interest Law Center, school psychologists, guidance counselors, social workers, et 

cetera, et cetera, et cetera.  Obviously welcome to everybody, and regardless of what your role and 

function is in terms of classroom-based practice, my goal is to make this immediately applicable for you 

and your situation and try to make it as interactive as possible.  That's always interesting in a large 

classroom environment like this, but to try to make it as much conversational as possible.  One of the 

things that I really try to do is to really focus on the translation of research into practice, and to do that, 

what I tend to do is really try to get you to think about things in your own personal life circumstances to 

some extent on occasion because what I've found is when I can apply something to my own personal 

life, I don't have to worry about, "Okay, how do I remember that as a professional?" because it just kind 

of resonates, and it becomes kinda sticky flypaper, and it sticks for me.  So I want to try to take these 

practices that we're talking about and make them as transparent and as easily digestible and applicable 

as possible.  So that's my goal here.  Just by way of context, a little bit for you, my background has been 

as a teacher for my entire professional career up to and including now.  What I do as my primary 

daytime job is I teach at a university, and most of the students I have are 15th and 16th graders.  I say 

that affectionately.  I guess you'd consider them juniors and seniors at the undergrad level, but 

essentially, it's still classroom-based application.  It's classroom-based instruction, and what we do in 

our teacher preparatory program is ideally not just impart content knowledge and work with people to 

develop skills to apply and field experiences, but one of our shared goals is to actually model effective 

teaching practices as well because it's one thing to say it; it's another thing to do it.  So we can usually 

kinda connect things when we're like, "Oh, yeah.  You kind of did this is class, and that's how this applies 

to that."  So that's what the goal is here.  So I am going to look at this purely through the lens of being a 

classroom teacher.  The other thing is I'm married to a kindergarten teacher.  She's been in kindergarten 

for a long, long time.  Sometime, she'll graduate. I don't know. But she's been in kindergarten a long 

time.  So I have a good reality check every single day, every single week, and like most teachers at this 

time of the year, yes, she loves her job, but she's counting the days, as I'm sure some of you are as well.  

So with that is kind of just some opening comments.  What I'm going to do is talk a little bit 



conceptually, of course. And then, we're going to drill down into some specific practices as well.  But 

what we're really going to be focusing on are things that will, at a classroom level, translate a number of 

the things Rob Horner was talking about yesterday when he talked about trying to have things become 

highly predictable, very consistent and very positive, and that's really what we're going to be focused on 

here in terms of our focus today on preventative approaches at the classroom level.  So when we think 

about finding a balance of prevention and intervention approaches, much of what we'll talk about in this 

roughly 90 minutes we have together is going to be prevention, prevention, prevention.  We will spend 

a little bit of time talk about, okay, well, what do you do when kids misbehave?  But we really want to 

load up on the prevention side of the street.  That's consistent, obviously, for those of you in the PBIS 

world that are implementing in that you're heavy investment. And then, your return on investment is 

based on that preventative approach.  There's types of proactive things we do with the complete 

understanding, yes, we are going to have to intervene or do reactive things on occasion as well.  So 

when we think about this enterprise of education that we're all a part of, when we think about schools 

and we think about kind of the shared mission we have, we have kind of two primary sets of outcomes 

that are essential that we're really trying to address with the kids or the people that we're working with.  

Obviously, the one that we know really well, the one that everybody just went through the joyous spring 

season of high-stakes testing on, is academic outcomes.  We know that's a given, but equally important 

is this issue of what we would call social and emotional learning outcomes.  Now, by a real quick show of 

hands just to kinda make sure that, for some reason, if your experiences are fundamentally different 

than any other teachers I've worked with, most of you are teachers in this room.  How many of you 

know of at least one student that you work with that, if you don't address the social and emotional 

learning issues with that kid, you can pretty much write off the academic progress with that kid in terms 

of really realizing it?  I mean, we all have kids like that every single year.  Even if we have a class list that 

we inherit in a year that we're like, "Wow, this is the best class I've ever had that I've been assigned to," 

you're still going to have kids that have social and emotional learning issues that are sometimes called 

nonacademic barriers to learning that we have to be able to find a way to effectively address.  The other 

thing that's interesting, not surprising, but interesting: in Pennsylvania, we have lots and lots and lots of 

academic standards, right?  We all know those.  We probably can say them without even looking them 

up anymore.  Pennsylvania's hopefully in the process of actually getting to the point of establishing, 

finally ... They had drafts of these things in 2010, 2011, 2012, social and emotional learning standards as 

well that will dovetail perfectly within the PBIS framework that people are implementing.  But those are 

not official, or they're not on the books yet.  Obviously, the academic side is what was started with if, for 

no other reason, you can get your arms around that and assess it a little easier, right?  But at some point 

in time, there will actually probably be some standards, not just in the Commonwealth, but in some 

other states as well.  Some states have these things.  Obviously, everybody's seen the triangle.  I use the 

standard line.  Everybody views the obligatory triangle one time. So now, I've kind of cleared that 

threshold as a presenter at the forum here.  But it is helpful to kind of conceptualize the relationship 

between academics and behavioral performance a little bit because from my perspective, if we kind of 

had a good, firm understanding of that, it helps us to get our head around what are good preventative 

practices in terms of classroom management, in terms of minimizing the chance of problem behavior 

and, in particular, increasing the likelihood of appropriate prosocial behavior with the kids that we're 

working with and what we want to see.  So let's just, for a moment, entertain me, and we're going to 



talk a little bit about the academic side of the street, and I tend to try to make things relatively simplistic 

here, and so I'll do that here as well.  On the academic side, when we talk about kids that are struggling 

with acquiring some academic skills or learning things, while we could talk about lots and lots of reasons 

why they're struggling, generally speaking, I think we can loosely kind of lump and dump and clump all 

of those reasons into kind of one or two general areas.  Either one, the kid has an academic skill deficit, 

which means he or she literally has no clue how to perform the task or perform the skill academically 

that we're looking for him or her to perform, or, if it's not a skill deficit issue, it's a skill fluency issue, 

which means the kid has some rudimentary skills in whatever it might happen to be.  And with that kind 

of a pattern, you usually see kind of some inconsistent performance, whether it's in writing a written 

sentence, decoding the written word for language understanding and comprehension, doing 

mathematics problems or whatever the content area might be.  He gets one right; he gets one wrong. 

Or he gets pieces right; he gets pieces wrong.  Sometimes, he gets them all right. Sometimes, it's a bad 

day. But we see these up-and-down inconsistent patterns.  But regardless of whether it's a skill deficit or 

a skill fluency issue on the academic side of the street, we generally have a good working sense of we 

know the solution set involves direct instruction and lots of guided practice, reinforcement, 

reinforcement, reinforcement, corrective feedback, which includes reinforcement for him or her to 

acquire the skill over the course of time, okay?  Now, that's on the academic side of the street.  I know, 

very simplistic, but it conceptually generally kinda works on the academic side. On the behavioral side, 

kids struggle for primarily one of two reasons, and there can be lots of factors that filter in to those two 

reasons.  Those two reasons are exactly the same.  Either one, it's a skill deficit.  For example, the kid 

does not know how to problem-solve a social conflict with a kid on the playground with using words or 

using some other recourse other than going up and slugging the kid, shoving the kid off the swing, taking 

the item from him or whatever the set of problem behaviors might happen to be.  He just doesn't have 

the skill. Or two: He's got the skill, or she's got the skill.  I'll typically say he because more times than not, 

we're thinking about boys, but not always.  They've got the skill, but it's inconsistent.  We have good 

moments and bad moments.  We have good days and bad days.  We have good weeks and and bad 

weeks.  So we get this kind of roller coaster ride in terms of behavioral, social skills performance with 

that kid.  Just as is the case with academic issues, whether they're skill deficit or fluency, the solution set 

is direct instruction, positive reinforcement, reinforcement, reinforcement, corrective feedback with, 

also included in there, additional reinforcement.  So it's a teaching paradigm that we're talking about.  

It's a teaching approach to what we're talking about, and the more we can think about social skills, 

social-emotional learning and behavioral issues in the same manner we look at academic skill 

development and the instruction of academics, the better it positions us to really understand how to put 

in place positive behavior intervention and support at the classroom level because it is really a teaching 

approach.  Now, when we think about what causes problem behavior, there's lots of theories out there, 

and there's the age-old kind of conundrum or discussion that we could have over, "Well, is it nature, or 

is it nurture?" And while it is a fascinating conversation -- I find it particularly fascinating over a couple of 

beers at night sitting around -- it is a fascinating conversation, but pragmatically, the reality is it's not 

nature; it's not nurture; it's both.  But it's not both in isolation, but it's an interaction between the two.  

So lemme kind of walk you down kind of a personal reflection exercise real quick here just to try to make 

this point so it resonates.  How many people in here know of someone that fits the following profile: 

that as soon as the sniffles or the coughs and the colds and the wheezes and all that kind of runny eyes, 



runny nose and runny whatever else you wanna think about on a Thursday morning starts to occur, you 

can almost anticipate that, boy, this person's gonna almost be next in line to either be coughing, 

wheezing.  In other words, how many people know somebody that tends to get sick more often than 

other people, perhaps?  I would imagine most everybody knows somebody in their personal life that fits 

that profile.  Doesn't have to be a student: could be a colleague; could be a friend in the community, 

right?  Hopefully, that person's not you, but the reality is we all know somebody that kind of fits that 

profile, right?  Now, let's take that in 360 degrees, all the way around, and then 180, a different 

direction, and say, how many people know someone that fits the following profile: that, generally 

speaking, this person, even when they're not feeling well, they don't shut down?  They're able to 

function through it.  This person just doesn't seem to be susceptible to getting sick and run-down and 

worn-down like the rest of us seem to do, but they just seem to always kind of be able to work through 

it, no matter what?  How many people know somebody that fits that profile?  Again, most of us are 

going to know somebody that fits that profile.  Hopefully, that one's you, of course, right?  But the 

reality is, that is nothing more than an example of a continuum of resiliency right there, that you know, 

in your own personal lives, resiliency in this case to physical health issues.  Some people have greater 

protective factors inherently, probably genetically.  By nature, they tend to get less sick than others, and 

some people tend to get more often sick than other people.  So that's a continuum of resiliency that you 

know in your own personal lives.  Now, let's take the same type of mindset, but let's kind of change the 

question a little.  How many people know someone that fits this following profile: that they might be 

really, really organized, very meticulous about planning, scheduling, figuring out what to do?  In other 

words, if you were going to throw a major event, this is the person you'd want to have that would help 

you, like, think through all the things and organize it, but as soon as something doesn't quite go 

according to plan, they had all these great plans and they thought they thought about everything under 

the sun. But then, all of a sudden, when something goes sideways, like sometimes, life happens, they 

kinda get stuck like a deer in the headlights?  They're just kinda, "I can't figure out what to do now."  

How many people know somebody's that's that way?  They're really good at planning, but as soon as 

something really goes out of plan, they're like, "Uh, I'm not sure."  Right?  Okay.  So again, most people 

are going to know someone that fits that profile.  Now, let's take the same scenario but tweak it just a 

tad.  How many people know somebody that you cannot remember ... And it's probably the best way to 

think about this or the easiest is think about a colleague.  This is somebody that you cannot remember 

the last time that they got stuck like a deer in the headlights.  In other words, this person is a proverbial 

cat, that you can flip him in the air, and he'll do backflips and somersaults, four paws, purring, right?  

You never see him or her sweat.  You know they probably are stressed, but, man, they do not look 

stressed.  How many people know somebody that's just really good on their feet that way, right?  That's 

nothing more than a continuum of resiliency relevant to how we respond to stress, okay?  If you want to 

look at it from a behavioral health standpoint, removing clinical diagnoses from it, it's how we are either 

protected, insulated or at greater risk when exposed to stress levels in our life circumstances.  Some 

people are just better, inherently, at inherently problem-solving extemporaneously, thinking things out 

on the fly without even missing a beat.  If that's not us and it's a colleague, sometimes, I know in the 

back of my mind, like, "Could you stumble once or twice just to let us know you're human?"  You know?  

Because it really puts a high standard I can't get to, and sometimes, it gets challenging.  But we all know 

somebody that fits that profile as well as other people that, when something doesn't quite go the way 



they planned, even though they really planned things out really well, they just kinda get stuck.  So that's 

a continuum of resiliency.  Now, you're like, "Okay, well, that's in my personal life.  How does that relate 

to kids?"  Well, it relates to the kids that are in your classroom, not today literally, but today, when you 

go back on Friday or next week, you have an array of diversity in any given classroom where some kids 

are going to be more resilient and some kids are going to be less resilient just based on who they are.  As 

the old saying goes, "It's not like the parents keep the good ones at home," right?  They send to school 

the best kids they got.  We take the best kids they got, and we try to help them get better, not better in 

terms of medically better, but better in terms of growth, learning and development.  That's what our 

challenge, that's what our mission, is.  So the reality is, though, you've got this whole array of diversity 

that exists.  So let's try to make this, again, using metaphor and analogy a little bit.  I like to try to make 

these things concrete and somewhat tangible in terms of concept.  So I like to use this kinda science lab.  

Anybody here a secondary science teacher?  Occasionally, we get some.  A couple?  Okay, great.  So if I 

mess this ... Because I'm not a secondary science teacher.  Most of my public school teaching experience 

was high school as a special educator, and I would go around frantically working with lots of general ed 

teachers, trying to help them figure out how to work with the kids that quote-unquote were on my class 

list to get in.  So I became a jack of a lot of trades and a master of absolutely nothing.  Science was one 

of them.  Math was one of them.  Bio was one of them.  Trig was one of them, et cetera, et cetera, in the 

old days of mainstreaming.  But if I make mistakes, please correct me, but do it afterwards, not in front 

of everybody, all right?  But give me some feedback if I get this wrong, but so let's say, just for 

argument's sake, we have a small, little laboratory here, and we're going to run a little experiment.  I've 

got a beaker here that has some fluid in it, hydrochloric acid, right?  So it's not something you'd want to 

drink.  It's not something you'd want to throw or spill on somebody, right?  But if it's sitting there, 

relevantly dormant, it's safe to handle in the beaker.  It's not problematic by itself, right?  And then, we 

have another beaker over here that's filled with common H2O, more commonly known as what?  So 

you're all science teachers.  That's good.  So commonly known as water, so we've got water.  Now, we 

know that's really safe to handle.  You probably wouldn't want to drink it out of the beaker, but you 

could even drink that if it came out of the tap or something like that.  So let's say we've got that third 

beaker, though, and what we're going to do is we're going to kind of pour in some of the hydrochloric 

acid, and we're going to pour in some of the water into this same beaker.  Now, you're going to start to 

get some interactive effect as you mix these two different types of solutions or fluids together, but even 

that interaction by itself is not going to be, if done cautiously, is not going to be overly volatile.  It's not 

going to become explosive.  However, if, after we mix those two things, the hydrochloric acid and the 

water, or the nature and the nurture, right?  If we put those together and then we put a cork on this 

third beaker and then we really agitate it ... Now, by agitate it, I don't mean calling it names, but we 

really shake it up, right?  We really stimulate or put additional catalyst to the interactive effect.  We can 

start to get the potential of some volatile interaction here because we're putting pressure; we're 

stimulating it; we're doing all sorts of things.  Now, when we think about behavior with kids, kids have 

some natural things they bring to the table because of who they are: the nature side of the street.  

There are nurture aspects, or environmental conditions, right?  And, of course, out of those two, which 

do we have the greatest control ... Or, bad choice of word, greatest influence over as teachers?  Nature 

or nurture?  Nurture.  Now, I know you might be tempted to say, "I really wish I could change the 

nature," but it's nurture, right?  We know that's the stuff that we have the greatest degree of influence 



or locus of control over.  But when we put those things together, you're going to have lots and lots of 

kids in your classroom that are not going to have this hyperinteractive, volatile effect when the 

environmental conditions, in terms of things like pace of instruction, curriculum, who they're sitting next 

to, social interactions, learning history, all those types of things, right, along with what they bring to the 

table naturally.  Most of those kids are probably going to do reasonably well in your classroom, 

presuming you're using good, effective instructional practice.  However, you're going to have some kids 

that, for a variety of reasons, you're going to get more potential volatile interaction because of, one, 

their perhaps lower level of resiliency that they bring to the table naturally when they're exposed to 

different stressors in tandem with two, the curriculum instruction and pace, the triggers that tend to set 

the kid off.  Some kids, that becomes highly interactive.  Some kids, those kids with higher-frequency 

problem behaviors, maybe not even real significant high-magnitude, serious problem behavior, but 

frequency nuisance behaviors, off-task behaviors, all these types of things.  Those are the kids that can 

be really, really challenging, of course, right?  Not telling you anything you don't know.  Those are the 

kids that can really be exhausting to work with over the longer period of time, but the main thing to 

understand right now: It is this combination of nature and nurture.  It's this interactive effect of who the 

kid is in tandem with what he or she is exposed to at a given moment in time in the classroom, in this 

particular case, and then how that kid responds under those conditions.  Much in the same way, but not 

the exact same way because we're talking about application of liquids in beakers over here and we're 

talking about human beings over here, but when we're talking about the human science experience, 

which is what we do as teachers day in and day out, we're going to have different kids that respond 

different ways under different conditions.  So the main thing to keep in mind is that it's this interactive 

effect, okay, in terms of concept.  All right.  Now, let's start to boil this down into the kinda brass tacks of 

classroom management.  First thing I'd suggest is if I could do one thing, I would remove the 

terminology "classroom management" from our vocabulary and like to go back in time and remove it 

completely because when I say the word "management," it suggests that you're going to be able to do 

what?  Manage or control, right?  Now, I don't know about you, but about the only person's behavior I 

have degree of real control over is me, and that's on a good day.  Now, if it's not such a good day, the 

self-management is much more of a full-time job, right?  When you're feeling less resilient, when I'm 

feeling less resilient, when I'm more tired, when I'm more cranky, when I'm more ornery, when I'm more 

whatever, I'm at greater risk to not be able to self-manage how I do or what I do, right?  So first and 

foremost, when I use the term "classroom management," because I will use it because it's the 

vernacular we use in the field, what I really mean is teacher self-management of instructional practice in 

group settings.  A group setting is two other people.  You could have a small one and two, teacher and 

two kids, or you could have quote-unquote teacher and about 135, probably, if I'm not guessing too far 

off the mark, here, in terms of an environment, right?  So you can have a big or small group, but the 

issue of classroom management is about, how do I, as an instructor, manage what I do in this type of 

group environment?  That's really what effective classroom management is about, and if we think about 

it that way, it positions us to be able to put into practice some very, very basic types of strategies.  Now, 

let me go back here just for a moment.  All of the preventative strategies that we're going to be looking 

at here today, and we're going to look at three in particular, all of these preventative strategies fit into 

what we would call universal level or Tier 1 approaches.  The strategies we're talking about would be 

applicable with kids who need targeted supports.  They would be applicable, for sure, with kids who 



need individualized intensive supports, or Tier 3 supports.  But the primary focus here, in terms of this 

session, is down here at the universal level.  So that's everything we're going to look at here is about 

looking at these universal approaches.  So again, let's try to make this as real as possible for you to begin 

with.  So here's what I want you to do to start, and I'm going to give you in a moment here about maybe 

30 seconds to 45 seconds tops.  Again, most of you are teachers, but not all of you.  So for those of you 

who are teachers, you can think about your classroom and the kids in there.  For those of you that are 

not teachers, I want you to think about a particular classroom that you have some degree of familiarity 

with, and what I want you to do is I want you think about, what are some of the common examples of 

chronic, ongoing types of behaviors that sometimes become frustrating and can wear you down?  Now, 

let me be clear.  I'm not talking about the major, major kind of big events, right, like a major fight or 

something that's really, really serious.  I'm talking about kind of the common behavioral noise that 

would occur in any group instructional setting in a classroom.  But what are examples of things that tend 

to really, at some point in time, get under your skin as a teacher?  They really wear you down as a 

teacher.  Or if you're not in a classroom, based on your knowledge and familiarity with a particular 

teacher, what are the things you've heard him or her say, "Oh, my god.  You know, Sally was doing this 

today again."  Or, "Kevin was engaged with this."  Or, "God, Jose was at this again, and it, just, like, it's 

not like it's a major thing, but, man, it just exhausts me over the period of time."  I want you to come up 

with what I'll refer to as pet peeves.  What are these kind of pet peeves, the little things that really can 

kind of wear you down?  They kinda become your own personalized fingernails on the chalkboard, the 

stuff that when it happens, you're like, "Ugh, I want to do something about it," but you know it's not a 

major, major, major thing.  Okay?  So I'll give you about 30 to 45 seconds tops.  Now, large-group 

environment, so I gotta use visual cues here.  So when we get to the point where I want to try to kinda 

bring you back to the ranch, I'll put my hand up, and I'll give you then a five, four, three, two, one 

countdown, okay?  Because otherwise, I'll be running up and down the aisle.  All right. So go ahead.  

You're on the clock now.  Thirty-five, 40 seconds.  Come up with your own, individual examples of your 

own personal pet peeves. 

[ Chatter ] 

>> Twenty seconds.  Twenty seconds. 

[ Chatter ] 

>> Five, four, three, two and one.  Okay.  Thank you.  Thank you.  All right.  Now, let's just get some 

examples.  We're not going to exhaust the universe, but let me just get some examples of things that 

you came up with that, you know, hey, this is something that really tends to wear me down over the 

course of time.  It can seem really minor to other people but not so much to you, so gimme ... Yeah, 

you're ready to go.  So this must be a good one.  Go ahead. 

>> Manners. 

>> Okay, manners.  Can you give me an example of ...  

>> Just saying please and thank you.  



>> Okay.  So kids just not saying please, thank you, excuse me, okay?  So lack of demonstration of 

appropriate social skills in the form of manners.  Yes.  Real loud for me. 

>> Learned helplessness. 

>> Learned help ... I can't do it. 

>> I caaan't do it. 

>> Oh, so it's not, "I can't do it."  It's, "I caaan't do it."  Got it.  Okay.  All right, so kids who, no matter 

what it is, like, take a breath, "I can't do that.  It's beyond me.  It's a skill I don't have yet."  Right?  So 

they're just automatically, that's going to be their response.  How about a couple others?  Yes, please. 

>> Constant bickering coming back from recess. 

>> Okay, so constant back-and-forth bickering, bantering between kids.  All right, especially coming back 

in after recess, you said, I think?  Okay, how about a couple others?  Yes, please. 

>> I call it verbalized threading.  As soon as somebody makes a comment, you know, like a social media 

comment, comment, comment, comment [INAUDIBLE]. 

>> Okay.  Verbalized threading.  Very good.  All right, so somebody comments; somebody tags; 

somebody tags; somebody tags; somebody tags; somebody tags; right?  So they're just doing it verbally 

instead of virtually.  Right.  Got it.  Okay.  Other examples?  Let's get a couple more, couple more.  Yes.  

Over there, please. 

>> "Can I get up and throw this away right now?" 

>> Right now! 

>> Even in the middle of your lecture, it's like, can't stand [INAUDIBLE]. 

>> Got it.  Got it.  It's just, that thing is burning a hole in your hand, isn't it?  It's the same thing, like, with 

all of a sudden, they've got to sharpen their pencil, but you don't need a pencil for the te ...  "I've got to 

sharpen it, though!  It's here!  It's calling me to sharpen it."  Right?  Okay.  How about one or two more?  

Yes, please, right there. 

>> Tattling [INAUDIBLE]. 

>> Tattling, yes.  Constant, and maybe the tattling is accurate, or maybe it's tattling to set somebody up 

too.  We see examples like that.  Yes? 

>> Letting me know that [INAUDIBLE]. 

>> Okay.  "Could you come over here and bus this area for me," right?  "You mean that's not part of your 

job?  Oh, wow.  That'll affect my tip at the end of the school year."  Right, you know?  Let's get one more 

here. 



>> Five minutes into taking notes, I say, "Billy, why are you not writing your notes?"  "I don't have a 

pencil." 

>> Oh, okay.  So you've given a direction.  Like, and then, a couple minutes in, all of a sudden, it's just 

like, "Why aren't you working?"  "Oh, well, I don't have what I need to do it.  I don't have a pencil.  I 

don't have a paper.  I don't have my book."  Oh, your head's in your locker?  Is ... Okay, you know?  But, 

you know, the same type of thing, right?  Again, these are all examples.  I know you've all got your own 

personal ones.  Some might be like the ones you heard; some might be exactly the ones you heard; 

some you're like, "This is a really good one, but I didn't want to share it publicly."  Or, you know, you've 

all got those experiences based on the kids you have, right?  Now, here is the real advantage of universal 

preventative approaches.  Again, using Rob's words yesterday, making things to be very, as he said, 

"painstakingly predictable, consistent and positive."  If we put in place certain practices at a classroom 

level, PBS, PBIS practices, using the classroom as kind of our unit of analysis in terms of what we're 

focusing on, we can address the majority of those pet peeves.  Now, let me be clear.  By address them, 

doesn't mean that we magically sprinkle fairy dust on them and they all go away forever, but what we 

can do is lower the level of behavioral noise that's occuring in the room pretty dramatically.  You heard 

him talk yesterday about at a schoolwide level that we can get anywhere between, say, 20 to 60 percent 

reduction in kind of behavioral infractions at a school level.  You can see that same type of bang for the 

buck at the classroom level as well when you define these things within the context of the classroom.  

The other thing that's particularly relevant to us in Pennsylvania is when you look at, and Rob did a really 

nice job of distilling this pretty simply, was when you look at the data patterns in Pennsylvania, whether 

it's elementary, middle or high school, the majority of the patterns are things that are emerging out of 

classrooms or classroom systems as well.  Now, the types of problem behaviors that appear to be the 

most predominant, say from elementary to middle to high school, might look different, as he described 

with little kids, which might seem surprising off the top.  The big issue's aggression, right?  Then, when 

you get into middle school, it's more disrespect issues. And then, when you get into high school, which is 

always classic, it's really truancy issues, which means it's a lack of behavior to some extent.  It's a lack of 

showing up to begin with, which means once we get them there, we might have other behavioral issues 

to address, but there are real attendance patterns issues when we get into secondary.  But the key to 

understand right now is that these preventative approaches we're going to look at are things that are 

specifically targeted to help minimize, if not ideally prevent, those types of pet peeves or nuisance 

behaviors that you were just describing there.  In and of themselves, if you took any of those examples 

of behaviors and you put it under a behavioral microscope and really looked at it really intensely, you're 

like, "Yeah, that's a pain in the butt for sure.  It's something that's problematic.  It's inappropriate.  It's all 

that stuff, but the actual behavior, in isolation, nobody's getting really hurt at that moment.  Nothing's 

getting dramatically broken at that moment, right?  But we know these things can set the stage for 

bigger problems.  So what we're really trying to do is put in place these preventive approaches to 

address these pet peeves that you yourselves have just somewhat identified here.  So we can address 

these things through these kind of foundational, universal preventative approaches.  The three that I'm 

going to highlight here, and for anybody who's seen sessions I've done before, it's the same three I've 

always talked about, and the other thing I always feel compelled to say to put a disclaimer out is I did 

not create any of these.  You're not going to hear anything new, like, "Wow, I never heard that."  But 



that's not happening here, okay?  I don't think I've ever had an original thought in my life.  There's 

nothing original coming out here today, but what I am going to hopefully do is help you translate and 

package it in a way that makes it doable.  It's something that you can put in in a reasonably efficient 

manner within your day-in, day-out operations in the classroom.  Those things include the following: the 

big three, as I describe them, and the analogy I like to use is it's kind of like the three-legged stool, like in 

an art classroom, while each leg by itself is particularly important and it does bear weight, where the 

real power of any given leg comes from the interconnected nature to the other two legs.  You take one 

or two of those three legs out, and you're wobbling, and yeah, it'll hold you, but it's not really that 

stable.  You have all three legs there, it's really going to give you that platform to be able to do what 

you're trying to do, and that's a good way to kind of think about these issues of what we'll call rapport 

building, obviously establishing clear expectations and positive reinforcement.  Nothing new there, 

right?  Except I want to try to distill them and break them down a bit.  Based on our time and where 

we're at, we might spend a little time talking about two primary interventions, still Tier 1.  These are not 

Tier 2, Tier 3 events or things we do.  Basic ways to respond to inappropriate behavior.  For example, if 

the pet peeve occurs and it's nuisance-level behavior, we'd probably talk about using planned ignoring 

rather than going into kind of the deep end of the behavioral pool and doing stop-redirects.  If it's 

something that's gotta be stopped immediately, then of course we'd do a stop-redirect procedure.  But 

all these things get packaged together.  Now, the key to understand about good, effective classroom 

management, though, is it's the balance.  It's finding this balance.  What we're targeting to do is when 

you think about, as a classroom teacher, and I think about this, like I said, with my 15th and 16th 

graders, when I think about how I'm investing my time as a teacher, I invest my time in lots of, lots of 

things, not just my classroom management.  You know, I've got curriculum mapping.  I've got to do all 

sorts of academic tasks.  I have basic kind of standard attendance issues, progress monitoring, lots of 

important things I do.  I'm not just in there managing the classroom in terms of behavioral issues.  So I 

invest my time and energy just like you, in lots and lots and lots of different ways as a teacher.  But there 

is going to be some sliver or slice of the pie in my personal investment of time.  There's some chunk of 

that time that I do invest in how I manage my classroom.  So what we're talking about is taking that 

chunk of time, not building more time, but taking whatever time it is that we currently invest and trying 

to do the following, and it sounds simple on the surface.  On a good day, it's reasonably easy to achieve.  

On a tough day, it can be challenging, but we're trying to find a way to, at a minimum, have 80 percent 

of that time we invest in preventative events, primarily looking at rapport building, expectations and 

reinforcement.  Now, there are other things, of course, that go with good, effective instructions: 

opportunities to respond, all these types of things.  But these three big ones are the real key ones that I 

usually suggest to really drill down on.  That's where you want to minimally be putting in 80 percent of 

your invested time in classroom management, and then contrarily, but still importantly, no more than 

20 percent of your time in terms of responding or reacting.  So 80 percent proaction, no more than 20 

percent reaction, right?  Now, on a bad day, we know that can slide a little here and there, but we're 

looking for patterns over the course of time of how we invest our time.  When we get stronger and 

stronger instructionally, that 80 percent creeps to 85, 90 percent, maybe even, on a really good day, 95 

percent.  Rarely is it ever 100 percent, right?  Unless you have Mother Teresa in your classroom all the 

time and all the kids are dressed just like her, right?  I mean, that, you know, kids are going to 

misbehave.  Fifteenth and 16th graders, they do misbehave.  There are developmentally appropriate 



inappropriate behaviors, right?  The big one in a college university, 15th, 16th graders, is, of course, use 

of cell phone, right?  There are times when they can use them for instructional activities, but they're 

very, very clear in their understanding upfront of that.  If it's not relevant to the task we're doing, it 

should be tucked away, right?  And then, we have certain procedures in place that, if you're expecting a 

call, you know, especially with students in college, just to use the environment I'm most familiar with 

these days, where they have a doctor's appointment, they're waiting to hear about how grandma did at 

her appointment or something like this, I say, "Fine, let me know before class starts.  Keep it on vibrate.  

If you need to step out and take the call, fine.  That's absolutely good.  Just do it in a nondisruptive way 

so that we can continue on.  As soon as you're done, slide right back in.  It's all good."  So, you know, 

establishing expectations, which we'll talk about in a minute, it's the same thing whether it's really older 

kids, really younger kids.  The same basic thing, but the key here is this 80/20 balance.  The 80 percent 

minimum, we want to look at a combination of these three things, so let's kinda start unpacking them.  

First, we're going to look at rapport.  I would imagine everybody in here has heard the term "rapport" at 

some point in time, right?  I mean, this is one of ... To me, it's fascinating that rapport is something that 

everybody has heard, everybody's kind of familiar with, but it's probably one of the areas that I think, at 

least in teacher preparation, we do the least amount with to make what rapport is more explicit in terms 

of understanding what it is and, more importantly, what are strategies to build rapport with kids that 

appear to not be particularly interested in establishing rapport back with you?  All right.  In other words, 

think about your classrooms, either the ones you're familiar with or the one that you currently have.  

There's a very good likelihood that there is a direct relationship, I won't say statistically because we 

haven't done a research study with your classroom, right, but there is a very high likelihood that there is 

a direct relationship with the following: the kids that give you the most positive feedback as a teacher, 

the ones that are on task more often, the ones that raise their hands when they want to say something, 

the ones that seem to be always focused on what's going on, the ones that have the right answer more 

times than not, the kids that are helpful with doing the chores, the kids that tend to mediate and help 

other kids that might be struggling, those kids that make you feel better as a teacher, and I would argue 

as a person, are probably the kids that you almost naturally develop rapport without even thinking 

about it, right?  And I would hope any teacher, all their kids fit that profile.  Now, wouldn't that be nice, 

right?  But we know that's not real.  So the good news is, with the bulk of kids in your classrooms, you 

don't have to think about building rapport because it almost happens organically or naturally based on 

the teacher-student interaction pattern with a certain group of kids.  But it's with those kids that don't 

give you as much positive feedback as the other kids, those kids that tend to be more off-task than the 

other kids or more off-task than even on-task for themselves, the kids that seem to be the ones that 

need the guidance from the other kids in the room, even in lining up to go down the hallway to go to the 

cafeteria.  There's probably a likelihood that those are the kids that you're less making those natural 

kind of rapport-building connections.  Rapport is really about relationships, right?  So again, let's think 

about this in our personal life first, but I don't want anybody to misinterpret what I'm going to say, so I'll 

put the disclaimer out here right now.  Rapport is not about becoming your student's best friend.  It's 

not that.  It's not that at all, but it is about forming a conducive and constructive relationship, a 

respectful relationship, okay, a two-way relationship, one that's mutually beneficial type of relationship.  

That's what rapport is about.  So let's kind of the about this, though, for a moment in your personal life.  

When was the last time any of you ... Think of, like, one of your closest friends, or somebody, an 



acquaintance who you hang out with a lot or somebody who's a real confidant in your life.  When was 

the last time you said, "You know, I have to build more rapport with this person"?  That's probably never 

crossed your mind, right?  I mean, because it's just there.  It's almost ... It's hard.  It's almost inexplicable.  

It's almost kind of amorphous.  You can't define it, but it's there.  There's a relationship and a connection 

that's happened almost by itself, probably over the course of time, probably based on a lot of common 

either interests or experiences, but it's happened on its own.  Now, in your personal life, you can hang 

out with who you want to hang out with, and in your personal life, I would imagine that most of you 

don't tend to gravitate towards hanging out with people that don't give you a lot of positive back, right?  

I mean, in my personal life, I've got a group of people I hang out with socially, and there are certain 

people that, for whatever reason, we never really hit it off, and so even if we're at a social environment 

that we're both at, we tend to try to not go near one another, not that we're going to jump and start 

beating each other up.  But, I mean, just, it's not somebody that they get a lot back from me, I get a lot 

back from them, so I tend to avoid them, right?  Just as they tend, for what it's worth, in fairness, to 

avoid me.  There's just not a natural connection.  So in our personal lives, we deal with rapport all the 

time, except we have the luxury of not worrying about the ones we don't build rapport with, right?  So 

that's fine in our personal lives.  People you wanna hang out with, knock yourself out.  Hang out with 

them.  People you want to avoid, avoid 'em.  That's fine.  It's all fair.  As professionals, though, none of 

us, none of us have the right to pick and choose who we're going to form relationships with if they're 

students in our classes. That's our professional responsibility, whether it's 15th and 16th-graders, 

whether its preschoolers, whether it's 8th-graders. We don't have that luxury to pick and choose. And 

we do know there's a relationship in terms of how effective these other preventive approaches, as well 

as these redirection procedures, will be when we use them with kids that we have a connection with, as 

compared to kids that don't feel connected to us. Because if nothing more than this: when you use a 

redirection procedure with a kid who really values their connection with you, it sticks a lot more. It 

means more because it's valued more. They're like, "I really disappointed him," or, "I really disappointed 

her."  And "I didn't want to do that because this is person I like. I want to be around this person, and I 

did something that didn't meet this person's expectation," versus a kid who's like, "I don't care what you 

think." You're going to have to redirect him, redirect him, redirect him, stand on your head, redirect 

him, redirect him, redirect him, and he's just, "Okay, whatever, you're redirecting, really good. Doesn't 

mean anything to me really. I'm not connected to you whatsoever," or, "I'm connected to you only a 

little bit and it's easier just to distance myself." So, when we talk about these rapport-building strategies, 

it's primarily for the group of kids who are probably at greatest risk in your classrooms. You don't have 

to worry about using these strategies with the other kids that giving you a lot of the positive vibes. 

Because that's happening on its own. So let's kind of break this down. How many of you have dealt with, 

or deal with currently, lots of kids that go in and out of foster care? I would imagine, a number of you, 

right? One of the areas that I've had the opportunity to work with: teachers as well as kids that have had 

traumatic experiences of varying degrees over the course of their lifetimes. It's really fascinating to me 

when you have the chance to talk with lots and lots and lots of kids that have gone through multiple 

foster care placements. One of the more common themes that come out of that - sometimes kids will 

explicitly say this verbatim, and sometimes if they don't explicitly, it's very clear implicitly - is that what a 

lot of times kids are looking for is predictability and consistency and positives, right, to kind of connect 

the language we heard yesterday. And they're looking for that in adults in their lives, and in particular, 



their family constellation, however that constellation is defined. Could be biological mother, biological 

father, could be aunt, could be uncle, could be non-biologically-related significant person in their life 

that serves as a mentor. Families come in different packages, shapes, sizes, we know that, right? But one 

of the common themes is kids are looking for that consistency and they're looking for that connection. 

They're craving that connection. So then, if that's the case ... Now, when I say most, I don't want you to 

over-generalize the example. That doesn't mean every, single kid who's been foster care or will be in 

foster care fits that profile. But in my experiences, the majority of them, well over 90, 95 percent fit that 

profile, of the kids that I've come to know over the years. Why is it, then, a lot of times those kids in 

particular, even though they crave that connection, give the appearance as if they have no interest in 

forming that connection with, say, you or other teachers or adults in a school? I mean, in other words, if 

you were hungry and I offered you food, you'd eat. If you're thirsty and I offered you something to drink, 

you'd drink, right? It seems totally illogical. Why does that happen? What do you think? Go ahead. 

What? 

>> [INAUDIBLE]  

>> All right, so they might have difficulties of how to do it, for sure. 

>> Loss. 

>> Loss, in what way?  

>> [INAUDIBLE]  

>> Exactly. Along with the skill deficits or skill fluency issues is the issue is ... Look, if I've been in foster 

care one, twice, thrice, whatever, I've kind of been down this path a couple of times. And I was removed 

from an environment to begin with. So I kind of trusted before, something didn't work and I got 

removed. So it's almost understandably and predictability a protective mechanism, right? In that even 

though I want that connection, I'm not going to show that I'm willing to engage in allowing that 

connection to occur. So I'm going to have this, probably, exterior, almost like a coat of armor-bravado 

around me, that's going to keep people distanced from me because if for no other reason, I don't want 

to expose myself to the hurt I had before, and before, and before and before. In fact, it would actually 

be, I think, abnormal for someone to go in and totally say, "Here I am, a blank slate, I'm wide open. I'm 

going to totally put my guard down and engage again for the 12th or 15th time, and then have my hopes 

and dreams dashed." Right? That would be very, very bizarre for somebody to do that. So it's very 

natural why kids would go about doing that. But here's the key: even with those kids that appear the 

most resistant, whether they'd be in foster care or not ... I'm just using kids in foster care as an example 

to illustrate. It can be kids that have never been in foster care. But for those kids that appear the 

toughest to reach, to connect with, they will let you and me in. But here's the thing that's really both 

frustrating and challenging: there's not a set time they will do it. And they don't all do it at the same 

time. They will let you in on their time frame. And that time frame is directly related to when that kid 

feels he or she can trust you or me. In other words, if that kid believes that even though what you're 

telling me at this moment I don't like hearing, I know you're telling me because you care about me, that 

kid is going to allow you to start to form a connection with him. The thing that's tough is with different 



kids it takes different amounts of time. With different kids, it takes different approaches. But the key is: 

even the hardest-to-reach kids - and that's our jobs as educators, the hardest-to-reach kids - will let us in 

when they feel they can trust us. So it's not after, like, one or two times of using this rapport-building 

approach that all of a sudden magically rapport is established. With some kids, that might happen, 

wonderful. Take it to the bank. Play the lottery that night. That might be great. With other kids, it's going 

to be incremental and gradual and progressive over time. Okay? So let's kind of break down the issues of 

building rapport. These are what I'll refer to as the mechanics, the nuts and bolts of it. Here's the "what 

it kind of looks like." For those of you that are special educators by trade, this is nothing more than a 

task analysis of what rapport-building looks like between a teacher and a student. For what it's worth, if 

you're working with kids, as was offered by the gentleman here in terms of, say they have social skills 

deficits, this is nothing more than a task analysis of what a social interaction should look like too. So you 

can actually use this rapport-building strategy as a part of curriculum to teach social skills with kids 

through simulations as well, for what it's worth. And increasingly you have more and more doing that in 

classrooms. This is just being physically close, of course: appropriate touch, facial expression, tone of 

voice, all the basic things that every one of us takes for granted with the kids that we have the 

connection with. Right? But that gets really challenging to do with the kid who's not giving you a lot of 

positive vibe or feedback back, right? It's very natural when you're interacting with somebody you're 

comfortable interacting with. It feels almost very unnatural when you're trying to interact with 

somebody that's not giving you a lot of give-and-takeback on the other side of the street. The mechanics 

are not that hard to understand. It's the application of the mechanics that's the challenge. And that's 

what I think we do a really bad job in the field of breaking it down. For example, a lot of times, people 

are like, "Okay, build rapport. Okay, that means I've got to go out of my way, and I've got to go to this 

kid's basketball game. And I've got to get to all the basketball games." Or, I just went through this with 

my wife the other day, she's been trying to get this kid's soccer game very Saturday morning. She wants 

me to come. She wants me to come. When I got there, the game was over, et cetera, et cetera. Those 

things, while I would never discourage anybody from going out of their way to do something that's kind 

of exceptional like that, that stuff is not readily accessible. And I'll be honest, I'll be selfish: I'm a human 

being. I've got to have a personal life too, right? I can't be on-the-clock 24/7, 365. I've got a family. I've 

got adult kids now that have got kids, I've got parents, I've got community, I need a life! I've got to have 

a life. My wife reminds me of this on a regular basis, "We've got to have a life here somehow. You can't 

just be doing this and doing this and doing this." So the key is, you want to come up with: how do I use 

these mechanics in a way that's doable and time-efficient? So running to evening games or weekend 

events or things, while I would never discourage it, you're not going to probably be able to use that as 

your primary vehicle to build rapport with those couple of kids you might be struggling with. What you 

need is to find what we call low-hanging fruit. Think of it like an apple tree. Those rare events are way at 

the top of the tree, and you're going to need a ladder. And there isn't as much fruit up there to pick. So 

even if you go up there and pick, after a while you're going to get tired or you're going to run out of fruit 

to pick. So we want low-hanging fruit. So let's kind of break this down a little bit. When we talk about 

rapport-building, from my experiences, we're talking about not long interactions with kids. We're talking 

about brief interactions, anywhere from 10 to 15 seconds up to about two minutes of time, max. Okay? 

So we're not talking about taking a half hour to sit down and have a conversation with a kid, which 

would really be awkward with a kid who doesn't really want to have a conversation with you, right? It'd 



be like an interview, or worse yet, and interrogation. That's not what you're trying to get to. So you're 

looking for this kind of low-hanging fruit that's almost smacking you in the head day-in and day-out 

that's hanging around on branches that you almost have to avoid picking, rather than the difficult stuff 

to pick. So when we talk about this, a couple pieces of guidance: first, think about what we would call 

non-instructional times. So, for example, what that means is that the time to not exclusively focus on 

rapport-building is not during academic instruction. Because if you're doing that, you're taking them off-

task from what they're supposed to be doing, so it's counterproductive. So you're looking for non-

instructional blocks of time. Now, if you're like most teachers that I know, and like myself at first when I 

started to think about rapport a little different, I'm like, "Well, geez, I don't got big chunks of time laying 

around in my classroom that's not instructional." I mean, I'm like fetchin' and steppin' to get through 

everything I've got to get through within the window of time that I have with the students I'm working 

with at that given moment in time. But when you think about it in terms of 15 seconds to two minutes, 

I'm like, "Oh, all right, well, there are some times." The simplest way to think about the times are 

transition times. Now, transitions can look different in a classroom, based on a lot of factors: the nature 

of the content being taught, the age of the kids, of course, the teachers' approach to their instructional 

kind of paradigm in the classroom. When you think about school-wide - and most of you are in schools 

doing school-wide - transition times, we think of, like, hallway, right, and big things like that? All we're 

doing is taking the same concept and distilling it down into classroom now. So here's what I want you to 

do. I want you to either turn to the left or right, or a group of 3 at most - no more than that, because it'll 

get too loud. I want you to come up with concrete examples of little 15-seconds to, max, two minutes of 

time, what we'll call windows of opportunity. What are some examples of windows of opportunity for 

rapport-building that occur within the ebb and flow, the typical school day, in either your classroom or 

in the classroom of a teacher that you know particularly well? And come up with some really good, 

concrete examples, okay? I'm going to give you about a minute, tops, you're on the clock. And then I'll 

bring you back with a five, four, three, two, one countdown.  

[ Chatter ]  

>> 30 seconds, 30 seconds left.  

[Chatter]  

Five, four, three, two, one. Thank you. All right let's get some examples, again, like we did before. Just a 

couple, we're not going to exhaust it. What are just some examples of concrete, tangible, little 15-

second to two-minute illustrations of low-hanging fruit transition opportunities that occur in the ebb 

and flow of your classroom or classrooms you're familiar with? Give me some examples.  

>> [INAUDIBLE]  

>> Some kids coming into the classroom right? And addressing them by name, great. Kids coming in, 

addressing kids by name, "How you doing today?" 

>> We have breakfast in our classroom so that's a good opportunity for them [INAUDIBLE]. 



>> Okay, sure. All right. So you've got breakfast in the classroom so you can talk in those situations. 

>> [INAUDIBLE]  

>> Ah, the duty.  

>> [INAUDIBLE]  

>> Yeah. Usually "great" and "bus duty" don't usually always go together in a phrase. But you're exactly 

right. You're exactly right. They're opportunities to have interactions ... Yeah, there are some people 

that like it. I know, I know. But I know a lot of people that are like, "Ugh, I've got the duty." Whether or 

its bus or ... But you're right, natural opportunity. Even though it's not physically in the classroom, it kind 

of fits with the classroom duties, and it will help in that. Okay, how about other examples? 

>> Interacting with children at recess. 

>> Okay. So, interacting with kids at recess. For those in obviously a secondary environment, it looks a 

little different.  

>> [INAUDIBLE]  

>> Okay. 

>> Sometimes [INAUDIBLE] go to their destinations [INAUDIBLE] as I walk with them ... 

>> Okay. So that would be in a hallway. So again, that's a good example of a transition. Let's try to keep 

them within our four walls of a classroom, for the most part, in terms of transition opportunities in our 

classroom. But it's a good example of a transition, for sure.  

>> [INAUDIBLE] independent practice. 

>> "During independent practice" was the phrase. That makes sense. But it depends on the practice and 

what they're doing. If it's something they need to concentrate on, probably rapport-building - and we'll 

get to that in a minute to make it a little bit more clear ... You can do things that are constructive and 

positive but you're probably going to be using positive reinforcement for what they're working on, not 

getting into a social interaction or conversation. So we'll get there. But again, depending on what's going 

on, for sure. Yes? 

>> Passing materials out.  

>> Okay, passing materials out before they're going to start a task. How about a couple other examples? 

Please? 

>> Hand-washing at Pre-K. 

>> Hand-washing at Pre-K, okay, all right. And you're actually teaching skills, but it's not a skill that 

hopefully they're like, "Okay, soap first, water ..." But depending on the age of the kids, right? Actually 



I'm thinking of my son when he was a high-schooler, but that's a different story. Other examples. I saw 

another hand over here. Please. 

>> [INAUDIBLE]  

>> Okay. So when you're pulling kids in terms of the transition process to get them down to do that. 

Again, these are all examples ... Yes, please? 

>> [INAUDIBLE] 

>> Sure. 

>> [INAUDIBLE] 

>> Right. I always get hesitant to call that "down time," because some people get offended by that, but 

there are going to be moments of down time for some kids and not for others. Sure, makes perfect 

sense. One other. 

>> [INAUDIBLE]  

>> Right: coming in. Or if not coming into the classroom, heading out of the classroom, right? So gain, 

when you really try to break it down to, like, little snippets of time, there's lots of those little snippets of 

time. What there's not a lot of, in terms of non-instructional time, are 10 and 15-minute blocks to sit 

down and talk about what's your favorite TV show or something, or what group are you into, or do you 

use Tumblr or do you use this? That's not when to have those conversations. And those opportunities 

are not there. But small, little snippets of time, absolutely they are there. The other thing to understand 

with rapport-building - and sometimes this can be really challenging, and the example you gave is a 

great example of that: If your goal is to be using - and here's where we get into some of your intent as a 

teacher - is if I'm trying to strategically build rapport with Johnny, just to use a name. What I'm looking 

to do is I'm looking to invest or give away some of my time, even though it's only 15 seconds or a minute 

here or there. I am proactively investing that time in a non-contingent manner. So as long as he's 

essentially not engaging in problem behavior, he's fair game for me to be interacting with. Now, if he 

engages in problem behavior, of course, I'm going to have to a do a stop-redirect. But for the most part, 

it's non-contingent. I'm giving my time. I'm giving my attention. I'm giving my interaction proactively 

away. Right? And you're doing this for brief periods of time: 15 seconds, two minutes max, usually closer 

to the 15 seconds. Now, here's something else - and this is just another form that it's broken down onto 

a task analysis form that you can use for self-monitoring or do pure coaching with one another. One 

important thing to draw your attention to here is that you want to make sure that you're focusing on, 

during those interactions, talking about things or broaching things that are of interest to the kid. So now, 

what that means is -- keep in mind, now, if this was a kid you were feeling naturally comfortable with, 

you'd probably know what their interests are; you wouldn't have to think about it, right? Because you've 

got that kind of organic relationship. We're talking about really systematically trying to build rapport 

with that handful of kids or maybe one given kid you're not making the natural connection with. Which, 

one, you may not know as much about this kid, in terms of of what he or she is interested in. And in 



order to have a conversation about something that somebody's interested in, it requires a little bit of 

detective work. And I use this phrase both honestly and affectionately. Short of stalking this kid, you've 

got to do some digging to figure out what's he into, and I get it completely that sometimes when you 

find out what kids are into, you say, "Okay, well there's eight things he's into, four of these we can't go 

anywhere near. So we'll just put them over here, and we're going to pretend they don't exist. He's into 

music, he's into art, he's into basketball, he's into this, he's into that, whatever. Or she's into this, or 

she's into that." You find those couple of things, and then that gives you some way to start some 

interaction, right? Now here's the key with rapport-building, and this is why, that 15 seconds to two 

minutes, another reason why it's so important. It's not about going and using the procedure one time. 

So let me pick a name ... Rebecca. So let's say Rebecca is one of those students I'm struggling to make 

that connection with, which is really an intuitive measure. I probably haven't quantified this anywhere 

and put it on a chart with a bar and a line. It's kind of a gut sense, right? I do have discipline referrals and 

I know her behavioral pattern, so I do have data. But it really is an intuitive sense. So, Rebecca is a 

student I want to build some rapport with. Well, if I don't have a sense of what Rebecca's kind of 

interested in, we're going to get a moment like this: So I see her, she's coming into the classroom. I 

come up, "Hi Rebecca, how are you?" And then I'm like ... This is kind of an awkward moment. You 

know? I can say hi, and that's the extent of the interaction. "Hey, did you see the movie last night" if I 

know she's into a particular actor or actress or a certain genre of movie, or there's a concert coming up, 

or. In other words, if I have a sense of what she's into, I have a way to broach the conversation. Right? 

Anybody ever see the movie, "The Pickup Artist"? Some people are saying yes. It's these same 

behavioral principles in spades there. It is. It is exactly the same thing. Now, the difference - and I want 

to be clear here, you're trying to pick your kids up, but in a different way. But that's what you're doing. 

You need a way to broach the interaction. You need a way to break the ice. You need a way to start the 

interaction, right? And the key is frequency and consistency and persistence with use. So I go up and 

have an interaction with Rebecca. It's not like, all of a sudden, bang, magically she's found religion, and 

we're really tight now in the classroom. I mean, that would be wonderful if it happens. Don't bank on it. 

It's probably not going to happen. What's going to happen is I'm going to, incrementally, catch her 

coming into my classroom each day. I'm going to maybe see her in the hallway. I'm going to, as I'm 

passing out papers, when I stop by her desk, say "Hey," just a little extra, "How are you doing?" Hand on 

the shoulder, whatever. I'm going to just try to have those increasing non-contingent interactions with 

her. And over the course of time she's going to at least start to gain an increasing degree of appreciation 

that I actually have some interest in her, as a person first and a student second, that I care about her 

somewhat, right? Now, if you're not thinking this already, you will down the road. And if you are 

thinking it, you're just being polite for not saying it. And that's okay, but I want to kind of debunk that 

too. You're like, "Well, what if I continue to pick this low-hanging fruit with this given kid, time after time 

after time after time, and he's not responding, really, as well as I'd like him to see?" I would turn the 

question right back to you and say, "What are you communicating to that kid?" That you're willing to 

hang in there and continue to come back and interact with him even though he's given you a dead fish 

on the other end coming back. What are you communicating to that kid? That you're what? You're 

worth the investment. I care enough to make myself look foolish with you. That speaks volumes to trust, 

because trust is not given. Trust is earned. And sometimes, kids are going to make us have a little bit 

more skin in the game to earn that trust, based on their learning experiences, based on what they've 



gone through in their life circumstances to date. It would be great if that weren't the case, but I'd be 

lying to you if I said that was the case. The reality is, you're going to have to differentiate, just like you 

differentiate and I differentiate on a regular basis, on multiple levels, on the academic side of the street. 

I'm going to have differentiate with some kids that I've got to make that connection with that's just not 

happening on its own. And I'm going to be persistent and consistent. The other quick thing is that - and 

I'll use Rebecca again - if I go up to interact with her and it's very clear she doesn't want to interact, it 

can be as short and sweet as, "Hi, Rebecca. Glad to see you. Glad you made it to class," and move on. 

Give her some space. So it's not like, "Now I'm having an interaction with you, and I'm going to follow 

you until you have an interaction." Now this has become an aversive experience for her, right? Last thing 

in the world we want with rapport-building. So you're going to use professional judgment with this kid. 

Some kids, they give you a little bit of eye contact back, where before, when they come into the room 

they were just looking at the carpet, walking in, wouldn't even acknowledge your existence. So you start 

to see these incremental little pieces of progress. It is rare it is a rapid sea change from one day to the 

next. And I would argue that if you saw a really rapid one, I'd actually have some concerns on some 

other levels, like if something perhaps going on that's kind of odd with this kid's circumstance. It's very 

gradual, and it's very, very incremental over time. All right, that's rapport-building. That's one leg of the 

three-legged stool. Expectations: these are the same expectations, it's the exact same process you 

looked at school-wide. The only difference is now it's in your classroom, the only difference. First and 

foremost, and for the most part, we don't see this as much, but every now and then I know I still bump 

into it: if you have school-wide expectations, whatever your magic 3:5 are, use the same 3:5 in your 

classroom. Don't go create a different set of 3:5 for your classroom. Use the same ones. You will be able 

to contextualize them to your classroom by what we'll kind of overview here in terms of of the defining 

process. But use the same 3:5. If you're in a school that's not implementing PBIS yet, if you know for 

sure you're going there, you might already be working in grade-level teams or something, if you can get 

consistency among staff, great. But if you can't, then pick your 3:5 with the understanding that you 

might need to tweak them in the future once you get your 3:5, once your school gets into a school-wide 

system, okay? In terms of the 3:5, same basic process you went through with school-wide, or you will go 

through with school-wide: you're going to identify them, then you're going to identify you're highest-

priority context. This is out of ... You're going to kind of create your matrix with your 3:5 down the left 

hand side - it doesn't have to be left, but most people put it on the left - and then context, which is 

nothing more than settings or routines, across the top. So let me just show you a quick, concrete 

example. In the PowerPoint that's posted, there is an elementary, a middle, and a high school example. 

We'll pick the middle school example. Here, the context: we're at the start of class, during individual 

work, during teacher lecture, during group work, and at the end of class. That's what this teacher 

decided to go with. There's not a magic, "Here are your contexts." You decide what those contexts are in 

your classroom. And the easiest way to do that is say, "When do I have the most behavioral problems 

with my kids in my class?" "Oh, it's when they need help." So maybe that would be your context. Or "It's 

when they're doing group work. they really have difficulty with social interactions and social skills and 

sharing and problems." So you might have that identified. You identify the context. And then that third 

step - which is next on the prior slide but I won't go back to it - is you start to operationally define them. 

So you're going to take those 3:5 down the lefthand side of your matrix, and you're going to have your 

contexts across the top - so your 3:5 here, contexts across top, and then you're going to define them 



operationally in bullet statements. Whenever you define an expectation, same basic question for school-

wide: what do the kids look like and/or sound like? You want to use verbs, action words, because if for 

no other reason, this becomes like an air traffic controller, your radar screen. So you know what you're 

looking for to do what we'll talk about here in a moment, as we get close to wrapping up, and that's 

reinforcement. So this tells you, "Here's what I'm looking to catch kids doing so that I can reinforce it an 

acknowledge it. " So once you've gone through that process, just like school-wide in defining them, then 

you're going to post them. You're going to provide direct instruction in your teaching. Let me build on 

what Rob talked a little bit about yesterday. I know he's emphasizing this more in a lot of his 

presentations, as a lot of people are, and it makes perfect sense, is it's one thing to teach them, but 

when you do engage kids in, say, simulations or demonstrations or modeling the appropriate behavior, 

it is very valuable to also model inappropriate behavior. But of course you have to smart and strategic 

on how you go about doing that, including: which kids do you identify to demonstrate the inappropriate 

behavior? So it's not like, "Hey, Johnny, you've got a ton of experience in acting out so why don't you 

come on over here and show us how you act on a regular basis." You know? You don't want to go there. 

You want to be thoughtful about what examples you use. So think about what are the patterns of 

problem behaviors you've had with kids. And then in turn, identify who you use to maybe demonstrate 

or model. So obviously don't take the kid with the most, with a PhD in inappropriate behavior, right? But 

also, I would suggest don't take the other extreme of the kid that's never had a behavioral infraction in 

his or her entire school career with you. Find a kid that you think has high social value with the other 

kids. It's almost like doing the old spatial sociograms. Think about those kids that carry high social 

capital. When you think about buy-in and motivation ... How many people were here at the prior session 

that stayed through to this session? I wasn't able to be in there the whole session but I would image at 

some point in time they talked, they were really implying about motivation theory: how do you engage 

staff as well as kids? Well, one thing is to look at social value. Some people are better positioned to be 

the messenger of something than other people because of how they're perceived by their peers. So be 

strategic about what behaviors on the inappropriate side you demo and who you're going to use to help 

demo. Or you could just demonstrate it yourself, but it's usually gonna resonate more with the kids if 

you use the kids themselves. Then the third major rung of this preventive approach is the issue of 

reinforcement. So let's talk a little bit about that in the couple of minutes if we have time. Again, the old 

phrase "catch them being good" is so easy to say sometimes, so hard to do, not that they don't provide 

the opportunities. But I would suggest it depends on how good of a day we're having and how resilient 

we feel. In other words, I know in my classroom with 15th and 16th-graders, I'm far more on my game 

and kind of working the aisles, working the streets, and working the kids while I'm doing group 

instruction, working one-on-one. And on the less-good days, I'm like, "I gotta get through. I gotta get 

through. I gotta get through." So I'm being competent but I'm probably not hitting the ball out of the 

park. But I'm trying to hit safely, if I use the baseball analogy, right, trying to get on base at least. In 

terms of reinforcement, a couple basic things - not new stuff here: one, tell the student, he or she, what 

they did that was correct. Simple way to think about this: label the praise. Labeled praise. Technically, 

it's called behavior-specific praise in the literature. If that works for you, fine. But if you're going to say 

and acknowledge to somebody that did something well, connect it with what they did that they did well. 

So while I can't think of one situation where I would ever give feedback to a teacher to say, "Don't say 

good job," it would be far more effective to say "good job of getting to work right away," "nice job of 



sharing those materials," "thanks for raising your hand, I can tell you have a question, how can I help 

you?" The more you can be precise in what you're acknowledging - and I'm sure a number of you also 

are using tokens or coupons or tickets - try to pair that with explicit verbal praise. Try to connect the 

verbal praise that labels what they did with the distribution of a tangible, if you're using tokens or 

coupons or things like that. Try to use the basic component parts of rapport-building, the staying-close 

stuff, body language, physical proximity, all those things. Try to affectively look like you're happy that 

they did what they did. Make sure your body language and your tone of voice matches your message. 

Seems pretty obvious but sometimes that can get a bit of a disconnect with kids. Provide the 

acknowledgment that fits the situation. So for example, real simple example, but it kind of makes the 

point, and you can come up with other examples, I'm sure, on your own: If kids are working individually 

on a task, you should be delivering individual reinforcement. If kids are working in groups, then you can 

use what we kind of call a buckshot approach to the group or the whole class. Right? If kids are working 

individually and you use a buckshot approach, now you've pulled everybody off-task if you're trying to 

deliver reinforcement to a particular kid. So try to match the situation with how you go about using 

labeled praise. And then finally, try to provide it in as quick as time proximity as possible, ideally, 3 to 5 

seconds of the occurrence of the behavior. Now let me be clear what this does not mean. I am not 

suggesting to you as a teacher, or to me as a teacher, that my goal is to catch every single kid every time 

they do something appropriate and provide positive reinforcement. I'm not a PEZ dispenser, and if I 

tried to do that, I would kill myself. I would fall down exhausted after two and a half minutes running 

around frantically like a chicken with my head cut off, trying to catch kids every single time they did 

something or flinched and did something correct. That's not the goal. That's not the goal. The goal is to 

distribute the use of reinforcement on a high-frequency basis contingent on ... So here's the big 

difference between rapport-building ... It is contingent on them doing something that you want to 

acknowledge. Now, when you think about contingent, with some kids it might be academic 

performance, like they got a difficult question right, or they really worked through some problem-

solving set. With another kid, even though they got it wrong, there is nothing wrong with - and I would 

suggest sometimes it's even more powerful - to provide praise for effort, especially for a kid who has a 

pattern of not getting a lot right right away. Right? It's absolutely fine to contingently use praise for 

really good effort and then provide the corrective feedback. Absolutely fine to pair and package those 

together. Highly would encourage it. The other thing with this 3 to 5 seconds, it's not like there's a 

buzzer that's gonna go off, so if you see a kid that you're really kind of tuned into and want to reinforce 

and you can't get there in five seconds, there's no clock that goes "Ehh! Don't reinforce anymore." Get 

there in six seconds. That 3 to 5 is not that firm. But here's the concept to understand: the greater the 

amount of time that elapses between what the kid did and your delivery of a praise statement, for 

example, the greater the likelihood for gray space, gray area, and a lack of direct connection. My hunch 

is, all of you have two kids that kind of fit this profile. You probably have one kid that can tell you not 

only what you did last class period or yesterday, they can tell you what you did last Monday at 10 

o'clock. And then you've got other kids that, right now it's just about 11:25, that couldn't tell you what 

you did at 10 in the morning earlier the same day. Right? You've probably got some kids that are like, 

"Oh, yeah, we kinda were doing this or -- what were we doing? I'm not really sure." So the longer the 

time that elapses, the more likelihood there's kind of going to be a disconnect, okay? Now, with those 

reinforcement procedures, the other key thing to understand is: what's the frequency? Now, Rob talked 



about yesterday, and increasingly we talk about 4:1 or 5:1 or 6:1. He used 5:1 yesterday, depending on 

how you calculate it. I continue to be a pragmatist. I believe our schools would be fundamentally 

different if we were achieving on a regular basis of 4:1 because if you look at the data, we're really not 

generally close there, in aggregate, by any means. If you can get 5:1 or 6:1, great, but I find that usually 

to get to those you gotta get to 4:1, and sometimes you gotta get to 3:1 to get to 4:1. And sometimes 

you've gotta get to 2:1. And in some instances you gotta get to 1:1, depending on the kid, right, 

especially kids that have high frequency of behavioral issues. The 4:1 ratio is a concept, first and 

foremost; it's not a hard rule. To quote "Pirates of the Caribbean," "It's kind of a guideline." Right? It's a 

general framework based on the literature that tells us what's effective reinforcement procedure. It's a 

minimum threshold. We want to achieve a 4:1 ratio with our kids in aggregate as a class, as well as a 4:1 

ratio with each individual kid in our class. Okay? We want both of those. We absolutely want both of 

those. Now, it's one thing to say this 4:1; it's another thing to actually say, "Well, what does that actually 

mean?" Here, we get into differentiation again. So I'm going to walk you through one quick example, 

and then we're going to wrap up. So I'll come back to Rebecca, but I'm going to use her in a couple of 

minutes. So I'm picking on you; I'm sorry; I apologize. What's your first name? I've got Leah here in my 

classroom, been working with her for a couple of months. We've kind of organically developed a really 

good working relationship. Any time I ask a question, boy, her little hand is up there. I wish all the kids in 

my classroom were just like Leah. That would be wonderful. Great place, if that were the case. I can't 

remember the last time Leah engaged in a behavior where I had to stop what I was doing and say, 

"Leah, stop," ... What's your name? "Stop touching Amanda. Stop grabbing Amanda's work." I can't 

remember the last time, and I may not have had to all this year, actually do a stop-redirect for her for 

some type of problem behavior. Okay? Big halo on her head. I want my all kids just like her, right. Now, I 

know that's not true in real life. So I've got Leah in this case, right? Beyond Leah ... I'm going to pick on 

you ... Jackie, thank you. We've got Jackie. Jackie is not a bad kid, by any means. She's like, "Yeah, I'm 

not a bad person." So I've got Jackie here. I'm like, well, you know, it seems on average, maybe once a 

week Jackie gets a little rammy, has a little bit of impulse control issues. Does that sound like you? About 

once a week, it's like, "Okay Jackie, take a breath. Grab your materials. I want you to focus on what 

you're doing right now." So this is not a high-frequency thing, it's not that big of a deal for me to redirect 

her, but it's like once a week, right? Now I'm going to come back to Rebecca. Now here's what I'm 

thinking about Rebecca, if I'm honest. I'm like, "Could I get through one stinking class, just one class, 

please - whatever the higher power is I believe in, please - one class where I don't have to say, 

'Rebecca,'" just like that tone, right? Because it can come out. If you're feeling it it can come out, 

because we're people first, professionals second. That can be a challenge, but that's real. "Rebecca, stop 

grabbing Mandy's stuff," or"stop turning around and talking to Jody," or "stop crumbling up your paper" 

or "stop going up and sharpening your pencil for the 18th time," or whatever. "Just get me through one 

class." Right? Okay, let's come back to Leah. How big a window of time do I have to catch her four times 

doing things the correct way to achieve at least a 4:1 ratio? And let me be clear, for those of you that 

might need some more guidance on math, 4:0 would even be better. How big a window of time do I 

have to catch her doing something correct or appropriately to get her four times? How big a window? 

I've got such a big window of time, I couldn't screw it up if I tried to. It's like hitting water falling out of a 

boat, along as the boat's in water. There's no way I could mess this up. No way! She has no frequency, if 

you want to use the technical term, "baseline of problem behavior." I've got big, big windows of time. 



So, short of taking Leah for granted for the rest of her school career, I'm going to try to catch her at least 

four times. If I can do it daily, great, if I can do it in the classroom, great. If I do it in a week, great. She 

has no baseline of problem behavior. I'm going to differentiate. You know, I can get to her a little less 

frequently, but I do need to get to her. I can't take her for granted for the rest of her life. Jackie, right, it 

was? Jackie, over here, baseline of probably behavior where I have to do stop-redirect was about once 

every week. How big of a window time do I have to catch her four times doing things correctly? I've got 

a week, right? I've got a week. It's a pretty big window of time, right? If I'm in a primary grade, that's a 

lot of time. Even if I'm in a secondary setting, I see her for a class period, so I've got four or five or three 

depending on ... But I've got a number of class periods to catch her four times, right? Pretty good 

window. Rebecca, right? How big of a window do I have with Rebecca? Her baseline is I've got to 

redirect her, on average, once every class period. So, how big is my window of time to catch her four 

times doing things correctly? A class period: that's exactly right. Now, I can wish that away, I can pray it 

away, I can hope it away. I can hope she moves away. But it's not going to change the facts. If her 

current level of problem behavior is once every class period, on average, I've gotta catch her four times 

doing things appropriately during a class period if I really want to fundamentally help her develop more 

appropriate social skills in the classroom. So of course, who do you think I'm really looking for as soon as 

they come in the classroom? "Rebecca, damn glad to see you, girl." She comes in the door, it's like, 

"Rebecca, how are you doing? It's great to see you." She starts to go to her desk, and she sits down, and 

as soon as she starts to flinch to get her materials out, "Thanks for getting your stuff out right away." 

Boom, threw one right in my pocket, I got one already. So I already built rapport coming in the door, and 

as soon as she started to do anything appropriate at her desk, bang, pocketed a praise statement. 

"Thanks for getting your stuff out right away." Wonderful. Right? Now, I'm not going to hover, but I'm 

not going to stray too far. I'm going to get to the other kids, right? I'm going to be moving, because as a 

teacher we're always up and moving. And then as soon as I start to give a direction as to what I want the 

class to do, where do you think I'm going to be standing? Really close over here. Now I'm not going to 

say, "Now, I want you guys to get your work out," but I am gonna be standing right here. I want you to 

get your books out, turn to page three. "Good job getting your book out." Great. Now I've got two, 

moving on. Right? I've got to get to her more often. That's the key with understanding this 4:1 ratio. 

You're going to have to differentiate based on what the current level of the behavior is, okay? What the 

current level is tells you how big a window of time I've got, and that's one thing I don't think we've 

taught clearly enough is, "Okay, I understand 4:1.  But how do I do that?"  Some kids are going to get 

more frequent, some kids are going to get less frequent, but they're all going to realize or achieve a 4:1.  

Okay?  All right.  With that, I don't want to screw us up for lunch, so thank you for coming.  I appreciate 

you coming.  Have a great rest ... 


