
>> So you guys just got to hear me talk for an hour, and now you're signed up for another hour.  So, 
yaay!  And on a similar topic.  But we're going to actually take a pretty deep dive into the systems piece.  
So I want to do a little bit of talking about the practices, and before we even get there, I want to set a 
little bit more context than I set this morning. 
 
So this morning I wanted to be very positive and give very kind of exciting messages.  Hopefully that 
came through.  But I wanted to also talk in this talk a little bit more about the challenge.  And I don't 
know if you guys are hearing back feed back from the mic, but I'm not sure that's something I can fix, so 
hopefully, it's okay. 
 
So plan is to talk a little bit, as I said, about the context, talk a little bit about the practices that we are 
focusing on for classroom management.  But then for most of the hour, thinking about how we set these 
systems up that we talked about very briefly this morning. 
 
So starting with the context: How many of your guys are in buildings where your staff get it?  So they're 
really excited about the behavior support, they've bought into PBIS, and they're bought into it enough 
that when you start talking about what it looks like in their classroom, they're really receptive and open 
to that conversation.  How many of you guys are in schools that look like that?  So there's a couple of 
hands up.  How many of you guys are in schools where at least for some, and maybe more than some, of 
your staff you hit some resistance when you talk about PBIS in the classroom?  Okay. 
 
So this is really common, right?  This is where a lot of our schools are at.  It's why this is continuing to be 
a conversation.  And so one of the ways to take this content back to them is to start with what hopefully 
everybody cares about, which is, even if we don't see behavior management, or a kind of change in our 
own practice as a key, we almost all agree that student achievement is really critical.  That's why we're 
here.  That's why we're paid.  And we know when it doesn't work out, we get shown up in newspapers in 
bad ways.  So it's both kind of the positive reinforcement thing, and avoiding that [INAUDIBLE] that can 
happen. 
 
And then classically, we think about it impacting student achievement in schools, districts and states, it's 
by focusing on the academic side.  So  we think about if we want to improve test scores, we need to go 
invest in a new curriculum.  Or we need to go buy the next thing that's coming down the pike.  Are you 
guys in schools and districts who have done some of that? 
 
So that's great.  But you guys are all here because you know about that relationship between academics 
and behavior.  So you can buy the best curriculum, but if teachers don't know how to get kids engaged 
in it, you can have, again, the best-designed lesson plan, and it can flop because you've got kids literally 
running around the classroom, and not ready to sit and learn.  And the flip is also true.  You can have the 
best behavior management strategies, but if you don't have really good engaging instruction, you're 
going to lose the kids.  You might be able to get them in their seats, but you can't keep them there if you 
don't have good instruction.  So if you think in your own buildings, and even in your own learning 
history, the best teachers have both.  So they're really good with academics, but they're also really good 
with behavior supports.  And the thing is, we have a lot of research that goes behind this picture.  So we 
have a lot of research that talks about when kids are engaged in problem behavior, it obviously disrupts 
their learning, but it also disrupts the learning of kids around them, and it disrupts teaching.  And when 
we get kids engaged in learning, it has the reverse.  So when kids are engaged in learning, they're not 
able to engage in disruptions, because they're so engaged in your instruction. 
 



So one of my favorite colleagues is an academic guy, and when he and I first started working together, I 
think it was 11 years ago.  He came in here, and is, like, "I don't get this PBIS stuff."  He's, like, "I think it's 
crap."  He might not have said it quite that directly, but close.  And I said, "What are you talking about?"  
And he was, like, "Well, good teaching, you don't need behavior management."  So I was, like, "Well, tell 
me what you do when you teach."  And he had just come out of a high school setting, and so he told me 
about how he structured his classes.  And I was, like, "What you just described is PBIS in the classroom.  
You just had no idea you were doing it, because you thought it was good teaching."  And so it is that idea 
that when you have really good instructional practices and you naturally give good feedback, that's a big 
part of what's going on.  Again, good teaching, good learning actually reduces problem behaviors. 
 
So the bigger context that always concerns me in our country -- and I don't know specifically in 
Pennsylvania how these numbers fall out, so you guys may be better than the nation in some ways -- but 
we have national data that suggests that within the first couple of years, 12 percent of teachers leave 
the field.  By the time we hit five years out, it's 50 percent of teachers leave the field.  So my daytime job 
is pre-service teacher training.  So at U-Conn, we teach a lot of the incoming students.  I also teach 
graduate-level courses, so I teach the masters and the doctorate-level students.  But we are training 
teachers and future leaders.  And so if we look at a class of a hundred and know that in five years, half of 
that could be gone from the field, it's incredibly depressing.  And there are good reasons people choose 
to leave, right?  There are people that make lifestyle choices; they go back and get another degree, they 
do something.  But when we asked teachers why they leave, most of them tell us that it's for concerns 
or challenges with a variety of things, but student behavior is always one of the top factors they list.  
And nationally at least, when we ask teachers about their pre-service training -- and I mentioned this 
this morning -- most teachers don't come in with enough training to be successful. 
 
So I mentioned it briefly.  I went through when I was initially certified as an Elementary Ed teacher, so I 
was certified in a four-year program.  I had zero training in classroom management.  So I had this one 
observation where my student teaching kind of supervisor came and watched me -- and I have this vivid 
memory of it, because she called me, and I was sitting in my dorm room.  And she was, like, "That was a 
brilliant lesson.  You look like you've been teaching for 10 years.  That was masterful."  I stopped, and I 
thought, "She's crazy!"  I was, like, "Did you miss the kid running around the classroom shouting the "F" 
word through the entire lesson?  Because I felt like that was a pretty big failure."  And her comment 
back was, "No, but your lesson plan was great.  The classroom management, you'll learn that in your 
first 10 years."  And again, that's one person's experience.  But the sad thing is, we've actually done 
national digs in this, so we have looked across state policy and different practice areas.  And that 
experience that I had is actually not uncommon. 
 
So in many of our teacher prep programs, we not only don't give them a class, but we just kind of hope 
that they're going to pick it up.  And we do know teachers learn a lot when they're first on the job, so 
they actually pick up more kind of in the on-the-job piece than they do in the pre-service training piece.  
But once teachers get on-the-job, our national average, I think, for classroom management training is 
eight hours across three years. 
 
So we've got teachers who have no, or little, or limited pre-service training.  And then they get on-the-
job, and they're not given in-service support.  And we're not even talking evidence-based, we're just 
saying talk about classroom management.  So it's not actually surprising that we've got half of teachers 
wanting to leave, again for a variety of reasons, but a lot of them have to do with classroom 
management pieces.  So this is critical.  We have to tackle the classroom management challenges. 
 



And the dirty little secret in the PBIS world is, we used to feel like we were a way of doing this.  And our 
national data started to tell us we weren't.  So we were doing a phenomenal job of schoolwide culture, 
schoolwide climate, schoolwide improvement.  But we weren't getting the practices into the classroom 
in the same ways we thought we were.  Early out in the training, when a lot of the experts were the 
ones themselves doing the training, I think we had actually a better shot at it.  But over time as we 
scaled up and scaled up and scaled up, some of those expectations in classroom dropped out a little bit.  
So we're now doing a huge push to get it back to where we thought it was from the beginning. 
 
So one of the ways we've done that, I mentioned this morning, is by developing documents that can be 
helpful to the field.  So we'll look a little bit more in-depth at this document in a second.  But we have 
decades of research that tells us what classroom management should look like to work.  So when we 
talk about needing to identify an evidence-based practice, or set of evidence-based practices, we've 
actually known for decades what those are in the classroom.  It's not a mystery.  And the things we 
talked about in the last hour probably did not seem new or different to most of us. 
 
So the challenge is, why is not happening?  And when we go into schools and look at rates of practices, 
this table summarizes a bunch of different studies where they've gone in and they've actually just 
watched teachers teaching.  And the table looks a little messy, because they all kind of measure things in 
different ways.  So in some studies, they put a couple of things together, in others they did it very 
discretely.  But that first row and the last row, I believe, are in PBIS schools that are implementing with 
fidelity.  The middle rows are schools that are maybe PBIS, may not be, but they're not necessarily 
screened for that.  There's also across the rows, and if you look at the little notes at the bottom, there's 
a mix of elementary, middle and high schools in those samples. 
 
So we're seeing these challenges across age ranges.  We're seeing these challenges from schools that 
are implementing with fidelity and schools that are not.  So this is a pretty universal challenge in the 
areas that we've started to look.  I know a lot of my work, we go in and we see rates of prompts, 
literally, at almost zero, and rates of specific praise that are pretty close to zero. 
 
So why aren't we doing it?  We have known what we should be doing.  We go into classrooms and we're 
seeing that it's not happening.  So one of the pieces is what we already talked about, is teachers don't 
get enough support to do this well.  So I think most, if not all, of the teachers that I have met are 
phenomenal people.  We've gone into the field because we want to do well by our students, so it's not 
that we don't care.  It's that we haven't been given the training to be successful.  And the challenging 
part now on our end, thinking about that we are in schools and we've got teachers who are in practice, 
is what research tells us, is to move adult behavior once folks in the field, it takes a lot.  So in research 
studies that show adults improving their classroom management practices, there are typically multi-
component interventions.  I'm going to show a graph on the next slide that I think helps explain that a 
little bit more. 
 
So a group of our students and my colleague, Jen Freeman, just did a lit review that's not published yet, 
but these are some of the findings from it.  So they went and read literally thousands of abstracts, and 
identified studies that focused on supporting teachers' professional development in classroom 
management.  And then of those studies, they pulled the ones that had good empirical evidence behind 
them, so data that we could actually trust.  Then they looked at all of those studies -- which ones 
produced positive outcomes for teachers and hopefully for kids?  And there was actually a lot of overlap; 
when teachers improved, so did kids.  And the studies that were showing positive improvement had 



these features as ways that we change teacher behavior.  So this isn't saying better-worse, this is just 
saying how often these strategies showed up in that group of studies. 
 
So the most prevalent ways that research has shown us that we changed teacher behavior is by having 
some kind of outside coaching.  And I strongly believe, although I can't say it from a research 
perspective, it's outside only, because researchers are lame, and they use their own students as 
coaches.  So this is not saying you have to go invest in outside coaches.  This is just a function of how the 
studies are done.  So I think, think about functions of coaching, not about the outside person.  It just 
happened in these studies that they paid their students to do it, because it was easier. 
 
The second piece that's often part of that coaching is the database performance feedback that we 
mentioned this morning.  So giving teachers feedback on what they're doing well, and also where they 
need to improve.  And some component of explicit didactic training where they're taught what the skills 
look like.  So again, just like a kid, you wouldn’t just let them [INAUDIBLE] at it and then finally give them 
some feedback.  You would teach them first, and then give them the feedback.  Same thing for adults. 
 
So how many of you, as you think about your schools, how many of you are doing even one of these 
components?  So we'll take them one at a time.  How many of you have good, explicit training for your 
staff in classroom management?  A few.  How many of you guys have, again not an outside person, but 
some kind of coaching capacity, whether it's self-management, peer-to-peer, or kind of explicit coaching 
around classroom management, classroom PBIS?  A few.  How many of you guys are giving data-based 
performance feedback to your staff around their implementation of classroom PBIS or classroom 
management?  A few.  How many of you guys are doing all three of those?  Some.  So this is not 
impossible.  This is something we actually can tackle and do.  And I'm going to talk about a variety of 
ways we can do it in a second.  But it's something we're largely not doing.  So we have to kind of be 
honest with ourselves, is a field that we're not doing what we know teachers need us to do for them to 
be successful in this area. 
 
So what I want to come back to is, we can do it.  So it's not a, this is awful, the field is in a bad place.  It's, 
we have a huge opportunity here.  So we know what the evidence-based practices are.  We now have 
this whole technology around implementation.  So we can now put those things together and actually 
start to impact practices in the classroom, in ways we haven't done in the past. 
 
The other message which shows up in the practices brief is, if you happen to have friends who are not in 
a PBIS school, we strongly believe teachers can do this for themselves.  So it's so much easier if you're in 
a PBIS school, or a school that has a school-like climate initiative, where you can tag this into a 
schoolwide system.  But you can do this even on your own.  When I was initially learning to teach, not in 
my first certification but my second one, I was an itinerate person, so I literally had my expectations on 
an overhead projector, back in the days that every classroom had an overhead projector.  So even 
though we didn't have schoolwide posters of expectations, I had them on my overhead at the beginning 
of every period I talked.  So there are ways you can do this for yourself, even though you might not be at 
a school that's doing it schoolwide.  But you guys are all in schools that are doing it schoolwide, so it's 
even easier. 
 
All right, so we're going to talk just for a quick second about the practices before we kind of take a step 
back again into the systems.  So Supporting and Responding to Student Behavior, a document that I 
mentioned earlier, this is the team of folks that did most of the writing on it.  The Office of Special 
Education Programs was really excited about it, so Renee Bradley and her colleagues made it prettier, 



which is why it looks the way it looks now.  But the cool thing about this document, it was actually 
released at the White House for the 40th anniversary of IDEA.  So it was given a huge splash, lots of 
attention.  It's been circulated actually internationally.  I had a school from Spain call me and tell me that 
they were using this to structure all of their professional development, which is kind of crazy.  So it's one 
of those documents that we were excited about doing, but we had no idea that it could have the reach 
that it's had.  It's one of our most downloaded documents on PBIS.org, which I brag about to the people 
who wrote the other documents -- but anyway...  So I'm really excited about the impacts that it could 
have on practice. 
 
So in that document, and I didn't go through this in as much detail, like the systems brief, it's anchor to 
these clear questions.  We introduced a new acronym in the document, which drives me nuts, but 
because the document was going to be released by the Office of Special Ed Programs, they wanted it to 
be generic and not PBIS-y, so they did not want us to use PBIS in the document.  So instead, you see 
"Positive Classroom Behavior Support -- PCBS -- literally, any time you see that you can cross it out and 
replace it with PBIS, because it's the same thing, just a different way of saying it that wasn't PBIS-y. 
 
All right.  So the questions that we ask in the document are around the foundations, and it's the things 
we talked about this morning.  It's whether the classroom is designed effectively, whether there are 
teams in place, and whether teachers have posted and taught the expectations in the context of their 
routines.  So we've set these up kind of like we talked this morning to push the foundations before you 
get into the practices that happen during instruction.  So the second thing is, the practices we bought 
teachers to use during instruction -- again, we talked about them this morning, this is just how they 
show up in the guide.  So opportunities to respond is a huge piece.  Good teaching, again, is good 
behavior management.  Having prompts, so reminding kids what's expected before it's expected and 
actively supervising, as we talked about this morning.  And then we have in the document some 
guidelines around specific praise, and then we list all of the other strategies for recognition, or at least 
some of the other strategies for recognition that are supported by evidence.  So all of those practices 
are things you can hyperlink to that open up those larger tables.  So there's lots of support for how to do 
those practices. 
 
Then the last piece, which I showed you a screenshot of the guide in the last talk, the last piece is 
helping teachers make decisions about how kids are responding.  So there is a decision guide that looks 
slightly different, but it's the same questions, that just asks if kids are still engaging in problem behavior.  
The thing I like about it is, you don't get to ask that until you've implemented the practices with fidelity. 
 
So in this guide, it pushes teachers to think, I can't say a kid needs tier three support if I'm not actually 
setting them up for success in my classroom.  How many of you guys are in the business where you get 
hauled in for consultation, or you're part of, like, a student support team where you get referrals of 
students who need support?  A lot of you.  And how many of you guys have had the experience where 
you go in to kind of do a classroom observation, or you start to unpack some of the data, and you realize 
it's a classroom management challenge, it's not a kid issue? So this is to try and help teachers think 
about the importance of fidelity at the beginning.  That's not to say, obviously, you have a kid come in 
with significant disabilities who needs Special Ed that you wait.  But this is saying before we really think 
about this being a kid-level challenge, we do have to do our work to get the classroom practices up and 
running. 
 
So if there's no kids engaged in problem behavior, you might be lying.  But we would say, "Well, done, 
keep doing what you're doing."  If in reality some kids are engaged in problem behavior, which is for 



most of us the reality, we start to think about how.  Like, at what level is that problem behavior 
occurring?  Is it minor or major?  Even in your best-managed classroom, kids are going to have some 
minor behavior problems from time to time.  And those are things we can quickly and easily address 
with good error corrections and other strategies to again decrease problem behavior.  If they're major, 
we then start to look at how many of the problems are happening.  And you guys all know repeated 
minors can become a major, so this isn't to say that if all you have are minor but they're happening a 
hundred percent of the time, that's okay.  But think about, again, the prevalence and the intensity of the 
problem behaviors. 
 
And then we start to ask how many kids are engaging in them.  If you go into the classroom and out of 
30 kids, 10 to 15 kids look like they need tier two and tier three support, what does that tell you?  Yeah.  
It tells you it's a classroom management or it's a tier one issue.  So when you think about a lot of kids, 
you have to think about what "a lot" means.  If a lot of kids are engaged in problem behavior, that's 
telling you it's a tier one issue.  We have to enhance our classroom management, before we can look at 
identifying individual kids.  Remember, I mentioned this morning I worked in a setting with all kids who 
had aggression in their backgrounds.  So this is true even in an intensive setting.  We knew our kids 
came in with a profile, so we knew we had to provide intensive supports.  But if a teacher came to me 
saying, "This kid is out of control," but they didn't have 80 percent of their kids engaged in their 
classroom, we didn't look for how to treat the individual kids' plan.  We went in in support of the 
teacher and improving his or her classroom management.  So even in intensive settings here, one has to 
meet the intensity of needs in your classroom. 
 
So the decision tree, again, just kind of helps push that idea that we have, I think for some teachers, it 
feels like a lot of responsibility, and that's scary.  But flip it, it's a huge opportunity to set our kid up for 
success.  We can do a lot to make most of our students successful, just with what we already know how 
to do.  And there are going to be times we need support to do that in tier one, and there are going to be 
times we need supports for individual kids in tier two and tier three.  But we have the capacity to do a 
lot with our practices. 
 
All right.  So in a smaller group, I would ask you if you have questions about those practices.  Since it's 
not a smaller group, I'm going to say if you have specific questions, first of all, check the guide, because 
there's a ton in there.  But I also have my email address in the handout, and it's at the end of this 
presentation.  I'm happy to answer questions over email that you aren't able to ask in person. 
 
All right, so let's dive into what we're going to talk about for the rest of the talk, which is the systems 
piece.  So we know what the practices look like, we have a guide around how to use those, so even if 
you're not completely confident with all of them, you have a way to get that information.  How do we 
get teachers to do this in our schools?  So the systems brief I mentioned earlier was put together by a 
group of folks; Jen Freeman took the lead on it.  And this is our best thinking, again, from a group of 
people from the National Center around how we support teachers in supporting their kids.  So the 
systems in PBIS are, again, always about supporting adult behavior.  And this is just thinking about how 
we apply that logic to improve PBIS implementation in the classroom. 
 
So the systems brief, when you download it, it's a kind of different-looking document, as I mentioned 
this morning.  So it's a little more text-heavy and less pretty graphics, but it still has fantastic content.  
And I mentioned this morning it's anchored to three questions.  So today, or the rest of this morning, 
what we're going to do is talk in a little bit more detail about what those things look like.  So we'll talk 
about what foundations of systems are, and we'll talk about how we can train teachers and know if 



they're doing it accurately.  And then there's a decision-making guide for teachers that I didn't show you 
this morning.  It's the same idea, or same logic, as what we just talked about for students. 
 
So within foundations, we mentioned already this morning that priority is important.  And in this guide, 
we've organized, as I've mentioned, tables that provide examples and non-examples.  So when we think 
about priority, we would think about it being a clearly-stated priority in a district improvement plan, 
school improvement plan, or whatever the right acronyms are in the Commonwealth -- I kept saying 
"state" this morning -- but in the Commonwealth.  And non-examples would be that there's not a clear 
priority articulated.  So we might kind of give lip service to, of course we care about classroom 
management.  But we don't have it as one of our top improvement goals.  It's not something that's 
clearly articulated as one of our top three to five things that we're working on this year.  And the priority 
is nice, but it's kind of a necessary but not sufficient piece, because what you actually need from the 
priority is resources allocated to support this.  And again, this varies by school, by district, by state and 
what the resources look like, but some examples would be, dedicated time for training.  So if you say, 
"I'm going to work on classroom management," but by the way, all your PD is scheduled already for the 
year and you have no time to add anything, probably not going to be possible to move a lot, unless 
you're going to invest a ton in coaching support.  Again, FTE, or a time for coaching functions, can be a 
good thing; whether that's self-management, peer-to-peer or a coach itself.  That can be an okay way to 
go.  Making sure you have data that you're using to make decisions.  How many of you guys use 
[offices?] from referral data on a regular basis in your PBIS teams?  How many of you have your BOQ set, 
TFI or whatever tool you're using at your phase of implementation, done on a regular basis, that you use 
to make decisions?  So the hard part about those two resources -- they're fantastic, they're phenomenal, 
keep doing what you're doing.  But the hard part is, they don't give you a lot of rich information about 
classrooms.  So office referral data can show you possibly where some teachers spike higher than 
others.  But that can be for a variety of reasons.  So that doesn't actually tell you there's a problem.  That 
tells you, you should probably ask some questions to identify what's going on.  And some teachers will 
never send a kid to the office.  And that doesn't tell you that there's not a problem, right?  So those data 
are a good place to start asking questions, but they probably aren't the answers for classroom 
management. 
 
So you've got to think about data sources that you can use that will help get you into the classrooms.  
How many of you are doing walk-throughs for classroom?  So you actually know what classroom 
practices look like on a pretty regular basis, I saw a few hands.  So again, there's not a one way to 
approach this, but having data that's part of how you do business can help you think about where you 
need more information and how you can guide your implementation. 
 
And the other part we mentioned already this morning is creating a positive culture for your staff.  And 
not that recognition is the only way to go, but it's one way to help operationalize a positive culture.  And 
like the system for kids, this has to be genuine.  It has to actually work to recognize and reinforce staff 
behavior, which means they have to buy into it, and they have to actually respond to it by increasing or 
improving their own skills.  So a system that actually works in the way it's intended. 
 
The non-examples are kind of the absence of those things.  So we say it's important, but we don't give 
you training, we don't give you time.  We might say we have a recognition system, but oops, we forgot 
to use it since October.  So things, again, can kind of be there in place, but not in function.  So thinking 
through and holding yourself accountable as a school team for whether those things are truly in place. 
 



And I mentioned this morning the alignment integration piece which, frankly, I think we're really bad at 
in general in education.  So we keep kind of piling on, and we forget to tell teachers how to make this all 
fit together.  So if you go back and say, hey, we're going to work on classroom, and it's one more thing 
for folks to work on, it's not going to feel like a huge support or help, it's going to feel like one more 
thing.  So thinking about how to show teachers how to do this, to make their lives easier, because those 
of us who have done this really well, we know what actually does make life easier.  It takes some effort 
to get up and running, if we're not in the habit of doing it.  As we know for any habit, it takes a while to 
get things to become habitual and to become easy.  But once they're easy, it actually does make life 
better.  It saves us time so we can actually teach more. 
 
But we have to help people see that, and help them see the alignment with what they're already doing, 
and how this helps what they're doing, not adds on to what they're doing.  And again, I think part of the 
thing we often do is assume teachers figure it out on their own, and that's not really fair.  We have to 
help them figure that out at the school level, or honestly, if those of you guys are here at the district 
level, that alignment conversation is the easiest at the district level, because the district is often setting 
PD priorities.  So if the district can be on top of alignment, it makes it easier on the schools.  And at least 
at the school level, it makes it easier on the teachers. 
 
So those are the foundation pieces that we want to see in place for classroom systems.  In another state 
somewhere in the Northeast, I'm right now working with this group of folks who have been identified as 
classroom behavior practice coaches.  And they've been hand-picked by the state from schools that are 
implementing with fidelity, and that readiness requirements that we set, that were even above 
implementing with fidelity.  And even among that group, they were, again, hand-picked.  I was told 
these are experts; some of them are BCBA's -- even in that group when we had this conversation, the 
alignment thing scared them, and a lot of the other resources, kind of resources pieces and priority 
pieces that we required as part of readiness, when we actually had a conversation with them, some of 
them were only there in name.  So even, again, when we're doing our best to find people and find 
schools that are doing this really well, we know it's hard.  So when you're seeing these pieces, it's not to 
be discouraged.  It's to think about how can we make small amounts of progress to get the biggest 
change with the smallest effort?  So think about, again, small changes you can make to help just move 
the dial on this. 
 
The pieces that, in some ways, I think are easier to impact are thinking about how we can support 
teachers in their practice.  So if you're at the school-level or district-level, those foundation pieces are 
pretty easy for you to impact.  But for the rest of us, it's probably easier to think about what we can do 
within our daily practice to help support our colleagues.  So in terms of helping staff know what it is 
they're expected to do, we mentioned already having clear expectations, and then providing the training 
they need to be successful.  And some of you guys raised your hand earlier, that you are providing 
training to your staff.  If I had to choose, I would probably go for 15 minutes at staff meetings 
throughout the year versus a full day at the beginning of the year in service, because it seems easier for 
folks to digest skill by skill, practice, get good at it, and come back for more versus get overwhelmed by 
all the things I'm supposed to do at the beginning of the year, and then forget it when I'm actually going 
in to set up my classroom.  So not to say if you have the opportunity for both, I think it's great to do 
both. 
 
In this model in the other state I mentioned, we're asking them to do both.  They have a half-day kickoff 
where they're doing an overview of everything, but then they're following up throughout the year.  So 
again, examples would be, there's an explicit training approach, which doesn't mean talking about the 



importance of something.  It means actually showing what it looks like, giving some guided practice to 
maybe in grade-level teams, or in high schools maybe it's departments, conversations about what it 
looks like in that context, and then practice in that conversation.  And then have folks go back into their 
classrooms, try it, take some data and feed it back.  So the test piece for professional development isn't 
like a paper and pencil test.  It's a go back and check yourself, or go back and get some feedback on how 
you're doing and bring it back. 
 
The last piece is, we know good PD is job-embedded.  So if this doesn't feel relevant to folks, if it's not 
based on your local data, if it's not based on your local need, it again just seems like one more thing.  So 
tying this to your priorities, tying this to data can be a really helpful way to sell this to staff, who might 
not be as excited about one more training. 
 
The non-examples are kind of the absence of that, and frankly, they're a lot of what we do in real life.  
So we often do PD that's kind of focused on talking about theory, or talking about the importance, but 
not giving folks the actual skills to do things differently.  So just as you're planning ways to take content 
back, be thoughtful about the model [INAUDIBLE] test piece showing up in your professional 
development.  Probably most of us think that way when we think about teaching students.  And it's the 
same principles of how we teach adults.  Sometimes we get a little bit thrown off by preferences around 
adult learning.  But the best evidence we have around changing teachers' classroom management is that 
same approach, the model [INAUDIBLE] test with ongoing feedback. 
 
All right, in addition to the training, the next piece we'll talk about is the coaching and performance 
feedback.  And to me, these go very much hand-in-hand.  So I think about coaching as being partially 
that antecedent side of things; so I'm providing reminders.  They could be over email, they could be 
verbally, they could be in person.  So I'm providing reminders up front to remind folks of the critical 
features of a skill, or the goal we've set for achieving a certain rate of a given skill.  Then I'm also there to 
observe, or have them observe themselves, or have peers observe themselves.  We'll talk about this 
being a set of functions, not people.  But we're there to take some data in a variety of ways, and then 
feed the data back so that folks get performance feedback.  They know what they're doing well, and 
where they need to improve. 
 
So I just kind of walked through the range of examples.  And as I talked about, these can be done in a 
variety of ways.  So if you already have a mentoring system set up in your school, that might be one 
place to infuse this.  You all have coaches for PBIS, that might be another way to infuse this.  You might 
have PLCs set up, or naturally occurring teams set up, so you could do some peer-based or team-based 
supports -- that's another way to infuse this.  And in the absence of all of that, you can think about self-
management supports.  And you can also think about different elements happening across those 
different mechanisms.  So there's a table in the systems brief -- I'll show you in just a second. 
 
The non-examples are when you take data, which is great, teachers feel or actually experience that it's 
punitive.  So those data show up to punish them in an evaluation.  So instead of tracking specific praise 
raise, just say, "Hey, you're doing well with this, and here's somewhere I want you to go."  It shows up in 
an evaluation around this teacher as negative, and here's their net radio correctives to negatives -- or 
correctives to positives.  So again, think about the context in which data are used and presented. 
 
Another kind of non-example is that sometimes feedback is hard to deliver.  So in the peer-to-peer 
models, you might not want to give somebody the feedback in the moment or even that day.  The more 



delayed the feedback is, the less likely it is to impact practice.  So just like we would do for students, the 
more quickly we can provide feedback, the more likely it is to change behavior for adults. 
 
So just as I mentioned, we've talked about how these can be done in a variety of ways.  In the systems 
brief -- I know you can't read this -- in the systems brief there is a table that walks through what that 
looks like.  So it talks about if you're using a coach, internal or external coach or a mentor, what that 
would look like, what are some examples and non-examples, and then resources.  If you're using peer-
to-peer supports, whether that's literally dyads or whether it's team-based supports, what that would 
look like, what it wouldn't look like, and where are some resources.  In the self-management supports I'll 
give you an example of in a little bit, that's an area we've done a lot of work, just because we think it's 
the most resource-friendly of the options.  So it might not be the absolute best if you had the option to 
have a coach come into every classroom and give database feedback -- that's probably your absolute 
best.  But most schools can't pull that off.  So self-management, I think, is a really good alternative.  The 
peer-to-peer supports, if you're not in a building that's really healthy, can create some interesting 
dynamics among peers.  So I think those have a lot of potential as well, but you have to kind of be 
thoughtful about what your building dynamics are to know if that's a good fit. 
 
I was talking with a group of coaches that I mentioned from the other state, and we were talking about 
your experience of the culture of the building also might not be other people's experience.  So you want 
to make sure when you're thinking about a school climate that you actually have a sense of what it 
means to be kind of a variety of staff within the building, not just your own personal perspective 
because you're on the PBIS team, you know what's going on.  There could be staff who feel pretty 
disenfranchised, or feel kind of ostracized, that just haven't been heard.  So make sure as you're thinking 
about that climate piece and choosing among options you're getting a good sense from everyone in your 
building. 
 
All right, the last piece is around using data to help support those decisions.  So much like we did for 
students, we're now using data-based framework.  And again, the thing I like about this is, much like we 
did for teachers with kids, we're putting it on the leadership teams to say, have you provided the 
supports to staff you know that need for them to be successful?  So think about, in these questions, the 
foundations should be there before you start to look for practices.  The practices have to be there 
before you know if teachers are benefitting, so you have to provide a training, coaching and feedback 
before you start to identify individual teachers who are struggling.  And I don't know about your 
buildings, but in most buildings, that's not what happens.  In most buildings, the administration is 
reactive to a complaint, or reactive to a spike in data, or reactive to hearing a teacher do something.  So 
it becomes a reactive piece, and this is putting it back on the team to say, no, we've got to do our job 
before we even start to look at who's not doing well, or who needs more support. 
 
So the first question is, do data indicate that everyone's implementing effectively?  And maybe there's a 
magical school where that's true; a hundred percent of the time, a hundred percent of staff are 
implementing with a hundred percent of fidelity.  I've never seen that in real life, but maybe that 
magical unicorn school is where you work, and that's awesome.  Probably the reality is, some of us are 
struggling some of the time.  So if there are staff who are struggling at least some of the time, much like 
we did for students, we're now starting to ask questions about what does that look like?  Are they minor 
struggles?  So it's March -- or now it's actually May -- and we're tired.  And we're starting to see that our 
practices slip, because we're looking for the end of June, and we're ready to be done.  So these are 
minor struggles.  We start to see that maybe our correctives are a little higher than our positives.  So 
that would be a time we could infuse some prompts, we could infuse some reminders.  We could have a 



staff celebration.  So we could think about ways to kind of respond to those minor challenges.  We could 
review and adjust to our universal support for staff.  Maybe, if we're honest, we have at least some of 
our staff who have really significant challenges; either they're struggling to implement any practices and 
so their classroom is in chaos, or they're starting to rely on really reactive and punitive practices to try 
and establish order in their classrooms.  So you don't necessarily see chaos among all the students, but 
it's a really reactive and punitive environment.  Excuse me, I have to cough for a second... 
 
So if you think about that and see that that's most of your staff, what does that tell you?  Yeah, it tells 
you that it's a tier one challenge for staff, right?  That means that what you're providing for all of your 
staff is not sufficient to support most staff in being successful.  And again, remember, my background is 
with kids who are violent.  So in my classrooms, this was true of my staff as well.  So if I had my students 
who are engaged in significant behaviors, staff might say it's a student issue, and we already talked 
through the decision-making tree for that piece.  If I looked around my classrooms and I saw staff that 
were not implementing positive and proactive practices, I couldn't blame the staff, especially if most of 
them were having the struggles.  Who did I have to look to to fix that problem, right?  Not me by myself, 
but the team of folks that was responsible for professional development and support. 
 
So in my school, we actually had a ton of proactive and positive supports for staff from when they were 
hired to the beginning of each school year; we set them up for success.  In my school, actually, most of 
my staff were phenomenal.  So they have longevity.  I left 10, 12 years ago now, and there were 
teachers who were there at least a decade when I was there, and they're still there which, for an 
alternative setting, is amazing.  So it was a phenomenal staff.  In my building, what I had more often, 
where I had a couple of staff who were really struggling.  So when I could look at the data for my staff 
and say, okay, most staff are doing really well, of course we all have bad days, but for the most part, 
we're doing really well most of the time, then I can start to look and say, how do I support those 
individual staff who are really struggling?  So for some of them, they were paired up with a coach or 
mentor.  For some of them, I was maybe the support, and they got intensive supports to be successful.  
But we can start to organize and allocate our resources when we actually have data to drive our 
decisions. 
 
In the systems brief, there's a quick snapshot of data tools that you can use to drive these decisions.  
The hard part about measuring classroom behavior is, our measures are bad.  So you kind of have to 
make a choice when you're figuring out how to assess classroom management, between investing a ton 
of resources into research validated tools -- and there are a couple of them, they're mentioned in our 
brief -- but they're expensive, often, to purchase.  And they're expensive to train staff to use.  So in a 
research study, I might choose to do that, and realize we weren't able to do that, at least in my building.  
So some folks will choose to do that.  Most folks will choose to use more resource-friendly tools, like 
some of the checklists that are up on PBIS.org.  Those are not validated.  I'm just saying that with 
caution; that doesn't mean they're bad.  They might be fantastic and have really good psychometric 
properties, it's just they haven't been tested yet.  So we're in the process in our research group of trying 
to test at least one of them.  But right now, the checklists floating around are not validated.  So use 
them as they're intended, which is to kind of get a snapshot, like a blood pressure check, and to drive 
action-planning.  Do not use scores on those checklists for high-stakes decisions.  So don't put that score 
from a checklist in a teacher's evaluation and justify a decision for some kind of corrective action.  Do 
use the checklists to get a snapshot of classroom management, and to help you plan your professional 
development.  So they're good as action-planning tools.  If I had to design my system -- and I'll show you 
in a second what we did do -- I would probably rely on a hybrid of a checklist that might not be validated 



but is free and cheap and easy, or in addition to that, I would also do some spot checks with direct 
observation. 
 
So in behavior, direct observation is really our gold standard.  So if I wanted to know how a teacher is 
doing with classroom management, I would ask them to either self-assess, or I would go in and do a 
walk-through with a checklist.  But I would also ask them to either collect, or have me collect, rates of 
their skills.  So take 10 minutes -- count your praise statements.  Take 10 minutes -- count opportunities 
to respond.  So I would do a hybrid of checklists, and those direct observation data tools.  And that 
would help me make my best decisions without investing a ton of money and time into one of the 
psychometrically validated tools.  That would be my choice, but again, we've put a variety of options up 
there, so you guys can make, hopefully, your own informed choices that allows you to develop your own 
system of support for your staff. 
 
The other thing I mentioned this morning is to think about how you set up a framework to support 
teachers.  So not assuming that for adults one size fits all when we know it doesn't for kids, we're 
people.  One size does not fit all for us.  So thinking about starting your framework with tier one, but 
then how to intensify supports for teachers who need more.  So in this guide, there's a table -- and 
again, I know you can't read the details, but you're going to download it -- there's a table that I think is 
brilliant.  So Steve Goodman, who's at Michigan is just, again, brilliant.  He talked about when we think 
about intensifying, we're often pretty generic.  So we think about, yeah, tier two should be more than 
tier one.  And for students, we've started to think about exactly what that means, so what are the 
variety of ways we can intensify?  So this table does the same thing for adults.  So when we're talking 
about universal supports, what does that mean in terms of expectations, in terms of intensity of 
intervention?  So it breaks out those different kind of tiers for teachers, and these different elements to 
really think in more detail about how you set up tier one or universal.  How you set up tier two or 
targeted, how you would set up tier three, or intensive or individualized. 
 
So I just wanted to give you a couple of examples of how that can look.  And again, I'm going to draw a 
little bit on the work that we've done that I think is pretty resource-friendly and free, other than you 
might have to buy a golf counter, if you choose to use golf counters.  So self-management is something 
that we've been playing with a lot.  I've mentioned it a few times.  And in the work that we've done, we 
stick very close to a behavioral definition of self-management.  And I try, in most of my presentations, to 
have a Skinner quote, so there's a Skinner quote in the definition.  I didn't have one this morning, 
though.  And so self-management is something we've likely done with our students.  So how many of 
you guys have implemented self-monitoring, self-management plans for kids in your classroom?  They 
might be intensive individualized ones; you can actually do it for all kids in the classroom at the same 
time.  How many of you guys use self-management in your daily life just to operate your own life?  How 
many of us make a to-do list, right?  How many of us add things we've already done back onto our to-do 
list, just so we can check it off? [LAUGHTER]  So self-management can be this really powerful tool.  And 
much like a to-do list, it does not have to be complicated.  So this can be simple, it can be easy.  It can be 
user-friendly. 
 
So in the work we've done, and we've now done this across multiple studies, across multiple age ranges 
of students, so different kind of configurations of teachers.  We've had teachers in General Ed, Special 
Ed.  We've had a couple of music teachers, including folks teaching string instruments.  We've had a 
ceramics teacher, which becomes relevant when you think about pottery and a clicker -- there were 
some challenges there with materials.  But for the most part, we've had teachers in a variety of settings 
do this with a good degree of success.  So the "this" that we're asking them to do for self-management 



is, we've provided brief training on a specific skill.  So in a lot of our studies, we chose specific praise, not 
because it's the end-all, be-all strategy, but just because I mentioned it's a really low-rate skill in many 
classrooms.  So from a research perspective, that makes it a nice skill to track, because we can move it 
really fast.  And it's less dependent on curriculum; opportunities to respond -- some are better than 
others, depending on the curriculum the teacher's using.  So we give them a brief training and a skill.  
And I'll mention in a second where you can find the materials, but they're all online and they're free. 
 
So we have trainings developed for praise, prompts and opportunities to respond.  Once we provided 
that training -- and I said "brief" twice, but what that actually means is, in a one-on-one setting, we got it 
done in about 20 minutes, and that's with opportunities to practice built into the training.  When we did 
it in a larger group setting, it took more like 30 to 35 minutes, because people talk to each other, and 
they asked questions.  So it's the training itself can be pretty quick.  But depending on their group size 
and how open you let questions get, it can take longer. 
 
Then we gave folks a golf counter, and it literally was the one that's pictured there.  I now have silver 
versions of that one, just to be fancy.  And we did a study early on to figure out how teachers would like 
to self-manage or self-monitor, and I thought these would drive people nuts.  Like, I thought it would be 
obnoxious, I thought it would be an extra thing.  So I thought this was going to be in a failed strategy, 
honestly.  And everyone loves it.  So we passed them out in the beginning of our training, and people 
start clicking and playing.  There's something that' just fun about fidgeting with the golf counter, and 
most teachers this day and age wear lanyards.  And so most of our staff just clipped it onto their lanyard, 
and it wasn't even something that they were worried about.  Folks initially were kind of worried that 
kids would notice them.  Kids stopped caring after about the first couple of days.  And if anything, it was 
kind of a fun thing; teachers got their kids engaged in it. 
 
Several years back, I talked about this in a keynote in Vermont, and I met with a school that was excited 
to do this with all of their staff all day long.  And I made the comment that that was a really, really, really 
bad choice, because if you ask people to click all day long, they will want to kill you.  And I recently ran 
into that school, and so this is maybe five, six years later.  And they're still doing it.  So they've actually 
implemented this into their schoolwide system, so they do have teachers keep track of things.  But then 
they use that as part of their recognition system, both for kids and for teachers.  So thank God they 
didn't listen to my advice, because I told them it would be horrible, and it ended up fantastic. 
 
So in our work, we've said 15 minutes max, to avoid the people killing you thing.  But in these schools, 
they've been really excited about getting this strategy embedded throughout the day.  Again, that's not 
the approach we tested. 
 
So we asked folks to, again, focus on their one skill.  We asked them to count it.  So we teach them what 
it looks like, what it doesn't look like.  We give them the counter.  We ask them to count it just for that 
15 minutes.  Then we have an Excel spreadsheet -- and not super fancy -- but an Excel spreadsheet that 
they enter the minutes they tracked.  So if there's a fire drill and it's less than 15, they can adjust their 
graph.  So they enter the minutes they tracked, they enter the date.  And they enter their count.  And 
after that, the Excel spreadsheet calculates their rates and it graphs it for them.  And that spreadsheet 
also is available and free.  So it's not, again, super fancy, but it sets up a feedback mechanism.  And it 
even color-codes it, so if teachers have met their goal, I think it turns the number blue.  And if they 
haven't met their goal, it turns it red so they don't even have to compare the numbers, they can just 
look at the color or look at the graph. 
 



So we've tried to make it as user-friendly as possible, and then we asked teachers to set themselves up 
for success.  So we asked them to self-evaluate whether they've met their goal or not, and identify or 
reinforce a special activity, or some kind of, I don't know, treat that they're going to buy for themselves, 
on days they met their goal.  So they can choose whatever they want, but it has to be something they 
will only give themselves on days they met their goal.  So we have teachers that do an extra TV show, 
they do a nap, they do extra time reading.  They do a special beverage -- whatever.  So then the only 
thing we do, the only thing, is we send weekly reminders to say, "Hey, remember we're working on 
specific praise.  Your goal is" -- whatever.  So we send one reminder a week, and we actually -- I 
mentioned the goal, but we don't have the goal in there, because they're generically-stated email 
reminders.  Those are also up online, and you can copy and paste them into an email, so you don't even 
have to create your own email reminder if you don't want to be creative. 
 
So all of those things are available on Northeast PBIS, so NEPBIS.org.  They're free downloads.  You can 
take, use whatever you want.  If you do use it and you find it successful, or you use it and you think 
there's things that we could do to improve, we'd love to hear from you.  So no strings attached, but it 
would be helpful for us to hear how it's actually going in the field.  We've got schools across lots of 
states now doing this, so it's nice to hear feedback about how things are working in practice when we're 
not directly involved. 
 
The other cool thing is, we've had a couple of studies now where we've done this schoolwide.  And in 
our most recent study, we've had the behavior coaches do the parts we had done.  So the behavior 
coaches provided the training, and I was telling the story in a lot more detail in another talk that they 
were not great.  So I'm not saying that to bash them, but just because it's important in a second.  So they 
literally couldn’t figure out how to turn on PowerPoint.  So we had trainings where, I mean, we're 
talking, like, there were significant challenges with training.  Not just that they weren't the most fluent 
presenters, but, like, baseline skills of presenting.  So I thought we were going to have a field study.  We 
had invested all of these resources for an entire year, and I just thought it had tanked.  And we actually 
got to the end of the study and analyzed the data -- it worked better than when we had done it 
ourselves. 
 
So we have a lot of faith in this -- and again, I did not say that bash them; they're wonderful people, just 
PowerPoint was not their thing.  But it was really helpful for us to see that even in the absence of really 
high-fidelity training, the self-management seems to be powerful enough that it carried the teachers 
through.  And again, there's lots of potential reasons this was the case.  But their training and the fact 
that they were in the building doing it was more effective than when I came in as the trainer.  So it's 
phenomenal to see that, again thank goodness we didn't lose a year, but we also had this great outcome 
of learning about the importance of vocal capacity, which is what we always talk about in PBIS, and it 
played out in these studies as well. 
 
So self-management is just one example.  Those tools are easy, they're free, they're downloadable.  
Another good strategy that we talked about is that coaching and mentoring piece, and there's a lot of 
data supporting this piece.  In some of our work, especially from my students' work, they've tacked 
those things together.  So the coach does not have the time to go in and directly observe, so they've 
actually used the same procedures I just described with the golf counter and the spreadsheet that the 
teacher collects his or her own data, but then they've sent it to the coach or mentor.  And so those data 
have been used to structure meetings that are a little bit more specific, but have not required the coach 
to go in and take the data themselves.  And the cool part about that is, the teachers aren't always 
completely reliable with their data, but the patterns of data they collect tended to be parallel with our 



patterns.  So some teachers consistently over or under-counted, but they were consistent enough that 
we could still make good decisions based on their data as good, if not better, as the decisions we would 
have based on ours.  And we already mentioned peer-to-peer supports can be another option. 
 
So there's lots of ways you can think about building your framework.  Again, not a one size fits all; you 
know your context, so you should make it match your own context.  And I just want us to again kind 
think through -- sorry, I'm jumping ahead of myself -- I want us to think through how that framework 
sets us up for success. 
 
So in the last couple of minutes I want to do a quick rewind, recap of where we've been.  And this is a 
really big room to do Q and A, but if there's pressing questions that you're able to talk loudly enough for 
us to all hear, we might have a minute.  I think more likely than that, I'm going to ask you guys to email 
me.  So again, be ready if you want my email address right away, otherwise it'll be on the handout. 
 
So quick recap: We started off by talking about practices.  So we talked about the foundations and 
practices being the design of the classroom, the routines and the expectations.  We talked about the 
importance of those practices being implemented consistently, and specifically during instruction.  The 
practices we're looking for are opportunities to respond, or having good prompts in active supervision, 
and having good specific strategies for giving positive feedback, so specific praise.  And other others, like 
behavior contracts, [INAUDIBLE], the standard ways we recognize behavior infused into that classroom 
setting, but paired with specific praise. 
 
And then we talked about having data to drive our decision-making about kids' response.  So we went 
through a decision-making tree that helped us think about the importance of starting with practices 
implemented with fidelity before we make decisions about kids' responses.  We spent more time diving 
into the systems pieces, so I asked you guys to think about the extent to which foundations are in place 
to support teachers.  And we talked about the foundations, again, being things like priority, resources, 
and good integration and alignment across the systems' features, and across practices we asked 
teachers to do. 
 
The second thing we asked was for you guys to set teachers up for success; so have good, explicit 
training to give them the skills that they need to be successful, and following that up with good coaching 
and performance feedback.  So training in isolation is not likely to move behavior, but training plus 
coaching and performance feedback is very likely to move behavior.  And I asked you guys to think about 
having those things in place before you start to look at teachers who need more support.  And then 
once we look at that again, kind of using our same decision-making guide to identify where we tweak 
supports.  And all of those resources are available in both the Supporting and Responding to Student 
Behavior document for the practices, and then the systems brief for the systems components. 
 
So with that, we have a couple of minutes, I think literally four left, if there's questions and answers.  I'm 
going to ask folks to be quiet.  If you had a question, shout it, and then I'll repeat it for the group.  I see 
one.   
 
>> [QUESTION, INAUDIBLE] 
 
>> Yeah -- so the question is, who do we see the coaches being in this model?  So in some buildings, it's 
going to be whoever is already tagged as a PBIS coach.  And as you guys know, that might be an 
administrator, it might be a school psych, Special Ed, a teacher who has some release time.  So I 



mentioned we're doing this model in another state.  And in the room for coaches that are identified, I 
have administrators.  I have classroom teachers.  So the teachers who are identified as coaches are 
sitting there thinking, how the heck am I going to do this?  So they're going to invest in models that 
employ self-management.  So they're going to do a lot through self-management, and they're going to 
go back and advocate for a little bit of release time, so that they can kind of take time to look at the data 
and help make decisions about where to go next.  So everyone from a classroom-based professional or 
teacher to counselors, school psych, social worker -- any of the support professions that are in the 
building.  Possibly administrator.  You guys know your context, obviously, better than I do.  In some 
buildings, it would be great to have the administrator, and other buildings that would set up that 
evaluation piece.  So you'd have to be thoughtful about that.  The coaching, again, think about it as 
functions, not people.  So it's also a set of responsibilities that could be shared across folks.  In the 
model I've mentioned, we've asked schools to identify at least two individuals so they can help support 
each other. 
 
Yeah?  Another question? 
 
>> [QUESTION, INAUDIBLE] 
 
>> So in our school -- the question is, what were the proactive and positive approaches we had set up 
for staff?  So the principles were what we talked about.  It was having professional development and 
having coaching.  Because we were bringing people into an environment where they were going to be 
faced with aggression on a daily basis, we intensified that.  So they had about a week of staff training 
before they came, that taught them about how to teach effectively, because we didn't trust that all of 
their pre-service training would be equal.  So it's a crash course in ABA.  It was a crash course in direct 
instruction, a crash course in positive behavioral supports, and also in crisis management, because 
again, our population required that.  But the thing that was better than that was, we actually had a six-
month curriculum developed for our program.  So once they came in, they were assigned a coach, so 
every person had their own individualized coach or mentor who worked with them through this 
curriculum, that had practice-based activities where they got feedback.  So it was incredibly intensive 
supports for them.  There's no way I would imagine most schools being able to pull that off.  But again, 
we had an intensive population, so the intensity of support we provided had to match that for folks to 
be successful. 
 
In a typical school, the trainings that we provided were brief, and those also generated change in 
teacher behavior.  So think about, again, if you're in an intensive setting, your teacher supports and 
student supports have to be more intensive.  In a typical setting, you can get away with doing less, but 
the principles should still be there.  The explicit training, coaching, performance feedback.  Those were 
great questions. 
 


