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2. The curriculum is a critical variable for instructional effectiveness.

3. Effective teaching practices are identified by instructional research

that compares the results of a new practice with the results of a

viable alternative.

4. Experiments should not be conducted using an entire generation of

Americans. The initial experimentation with a new practice should

be small in scale and carefully controlled so that negative outcomes

are minimized.

5. A powerful technology for teaching exists that is not being utilized

in most American schools.
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Standards and Assessments—Assess Thts’

‘ I Bob Dixon,
Executive Dlrector, Association for Direct Instructlon

“ 1 a theoretical sense, we should all be in favor of
sgme form of educational standards, and some
means for assessing the extent to which a giveri set
of standards is achieved. However good standards
and assessments may be in theory, they have been
generally ludicrous in practice. Insane. Inane.
Ridiculous. Farcical.

No, actually they're generally worse than that.
Fraudulent. Duplicitous. Deceitful. Dishonest. No
kidding. Something that’s simply ludicrous could
be considered funny in some sense. There isn’t
anything very funny dbout common standards and
asseéssments around the country.

Somewhere along the line, behavioral objectives
fell out of favor. But by and large, behavioral
objectives were pretty good things tohave around—
especially if someone else had to write them. Clearly,
the odds of any endeavor succeeding are better
when someone knows what the purpose of the
endeavor is. Objectives or goals or standards or
aims are clearly useful—theoretically—but they're
never adequate. That might be part of the reason
that behavioral objectives fell out of favor. People
expected too much from them. “Gee, whiz. We
have a beautiful set of behavioral objectives. Now
let’s sit back and watch student performance mys-
teriously improve as a result.”

Okay. Let’sjust say that “standards” are a lot like

‘behavioral objectives. In the best case, if a set of

standards is really good in some sense, there st111 is
no insurance that those standards will improve
achievement. And if standards are not good? Then

there is a pretty good chance that achievement will*

not only fail to improve, but will deteriorate. There
aren’t many examples of good standards. ‘

Whatmakes a set a standards good? I can think of
four criteria for geod standards.

. 1. The standards must describe outcomes.

2. The outcomes must be something that- 50c1ety
actually cares about.

3. The standards must be as clear and unambxgu-
ous as our language allows.

4. There must be some legitimate way to assess
whether or not standards have been achieved.
' That's all. Doesn’t sound very difficult. ;-
But achieving these criteria is difficult. Start with
number 1. Apparently, lots of folks wouldn't know
an outcome from an outhouse. Going back tobehav-

_ ioral objectives for a moment, we can see that the

problem has been around for quite a while. Does
anyone remember trying to discriminate between
enabling objectives and outcome ob}ectlves"' There
are gray areas, to be sure.

Nonetheless, generally speaking, a standard de-
scribes an butcome if it describes a product of some
sort.  Processes are the ways we use to attempt to
achieve a certain outcome, and the actual outcome is
the product of those processes. If you ask me.

Unfortunately, education is overwhelmed with

people who are “process oriented.” I can't follow -

their argument. They seém to feel that the process is
more important than the product. Excuse me? ‘If you
love phonics for begmmng readmg, you're not go-
ing to claim that using phomcs is more 1mportant
than being able to read.

That most educators these days are in love with
proce,sses should not, technically, influence stan-
dards. But it does. The committees that make up
standards aremade up of educators, primarily. Those
educators have, to a great extent, described their
favored processes in “standards” documents. Not
outcomes. “Students will use a variety of strategies
to figure out what the words in a story means,” Who
cares whether students use a variety of strategies or
not? What we care about is: can they decode words

it running text? If they can.do that by sticking a -

finger in their ear, what do we care, as long as they
can read.

. What about focusing standards on-things society
actually cares apout? Shouldn’t that be easy?- Tt
should be. My guess is that society wants ch1ldren
toapply fundamental knowledge and skill in a vari-
ety of apphcatlons Implicit in this descnp tion is the
assumption that children have some fundamental knowl-

Ereeetive ScHooL PRAcTICEs, 17(4) SerinG, 1999 1

aAldid IHILI WOdd



edge and skill to apply—to ANYTHING. Anything.
Higherlevel thinking. Guiter thinking. Thinking on
both sides of the brain, and right down through the
brain stem—to the extent that is possible.

I have this problem with higher level thinking
and problein solving and creativity. My problem is
that I think these things. exist, but I'm not very
certain about what they are—exactly. Well, I have
two problems. My other problem is that I DON'T
THINKYOU COULD STOP HUMAN BEINGS FROM
SOLVING PROBLEMS AND THINKING HIGH AND
REING CREATIVE IF YOU TRIED. -

. Okay. Maybe you could, if you really, REALLY
tried hard, If you systematically prevented human
beings from acquiring knowledge and skill, that
might do the trick. Deny them the raw materials of
problem solving and.creativity.

;1 got carried away there for a minute. Let’s get
back down to earth. Do the citizens of your state or
province care a lot about whether a grade two stu-
dent can add with a calculator? 1don’t think so. Do
they care about whether a grade three student can
“multiply” simply by counting? Do they care about
whether a grade eight student writes stories well
enough to be a published novelist? Do they care
more about whether a student of any age is having
a love affair with reading as opposed to being able to
read? Do they care whether a student can conducta
science experiment competently as long as he or she
Ias three other kids to help? ' - '

What about writing standards that are clear and
unambiguous? Well, for starters, that can’t be done.

I think standards should be as clear and unambigu-

ous as possible. That's what all the rules about
behavioral objectives were about. Clarity. Lack of
ambiguity. Nonetheless, whenever ten people read
the clearest standard or objective, there is a fair
chance.of getting ten interpretations. One can re-
duce the ambiguity by writing very long, detailed
standards or objectives, but that still won't com-
pletely eliminate the problem.

. The clearest.way to illustrate a standard is to
show the assessment items that will be used to
determine whether or not the standard is achieved.
That is a REAL TRICK for standards that can’t be
assessed. My favorite is, “Lifetime love of reading.”
Let’s see the. state-wide assessment tasks for that
vae. . TR . ‘

. Personally, I don't really care whether students
love reading their entire life or not. No kidding.
What kids love and hate is really none of my busi-
ness. Alllcareaboutis whether kids can read ornot.
* Ifthey can read, then I'm happy. Once they can read,
they can choose to love reading, or just like it as a
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friend, or for all I care, hate it. When did educators
get the idea that it is important for the schools to
dictate life-long loves and likes and dislikes for
children?

I got carried away again. What is the point of
having a standard or objective that can’t be mea-
sured? Yes, I'm sure that makes some people feel
really good, but beyond that, I don't get it.

Apparently, the people (educators) behind state-
wide tests have a very simple way of looking at
things. They think, for instance, “Students take
assessments sometime after standards are estab-
lished, SO standards should be developed before
assessments.” I don’t think so. Standards and the
measures to assess them should be developed simul-
taneously. Doing that would result in better stan-
dards and better assessments both. After all, stan-
dards and the measures to assess them are really just
different manifestations of the same thing. Isn’t that
right? Standards (should) describe tasks. Tasks
should define standards.

For instance, let’s say we had a verbal standard
like this: , '
Students will correctly compute any addition or
subtraction problem consisting of two digits de-
rived from 0 to 9, and will do so at a rate of X
problems per minute. o

Wedon'thave a standard like that in any state I'm
aware of, but let’s just say we did. I'd test this baby
with assessment tasks the fast way. Immediately. In
so doing, I'd discover the ambiguities in the stan-
dard. What form will the problems take? 2+ 4=___,
or a vertical form? Or, either of those, and some-
thing algebraic: 2 + ___ = 4? Will addition and
subtraction problems be mixed together or will they
appear separately? Big question, that one is. Just

-how many problems will appear—how many does it

take to (a) amply sample the range of problems
described in the standard, and (b) accurately deter-
mine rate? Will students choose answers from a
multiple choice list, or will they write them out?

Don’tyou think this approach could help both the
people writing the standards and those developing
the assessment? Obviously, I do.

This isn’t much of a segue, but ... all these perfor-
mance tests around North America and beyond are
pure and utter nonsense. Because they are non-
sense, they are doomed, eventually. The only ques-
tion is, how many children are going to get com-
pletely screwed over in the interim? :

Really. Another name for “performance assess-
ment” is “authentic assessment.” (Somewhere in
the back of my head, I keep hearing the word rel-
evant. Shows my age.) :



“Is it just me, or do you, too, find a problem in
trying to think of a contrived assessment tool'of any
description as being authentic in"any sense of the
word at all? Performance assessment is big in busi-
ness, and well it should be. In business, one can

assess another’s performance on the job. How, ex-

actly, does that transfer to education? It doesn’t.
I've had the extreme displeasure in recent months’
of looking at some of the most “non-authentic” tasks
from state-wide performance tests that anyone could
possibly imagine. For instance, in-one task from one
state, grade thrée students are supposed to siow on
a grid where a watering trough could be placed in'a
cage for a giraffe. That’s potentially a pretty authen-
tic task for all those kids who will grow up to design
zoos. Buthere’s the real catch: thie only way thistask

canbe completed “correctly” (according to the state’s-
scoring guide) is to place the watering trough in a.
place that would allow the giraffes exactly ONE -
FOOT of space between the trough and the wall of .

the cage. : : .
So the real, authentic correct answer is, “there is

nowhere one could place the trough that would-

allow the giraffes to get a drink of water.” That
answer willyield ascore of zero. The state’s (wrong)

answer gives the students a score of two. Because

this test doesn’t have very many tasks, and the tasks
are-all scored from zero to, at the most, three, two
points makes a big difference in the final score. .

+ And just how authentic is it to write out a long
explanation of how oné:completed a mathematics
problem? “Show your work” makes a lot of sense in
various instructional situations, but how-about in

authentic situations? A few years"ago, Thad toreach

back to my backward basic education to figure out

how many packs.of shingles needed to buy for the.

playhouse I was building for my daughter (which
she didn‘t want and hasn't'ever used). I think that

was a genuine, authentic application of mathemat--

ics. But the only thing that counted was the right
answer. The wrong answer would result eitherinnot
havingenough shingles, of having way too many—
at great expense,® ‘¢ L

There is nothing authentic about aﬁy’ of the per-:

formance test items I've seen so-far—hundreds of
items from several state-wide performance tests.
Who really cares about authenticity, anyway?:

- Notme: Do I care about whether or not students
can apply fundamental knowledge and skill in-a
wide variety of ways? Youbet.  That's what gener-
alization and transference are-all abotit. That’s what
Direct Instruction is all about.- Generalization. Trans-
ference. When.we do that well, we have nothing to
worry about. Students become fluent in valued
knowledge and skill, and then leamn to generalize

and transfer that knowledge and skill. They can use:
itlater inlife, in genuinely authentic situations, orin
highly contrived situations. If they’velearned well;
it doesn’t matter. And, moreover, it isn't any of our
business.' We're in the business of giving childrenas
many choices in life as possible. We are not in the
business bf dictating what those choices ought tobe..
. Tthink I ought to close with one concrete example
of a standard and assessment that meet the criterial

“think aré important. After all, it’s cheap and easy to

be a critic. . , _
Here I go. Grade three, the end of the year.
“Students will read five hundred wotds of grade
appropriate text at the rate-of X words/minute and
an error rate of 2% or less.” That’s my standard. (I
don’t know the best rate. I’ll ask a PT friend who
does know. But I do know the rate-would be fast.} .
For my assessinent, I'd probably have students
do this twice! once with a story, and once with-
“textbook-like” materjal. -~ - IR
- Grade appropriate? Yes, that's sticky. I'd just
look at all'the indicators I could find of grade level
appropriateness;, then I'd err in the direction -of
greater difficulty. ' St
Personally, if the reading fluency were really
good; I wouldn’t even worry too much about read-
ing comprehension.: In my narrow view, when flu--.
ency is really good, we're no longer talking about’
READING comprehension; we're talking about lan-
guage comprehension. S
- But I don’t mind giving in to political pressures,
to some extent.. How about asking some:compre-
hension question? For the story, I'd ask about who'
the p'fotag'onist is, what his or her or its problem is,’
attempts to resolve, the antagonist, and the resolu-’
tion. Really original stuff. For the non-fiction piece,’
I'd ask about what the passage was mainly abotit,
and I’d ask for recall of some facts, and for some-
inference. Really original stuff. = -~ - " - 77
And that’s about it, In'a (wrong) sense, this is in
part a “performance” test. The reading fluency test.
would have to beadministered to children individu-
ally. . The children would have to perform: they'd
have to construct their “resporise,” as' opposed to-
choosing it. I guess the test isn’t very authentic; in
that no one checks my fluency when'I réad murder
mysteries on airplanes. But then, I contend that all*
tests are contrived: that’s one of the reasons we call
them fesis. © = - S
‘My fluency test would be expensive and. time-
consurning to adrinister and score—just like state-
wide performance tests. However, my test would be
reliable and ‘valid—unlike state-wide performarcé:
tests, ¢ : Co I T
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My comprehension test would be simple and
cheap. Multiple choice. Performance test experts
would claim that my multiple choice test just as-
sessed rote knowledge. And they’'d be stupid. If
students have never seen the reading passages, then
the test could not possibly be rote. Period. Impossible.
Y'm serious about the really terrible consequences
of performance tests on the lives of children. This
one is too close to home. Ilive in Washington State,
where some clever person decided to make up anew
word—"learnings”—and develop a set of “essential
learnings,” rather than Standards. Then long after
the “learnings” were developed, the State hired a
testing firm—also known as ahouse of ill repute—to
devglop a performance test around the “learnings.”
- This year, my daughter’s school district is using a
new adopted math program called Math Trailblazers.
If you can find a math program with less math in it
than this one, I'll be amazed. Like fat-free potato
chips, this thing is math-free math. Why did the
district adopt it?

~ Last year, a neighboring district adopted the pro-
gram, and their performance test scores in math
went up. Ishould open a side business: how to raise
performance test scores without improving student
achievement-or, even as student achievement de-
teriorates, '

I'll give this to Trailblazers: they are very clever at
creating the impression of kids learning math while
learning no math. I noticed on one worksheet my

_daughter brought home that the kids were doing
multi-digit subtraction with re-grouping. Amazing,
I thought, for a kid who used to know her math facts,
but does no more. When I gave my daughter a new
problem of the same type and asked her to solve it,
she said sure. Then she asked me to get out a bag of
beans. I did that, then watched my second grade
daughter do tons of counting. Tons of it.

I am certain now that my daughter can count, at
the age of eight. Atleastsome skill she learned when
she was three is being kept alive.

I 'asked her if she could do the problem another
way. “Sure,” she said. “Wait a minute while I get
out my ‘200 chart".” Then I watched her count some
more, using the 200 pseudo prompt.

This is criminal. First, the state gets a bunch of
dilettantes together to develop “learnings.” Then
fhey pay a lot of money to some company with no
scruples to develop a “test” void of reliability and
validity, but that at least is expensive to develop, to
administer, and to score. And then, school districts
adopt “instruction” to improve performance on a
worthless test because the stakes are high for not
improving performance on a worthless test.
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And I know for certain that all of this will go away,
sooner or later. I'm saying so right here, in this
printed publication, with a date on it. How soon it
goes away depends upon how quickly the pubhc
begins to realize what'’s gomg on. |
For the sake of “security,” it isn’t easy to get a look
at most of these state-wide performance tests. Un-
happily, that makes it difficult for the public to see
what's going on. What a coincidence. Washington,
for instance, practlcally begged the public to exam-
ine the “learnings.” Of course, the “learnings” are
more orless rhetorically impressive, if largely empty.
The rubber hits the pavement in the performance
test, but the state isn’t bending over backward to
share that with the public. '

In a state I can’t name right now for various reasons,
no citizen is allowed to view the performance test,
but the tests are distributed to the schools two weeks
prior to testing. Anyone at the school can look at the
test (so I've been told) during that time. Anyone
could copy it. Anyone could teach it. The test in that
state is high stakes: the state can take over schools
that perform poorly on the test. Does this smell to
you, or is it just me?

Well, to be fair, a citizen can look at the test, under
security, in the state department’s offices,

Back to my daughter. I must confess that she has
some advantages that might not be readily available
to children of poverty. There is a decent chance that
my wife and I can repair this gigantic blunder our
school district has made. But why should we have to?
And whois going torepair the damage to children of
poverty? Who is going to do that? Who?
Ishouldn’tjust complain. Here’s something specific
you can do if you live in a performance test state.
Sue—as in, file a law suit. No kidding. That will be
a particularly effective approach if you are associ-
ated with a school that hasn’t done well on a perfor-
mance test, and has had “sanctions” of some sort
1mposed

There is no poss1b1hty whatsoever that any of the
performance tests I've seen could hold up in a court
of law, where reality is certain to infringe upon the
opinions and beliefs of educators. No possibility.
The tests simply are neither reliablenor valid. What's
left? The states bend over backward trying to sell
constituents on all the efforts thathavebeen madeto
ensure reliable scoring, but they have neatly avoided
investigating the extent to which the scoring is, in fact,
reliable. Many of the performance test items are
more like IQ items or aptitude testitems. Because 1Q
and aptitude are not supposed to be influenced by
instruction, how can such items measure the effects
of instruction.



I really do hope people will start going to court.
And, I really do hope that when they do, they’ll call
me. [ want to sit in. I'can’t wait to hear someone
from some state department sitting on the stand,
trying to explain items and tasks and scoring to
twelve normal (non-educator) people. HA, HA,
HA. See? I'm laughing already, just thinking about
it. '

Right now, no one from a state department has to
explain to anyone how a giraffe could squeeze be-
tween a wall and a watering trough just one foot

away. Right now, no one from a state department '

has to explain to anyone how a mathematics test

item with no mathematics in it can assess mathemat-
ics. Wouldn't it be just plain fun to see someone—
anyone—from any state department—have to ex
plain these types of things? :

In closing, I'll just reiterate a couple of major points.
First, performance testing will go away. Second,
performance testing is the tail wagging the dog.
And kids suffer for that. You could raise the math
performance test scores in any state by increasing
the time you spend teaching kids to write, while
decreasing the time you spend teaching math. Some-
thing criminal is going on, butitcanbe stopped most
effectively, and the soonest, in courts of law. No
kidding. ' :
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Meaningful Differences—

To the Editor: '

The Winter issue of Effective School Practices presented cogent arguments for teaching children
academics inkindergarten and even preschool. This is contrary to general practices inthe United States
and typical recommendations from State Departments of Education.

In support of the premise that early academic focus in preschool enhances intellectual develop-
ment lies the extensive longitudinal study of early language by Betty Hart and Todd Risley. Their work
is published in a book I recommend everyone interested in education read titled Meaningful Differences
in the Everyday Experiences of Young American Children (1995). They recorded two and a half years or more
of monthly, hour-long observations of parents, mostly mothers, interacting with children from 13
months to 36 months of age. They present sobering evidence to support the link between early language
experience and later intellectual growth in the exhaustive study of 42 families. Their families were from
welfare, working class and professional settings in Lawrence, Kansas.
=  Froman earlier intervention study in the 60’s, Hart & Risley found they could increase the size of
the vocabulary of the children in poverty but they could not accelerate the rate of vocabulary growth

beyond their direct teaching. This led them to the current study of language differences among the three .

~ groups: approximaetly 14 families of upper, middle and lower socio-economic status. Different racial
. groups were distributed among all the groups and found to be a nonsignificant variable in language

. development. It is noteworthy that Hart & Risley found much similarity among the families. They said,

'“Raising children made all the families look alike” (p.53). What was a significant difference among the

_ groups was the amount of language—"how much more some families talked than others” (p. 58). In
" short, the higher the SES level, the more parent utterances per hour and the greater rate of vocabulary
-growth of the child. In fact, the child in the higher SES family consistently got three times more

. experiences with language and interaction than the child in the welfare family.

There were qualitative differences as well. The higher SES families provided more language

‘ i_diversity (defined as the variety in nouns, adverbs and adjectives), more affirmative feedback (with

significantly fewer prohibitions, such as “Don’t,” “Stop,” etc.), symbolic emphasis (past tense verb

~ usage, references to recalling and relating information), gentle guidance (“Can you...?” “Do you...?”) '_
" and responsiveness. - .

The authors conclude, “By the time children are three years bld, even infensive'inte_rverition

_ cannot make up for the differences in the amount of such experience children have received from their

parents” (p. 210). They also maintain that the gap in vocabulary development “seemed to foreshadow

the findings from school research that in high school many children from families in poverty lack the

' vocabulary used in advanced textbooks” (p- 191).

Not only did this quantity of language enjoyed by differeﬁt children litfk to their language

' accomplishments at the age of three, it very strongly predicted their vocabulary growth at the age of

" 9-10 on both the PPVT-R and the TOLD, and vocabulary use as measured by the Reading Comprehen-

. sion score on the Comprehensive Tést of Basic Skills (p. 160). It is interesting to riote that the authors
did not find this strong association between vocabulary growth rate at age threé and children’s 3rd

7 grade scores in academic skill areas: reading, writing, spelling, math or on the OTIS Lennon verbal and
" non-verbal reasoning measures. But the authors found a strong link between the amount of cumulative -
- language experience children had and their school performance (academic achievement) at age9.

What are the implications of this research? From my perspective, weneed to énsure rich language -

" interactions with children of poverty at the very earliest opportunity. The more, the better. If, at very

6

“early ages, children are talked to frequently with rare use of discouraging words and a rich use of

symbolic reference and gentle guidance, they will enjoy a much greater rate of vocabulary growth, and

- probably school success.

Hart & Risley believe their study 's'how‘é that “the problem of skill diffe_x_'é'nceis among child‘rén'af -
the time of school entry is bigger, more intractable, and more important than we had thought” (p. 193). -

_Toine this adds to the importance of an academic focus in preschool and rich language experiences for
" children of poverty starting at age one. ' ; '

Linda Carnine, Ph.D.
Eugene, Oregon
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‘Systems for Change: Increasing Schools”
Capacities to Provide Effective Behavior
Support |

Mack D. Burké,L
Shanna Hagan Burke
University of Oregon

) H"his is the second of two special issues of Effective
School Practices to address discipline and school
safety. In the firstissue (Volume 17, 1998), two basic

© . questions were posed: (a) What does research indi-

cate about intervening with children and youth that
display antisocial behaviors? and (b) What interven-
tionapproaches have beeri demonstrated to be effec-
tive and feasible for implementation in schools?
Consideration of thesé questions leads to a more
systemic concern: What systems and processes must
be in place for schools to provide effective behavior
support to all students, including those who present
the most challenging behaviors? The challengeis to
establish systems that ‘enhance the adoption and
sustained use of effective practices in schools.

This special issue begins with an overview of the
critical features of an approach called Effective Be-
havior Support (EBS). In “Disciplirie and Behavioral
Support: Practices, Pitfalls and Promises,” Sugai

and Horner present criitical,school, community, and
family factors associated with children and youth
wheo display anti-social behaviors. Although schools
have been identified as promising sites for preven-
_ tionand intervention; the authors suggest that many
schools lack the necesgary systems and structures to
manage and sustain their intervention efforts. Such
schools respond to severe and chronic behaviors
reactively with punishment, exclusion, and ulti-
mately expulsion. Sugai and Horner underscore the
need for proactive measures and the adoption of a
systems approach to'discipline to provide a con-
tinuum of support for all students. The EBS ap-
proach focuses on four distinct systems that operate
"in a school: (a) school-wide, (b) non-classroom, {c)
classrooms, and (d) individual students. Sugai and
Horner describe each of the four systems in detail
and provide authentic examples of how each system
has been implemented in schools. To increase the
likelihood of success, the authors suggest that schools

“should agree that (a) a clearly defined problem ex-

ists (b) the EBS effort is one of their top schoal
improvement priorities, and (c) time and resources
must bé allocated to support their efforts. Finally,
the authors describe several process steps to imple-
mentation of the EBS approach. '

The éstablishment of a behavior support teamisa
critical feature of the EBS approach. Todd, Horner,
Sugai, and Sprague describe this team approach in
“BEffective Behavior Support: Strengthening School-
Wide Systems Through a Team-Based Approach.”
They present four different problem behavior pat-
terns that correspond with the systems of EBS ap-
proach (school-wide, non-classroom settings, class-
rooms and individual students). Todd et al. suggest
that a large number of discipline referrals, for varied
offenses, that involve a large numbers of students, is
an indictor that an effective school-wide system of
behavior supportisnotin place. The authors explain
that if a school-wide system is functioning properly,
(a) teachers and administrators embrace and consis-
tently enforce a common set of school rules and (b)
students are able to state the school rules and define
acceptable and unacceptable forms of behavior as-
sociated with those rules. Todd et al. further de-
scribe the teaming approach used in the EBS model
and the results of an elementary school’s four year
implementation, Described is the assessment infor-
mation used to create a school-wide action plan.
Furthermore, activities and outcomes are summa-
rized for each of the four years of the school’s EBS
efforts, Time-lines and logistical considerations of
implementing the approach are explained and office
referral data are used to illustrate the approach’s
impact. The authors conclude with descriptions of
the prerequisite features that should be in place for
behavioral support to be successful in a school.

Lewis and Garrison-Harrell extend the school-
wide system and focus on the non-classroom setting
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system of behavioral support in “Effective Behavior
Support: Designing Setting-Specific Interventions.”
They provide an elementary school case study to
illustrate the effect of the EBS approach on reducing
problem behaviors in cafeteria, playground, and
hallway settings using a multiple-baseline design.
The authors recommend starting with an assess-
ment of current routines and characteristics of the
physical environment. Next, desired behaviors that
should be displayed in the setting and are congruent
with the larger school rules are identified. The au-
thors discuss how teaching and reinforcement strat-
egies were developed and provide sample lesson
plans used to teach expected behaviors for each of
the targeted non-classroom settings.

Lewis-Palmer, Sugai, and Larson explore the util-
ity of making data-based decisions in “Using Data to
Guide Decisions about Program Implementation and
Effectiveness: An Overview and Applied Exainple.”
The authors outline how data might be used to
identify and define problems, evaluate effective-
ness, and make modifications to increase program
efficiency. They explore various types of assess-
ments that could be conducted, different types of
data that could be collected, and types of decisions
that could be made from the assessments and data.
The authors recommend that data be collected on a
formative basis, and that feedback be given to staff
members at regular times. An elementary school
case study is presented to illustrate how varied
types of data were collected and used to (a}) identify
those behaviors that needed to be taught and (b)
determine the types of school-wide interventions
that needed to be implemented. Guidelines for col-
lecting and using school-wide information also are
described. They stress that most schools possess a
wealth of information that can inform decision mak-
ing, but it needs to organized and summarized in a
wvay that is both consumable and useful.

. Scott and Nelson further develop the rationale of
implementing a school-wide plan of behavior sup-
port in “Universal School Discipline Strategies: Fa-
cilitating Positive Learning Environments.” These
authors review traditional school practices and ar-
gue that many of those practices are have no evi-
dence to support their use while more promising
procedures have not been accepted by general edu-
cators or the public. They explain the differences
between universal and targeted interventions and
the students for whom these intervention are most
appropriate. Scott and Nelson recommend setting
up screening procedures to identify students that
are at-risk of early school failure who could benefit
from early intervention services. At the school-wide

@ 4
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level, the authors suggest that discipline plans in-
clude (a) an assessment of ecological variables, (b)
instruction of expected behaviors, (c) active super-
vision and monitoring of students in areas of con-

gestion, and (d) consistent disciplinary responses to

minor problem behaviors across settings. Scott and
Nelsonstate that classroom management procedures
should parallel the school-wide plan while taking
into consideration the organization of the classroom
and the construction of classrcom rules and rou-
tines. They also recommend thatbehavioral support
take place within the context of sound instructional
methods (modeling, guided practice, etc.). The au-
thors conclude by advocating fora full continuum of
services, which might include alternative programs
for students with the greatest learning and behav-
ioral challenges.

The success of the EBS approach is related to the
activeleadership of the school administrators. Colvin
and Sprick discuss the administrator role in “Pro-

‘viding Administrative Leadership for Effective Be-

havior Support: Ten Strategies for Principals.” Based
on a review of the literature and their work in
schools, these authors identify a set of ten guidelines
that principals should display to encourage school
improvement efforts. These guidelines are (a) main-
tain staff development standards, (b) make public
statements of support for EBS efforts, (¢) establish a
leadership team that is representative of the school
staff, (d) support team’s efforts in allocating time
and resources, (e) guide decision making processes,
(f) actively participate in problem-solving sessions,
(g) provide acknowledgments for the efforts of team
members and staff, (h) serve as a liaison with other
school committees and groups, and (i) provide in-
formative feedback on the implementation, Colvin
and Sprick indicate that administrative support is
essential for successful reform efforts as character-
ized by these ten strategies.

Todd, Horner, Sugai, and Colvin describe fea-
tures of the individual student system of EBS in
“Individualizing School-wide Discipline for Students
with Chronic Behaviors: A Team Approach.” In the
second article of this issue, Todd et. al describe a
team based approach used in EBS. In this article, the
approach is expanded to include students who dis-
play chronic problem behaviors. Such students are
typically resistant to universal or school-wide pro-
cedures and require more intensive, individualized
interventions. A two level team-based approach is -
described. The first level is comprised of a teacher
support team that (a) discusses general issues and
problems (b) gives suggestions to the teacher, and
(c) establishes an action team. The second level of



support is characterized by the formation of an
action team that will develop and implement indi-
vidualbehavior supportplans. The authors describe
a process for requesting assistance and problem-
solving. Procedures, protocols, and examples are
provided to illustrate the two level team approach.
In addition to Effective School Practice’s regular
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RESEARCH TO PRACTICE

Discipline and Behavioral Support:

Practices, Pitfalls, and Promlses

George Sugai, Ph.D.

Robert Horner, Ph.D.
College of Education
University of Oregon

- Abstract: Supporting and educating students who exhibit severe problem behavior in our
schools is a formidable task. Fortunately, the instructional and behavioral technologies for assisting
these students in schools exists, and the capacity to construct specially designed programs is present.

Unfortunately, the systems needed to support the efficient and effective selection, implementation,

and sustained use of these technologies are missing in many schools, In this paper a proactive and
systemic approach to discipline and positive behavior support for all students in a school building is
proposed. The context for and the features of this response are described, In addition, a call for

validating this approach is presented.

l ducating the diverse populations of students who
are enrolled in today’s schools is an ever increas-
ing challenge. In fact, more students in tomorrow’s
general education settings willbe culturally diverse,
have English as a second language, be less prepared
to enter school, have a greater range of learning, and
behavioral challenges, and be more different from
than similar to their peers (Knitzer, 1993; Knitzer, et
al., 1990; Stevens & Price, 1992). Rising to the top of
this challenge are children and youth who display
behaviors that contribute to and foster antisocial
lifestyles (Biglan, 1995; Sugai & Horner, 1994; Walker,
Colvin, & Ramsey, 1995) and/or who are given the
label emotional and behavioral disordered (EBD)
(Kauffman, 1997). By presenting behaviors that are
dangerous to other students, teachers, familiéS,. com-
runity members, and themselves, these children
and youth disrupt teaching and learning in schools,
create inhospitable neighborhoods, and upset fam--
ily functioning (Walker et al., 1995). Child and youth
with these antisocial characteristics are prime candi-
dates for later negative outcomes (e.g., teacher and
peer rejection, failure and dropping out of school,
delinquency) (Walker, Kavanagh, Golly, Stiller,
Severson & Feil, 1996) and for other poor adult
outcomes (e.g., unemployment, poor mental health,
criminal behavior lifestyles) (Patterson, Reid, &

The preparakion of this paper twas supported in parl by a grant from the
U. §. Department of Education, Office of Special Education Programs
(Grant #HO29N30003). Opinions expressed do not necessarily reflect
the policy of the U. S. Depariment of Education dnd no' official

_ endorsement should be inferved. Comments, questions, requests for

reprints, or other correspondences should be addressed to, the first
author, Behavioral Research and Teaching, College of Educatmn
Hniversity of Oregon, Eugene, Oregon 97403-5262.
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Dishion, 1992; Walker, 1993; Zigler, Taussig, & Black,
1992}. Fortunately, we have research that helps us
understand the nature of this challenge and identify
the features of a possible effective and efficient re-
sponse.

The purpose of this paper is to propose that edu-
cators, families, and community agents adopt a sys-
tems approach to discipline in schools for all chil-
dren and youth, but especially for those students
with orat-risk of antisocial lifestyles. To address this
purpose, the context or conditions which foster or
contribute to antisocial behavior are discussed and
the features and requirements of a proactive sys-
tems approach to school-wide discipline and posi-
tive behavior support are proposed.

The purpose of this paper is to propose
thateducators, families, and community
agents adopt a systems approach to
discipline in schools for all children and
youth, but especially for those students -
with or at-risk of antisocial lifestyles. -

Context .

The acquisition of antisocial behavior does not
occur in a vacuum. In fact, a number of family/
home, community, and school factors are associated
with the likelihood that problematic behaviors are
acquired by children and youth and contribute to
the development of antisocial lifestyles (see Figure
1). For example, over two decades of research on



Figure 1. Sﬁrﬁma;y of factors associated with the
development of antisocial lifestyles,

 HOME
(e.g., Patterson, Reid, & Dishion, 1992)
+ inconsistent management
v punitive management
¥ lack of monitoring

COMMUNITY
(e.g., Biglan, 1995)
v antisocial network of peers
V lack of prosocial engagements

. SCHOOL
(e.g., Mayer, 1995)

v punitive disciplinary approach
v lack of clarity about rules, expecta-
tions, & consequences
+ lack of staff support
v failure to consider and accommodate
individual differences
v academic failure

families of children with antisocial behavior indi-
cates that antisocial behavior is more likely when
parents utilize inconsistent disciplinary practices,
use strong aversive consequences to manage prob-
lem behavior, fail to have regular prosocial engage-
ments with their children, and do not monitor the
whereabouts and activities of their children {e.g.,
Biglan, 1995; Dumas, 1986; Patterson, 1982; Patterson
et al., 1992).
_ Within the community context, the development
of antisocial lifestyles increases when these children
and_youth become involved in antisocial peer net-
works, substance abuse, deviant sexual behavior,
and negative community engagements (e.g., Biglan,
1995; Walker et al., 1995). Clearly, when youth asso-
ciate with students who exhibit problem behaviors
and become involved in antisocial activities in the
community, they are morelikely themselves to de-
velop similar antisocial lifestyles and to experience
more tiouble in the community. o
A number of school factors also contribute to the
development of problem behaviors in children and
youth: (a) ineffective instruction that results in aca-
demic failure; (b) inconsistent and punitive manage-
ment practices; (c) lack of opportunity to learn and
practice prosocial interpersonal and self-manage-

ment skills; (d) unclear rules and expectations re-

garding appropriate behavior; (e) failure to enforce
rules; and (f) failure to individualize instruction to
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accommodate individual differences (e.g., Colvin,
Kameenui, & Sugai, 1993; Mayer, 1995).-

Unfortunately, many schools and school
systems are not equipped to meet and
respond to the needs of students who
are at-risk of antisocial lifestyles or who
already are immersed in such lifestyles.

In combination, these school, family, and com-
munity factors pose aformidable challenge toagents
whose objective is to mount a comprehensive, effec-
tive, and efficient response to preventing and re-
sponding to problem behavior. Schools, however,
have been identified as an ideal place to organize an
effort against the increasing problem of children
and youth who display antisocial behavior (Mayer,
1995; Sugai & Horner, 1994; Walker et al, 1995;
Walker et al., 1996). Schools, for example, provide
predictable schedules of events and activities, so-
cially appropriate adult and student role models,
and personalized support around many health, so-
cial, and family needs. These predictable school
structures may represent the only supporting social
networks available in the lives of many at-risk and
behaviorally challenged students. In -particular,
schools provide a disciplined and predictable envi-
ronment whereincreased opportunities for academic |
and social success are possible. o

Unfortunately, many schools and school systems
are not equipped to meet and respond to the needs
of students who are at-risk of antisocial lifestyles or
who already are immersed in such lifestyles. These
schools are characterized as having high rates of
school leaving (e.g., dropping out, aging out), sus-
pension and expulsion, punitive consequences, and
segregated alternative placements (Borthwick-Duffy,
Eyman, & White, 1987; Hill, Lakin, & Bruninks,
1984; Patierson et al., 1992; Sheerenberger, 1990;
Walker et al., 1995). Teachers in these schools report
that they are ill-equipped to support at-risk students
and hindered from delivering quality instruction
when these students are in their classrooms
(Bannerman, 1987; Tausig, 1985). It is no surptrise
that the single most common technical assistance
request from teachers is for help in “managing prob-
lem behaviors” (Horner, Diemer, & Brazeau, 1992;
Reichle, 1990). The most common responses to at-
risk students are punishment and exclusion (Lipsey,
1991; Tolan & Guerra, 1994). Unfortunately, puni-
tive management systems have proven ineffective.



tJetention, suspension, reprimands, fines, and extra
tasks simply are not effective strategies for reducing
problem behavior, and, in fact, increases in problem
behaviors are more likely to be seen (Mayer, 1995).

Fortunately, we have a body of evidence that
enables us to identify strategies that are effective in
preventing and reducing problem behavior (e.g.,

" Kerr & Nelson, 1998; Lipsey, 1991; Morgan & Jenson,

1988; Peacock Hill Working Group, 1991; Sugali,
1998; Sugai & Horner, 1994; Sugai & Lewis, 1996;
Tolan & Guerra, 1994; Walker et al., 1995; Walker et
al., 1996; Wolery, Bailey, & Sugai, 1988), These strat-
egies include specific procedures for working with
individual students:

v Functional assessment technologies

v Social skills and self-management instruction

"/ Instructional and curricular modifications and re-
structuring

V' Collaboration with parents, teachers, administra-
tors, and community agents '

¥ Placement in prosocial, integrated and inclusive
settings.

They also include structural strategies for organiz-

ing school environments: (a) discipline policies, (b}

staffing patterns, (c) team-based planning and prob-

lem solving structure, and (d) information manage-

ment,

We propose that the real challenge is not identify-
ing and developing new strategies, but delivering
and maintaining these strategies in schools (Colvin,
Kameenui, & Sugai, 1993; Sins & Ponti, 1990; Sugai
& Horner, 1994; Walker et al.,, 1996). Although the
motivation exists to adoptthese preferred, best prac-
tices, a number of factors appear to inhibit their
rystematic and sustained adoption, and need to be
validated. First, the frequency and intensity of the
problem behaviors seen in today’s schools are in-
creasing. Second, educators are being asked to do
more with less and to teach more students who are
not prepared to learn and / or who display behaviors
that are highly disruptive to the teaching/ learning
process. Third, educators are “coerced” into the
overuse of punitive interventions and crisis man-
agemeént strategies becausé they need relief from
behaviors that are dangerous and severely disrup-
tive, Fourth, school staff lack the specialized behav-
ioral competence needed to respond to the severe
and intense problem behavior displayed by some
students, and alternative placements or services for
the students with the most intense EBD are more
difficult to obtain and provide. Finally, a realistic
mechanism for developing, presenting, and. main-
taining staff developmenthas notbeen implemented.
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If the goal is to reduce the incidence and preva-
lence of antisocial behavior through the sustained
use of effective practices (Biglan, 1995; Walker etal,,
1996), simple adoption of a collection of universal
disciplinary practices will be insufficient and inef-
fective. Universal group interventions that empha-
size a show-and-tell model of teaching school-wide
expectations can be effective for a large number of
children (e.g., 80-90% of school enrollment) (Colvin
et al, 1993; Colvin, Sugai, Good, & Lee, 1997;
Langland, Lewis-Palmer, & Sugai, 1998; Lewis,
Colvin, & Sugai, 1998; Lewis, Sugai, & Colvin, in
press; Taylor-Greene et al. 1997). For example, sim-
ply telling the rule and presenting a few examples is
usually all that is needed to teach most students the
rule for making transitions between classes or les-
sons, a strategy for obtaining adult attention, or an
alternative for getting help on a difficult task. These
children respond because they enter the school and
classroom experience with learning histories that
enable them to benefit from general teaching and
management strategies. However, students who are
at-risk of developing antisocial lifestyles or who
already are immersed in patterns of antisocial be-
havior will not benefit with these universal group
interventions alone because of the family, school,
and community factors mentioned previously. In
addition, these students will require specially de-
signed and individualized interventions that are
maintained by a comprehensive and positive school-
wide system of behavior support. We propose a
continuum of positive behavior supports that illus-
trates this relationship between problem type and
intensity of behavior support (see Figure 2).

Figure2. Continum of Effective Behavior Support.
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A Proactive Systems Approach to

' ' Discipline in Schools

Traditionally, discipline is characterized by reac-
tive strategies designed to reduce or eliminate the
future occurrence of problem behavior. School con-
duict codes and discipline handbooks tend to be
explicit about unacceptable student conduct, espe-
cially with respect to prohibited actions, for ex-
ample, no smoking, no weapons, no gum chewing, no
illegal substances. The expectations for specific set-
tings {e.g., lunchroom, bathrooms, hallways} and
activities (e.g., riding the bus, assemblies) tend to be
similar, for example, no running in the hallways, no
standing on the bus. To support and enforce these
discipline policies and to inhibit displays of these
unacceptable behaviors, graduated sanctions that
increase in aversiveness and intensity (e.g., from
verbal reprimands to corporal punishment, from
trips to the office to in-school and out of school
suspensions, from apologies to restitution) are de-
veloped and enacted.

Unfortunately, students who are at-risk
of developing antisocial lifestyles or who
already have acquired a sophisticated
history of antisocial behavior are the
least likely to benefit from punitive
approaches to school discipline, and,
as a result, are the most likely to be
excluded from classroom and school
‘contexts.

Fortunately, this traditional and universal ap-
proach to discipline is sufficient to inform and guide
the conduct of most students in a school building or
classroom (Colvin et al., 1993; Langland et. al., 1998;
Lewis et. al,, in press; Lewis et. al., 1998; Taylor-
Greene et al. 1997). As described previously, these
students respond quickly and favorably to simple

rule statements and to negatively stated rules and

the “threat” of aversive sanctions because they have
the benefit of learning histories that consist of firmly
acquired socially acceptable behaviors and access to
prosocial support systems. Unfortunately, students
who are at-risk of developing antisocial lifestyles or
who already have acquired a sophisticated history
of antisocial behavior are the least likely to benefit
from punitive approaches to school discipline, and,
as a result, are the most likely to be excluded from
classroom and school contexts (Mayer, 1995). In fact,

these students are more likely to respond negatively
to rule- and sanctioned-based disciplinary systems.

'Evidence suggests that students with significant

behavioral challenges are more likely to respond to
punishmmient with increases in the very behaviors that
were targeted to be decreased, and that “get tough”
approaches exacerbate rather thanimprove the school
environment (Noguera, 1995). Mayer and Sulzer-
Azaroff (1991) observed that punishing problem
behaviors without a school-wide system of support
is associated with increased occurrences of aggres-
sion, vandalism, truancy, tardiness, and dropping
out. To confound the problem further, introspective
counseling and psychotherapeutic treatments are
provided to these students. Interestingly, a compel-
ling body of literature indicates that punishment,
counseling, and psychotherapy are the least effec-
tive responses to reduce antisocial and violent be-
havior in school (Gottfredson, 1997; Kazdin, 1995;
Lipsey, 1991, 1992; Lipsey & Wilson, 1993; Tolan &
Guerra, 1994).

Given these circumstances and
challenges associated with educating
students with severe behavioral
challenges, effective behavioral support
(i.e., discipline) must be developed that
proactively (positive and preventive)
applies a systems level approach to
discipline for all students in today’s
schools, supports educators who must
teach and work in today's classrooms
and schools, and adopts and sustains
effective and efficient practices.

Given these circumstances and challenges associ-
ated with educating students with severe behav-
ioral challenges, effective behavioral support (i.e.,
discipline) mustbe developed that proactively (posi-
tive and preventive) applies a systems level ap-
proach todiscipline for all studentsin today’s schools,
supports educators who must teach and work in
today's classrooms and schools, and adopts and
sustains effective and efficient practices. Fortu-
nately, the same body of literature that indicates
ineffective strategies also acknowledges effective
approaches to proactive school-wide discipline and
management of at-risk and antisocial behavior of
students: social skills instruction, academic/cur-
ricular restructuring, behaviorally based interven-
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tions, early screening and identification of antisocial

behavior patterns, and proactive school-wide disci-_

plinesystems (Biglan, 1995; Gottfredson, 1997; Colvin
et.al., 1993; Lipsey, 1991,1992; Mayer, 1995; Sugai &

Horner, 1994; Tolan & Guerra, 1994; Walker et al.;.

1995; Walker et al., 1996)

VWe suggesz‘ that an effective response
.to the rise in problem behavior in our
schools requires a shift fromconven tional

"discipline approaches to an mtegrated :

7 Iser of beha vioral systems

Clearly, approaches to discipline must be com-

prehenswe Families must have opportumt1es to
acquire and become fluent in effective parentmg
and behavior management skills and receive sup-
porf, especially when their children are young
(B1glan, 1995; Patterson et al., 1992). In addmon,
commumtles must learn to coordinate and make
available a vast array of services (e.g., mental health,
]uvemle justice, health care), increase opportunities
for childrén and youth to develop more prosocial

peer networks, and improve the social and commu-

nity engagements that these children experience. In
this paper, we focus on the features of proactwe
school-wide dxsc:lphne systems, and we prov1de il-
lustrations of these features. For this: purpose, school

d1sc1plme is defined as a system of proactivé behav-

joral supports des1gned to increase educators’ ca-
pacity to minimize antisocial behavior and educate
all children and youth. This type of definition is
useful bécause systems, successful student Iearmng,
preventlon and proactive plannmg_ are emphasized.

Systems Approach

Wesuggest that an effective response to the risein

problem behavior in our schools requlres a shift
from conventional discipline approaches to an inte-
grateéd set of behavioral systems (Colvin et: al., 1993;

Gresham et al, in press; Sugai & Horrier, 1994).°

Historically schools have organized efforts to man-

age antisocial behavior around discipline pol1c1es'

that clefmed transgressmns and specified unpleas-
ant consequences for those transg:essmns ‘More
recently schools have been presented with a vast
array of packaged interventions (e.g., Fournidations,
Assertive Discipline, Discipline with Dlgmty, Pos1-

tive D:sc1pl1ne, Positive Discipline), but a major gap

- is that schools seldom implement an integrated set

of behavxoral systems that enable these umversal'
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interventions to be sustained for more than two.to
three. years and to meet the real challenges posed by
problem behavior. ‘

We propose a key. message that tradltlonal d1sc;-..
plme policies or a patchwork of discipline programs
isnot. hkely to be effective or sustainable. The alter-
native is to suggest that most elementary and middle
(junior-high) schools do not a face a single school-
wide discipline system. Instead, they should con-
sider four distinct integrated discipline systems that
stem from different sources, are maintained by dif-
ferent functions, and require. different responses
from schopls. A school that operates successfully in
the 21st Century will need an integrated approach
that directly and: systematically considers proce-
dures that are associated with four systems (de-
picted in Figure 3): (a) School-wide procedures for-
all students, students, and settings; (b) Specific-
setting procedures for all students and staff for
specific school settings (e.g., cafeteria, hallways,
playground, bus); (c) Classroom procedures for spe-
cific teachers.and their students during in struc-
tured instructionally-focused contexts; and (d) Indi-
vidual-student procedures for the 1-7% of students
who typically are associated with 50% of the behav-
ioral incidents (e.g., office referrals) experienced in
a school building (e.g., Taylor-Greene et al., 1997).
More detailed descriptions of these four interrelated
systems, and the features needed to implement them
are provided below, : -

Figure 3, Four JSystems of Positive Behavi.o_r. _
- Support..

+ School-Wide
Individual Student

Classroom - - - Non:Classroom |




School-wide support system. School-wide sup-
port systems consist of those structures and proce-
dures that involve and affect all students, all set-
tings, and all staff. The most important element of
the school-wide support system is a building-wide
team that oversees all development, implementa-
tion, modification, and evaluation activities (see
“team-based” approach described below) (Colvin
et. al., 1993; Curtis & Stollar, 1997; Knoff & Curtis,
1996; Sugai & Horner, 1994; Taylor-Greene et al,,
1997). These activities include ensuring thatexpecta-
tions for student behavior are defined clearly, disci-
pline procedures are implemented consistently by
staff and administration, appropriate student be-
havior is taught to all students (and staff), informa-
tion about student behavior is monitored and given
back to staff members on a regular basis, clear con-
sequences for problem behaviors are defined and

provided, positive behaviors are acknowledged

positively and publicly, rapid responses are in place
to address dangerous situations, and teachers have
clear options that allow instruction to continue in
their classrooms. For example, a middle school was
experiencing high rates of office referrals for prob-
lem behavior (>2600 office referrals for an enroll-
ment of 530 students in 1994-1995) (Taylor-Green, et
al., 1997). A behavior support team was established
to design a school-wide set of expectations (e.g., be
there, be ready; be responsible; be respectful; be safe),
lesson plans and procedures for teaching these ex-
pectations to all students during the first week of
school, and procedures for acknowledging students
who demonstrated these expectations. The team
also designed procedures for training and monitor-
ing all building staff, and evaluated the effective-
ness of the procedures. Implementation efforts in-
volved all students and all staff, and were managed
by the building behavior support team. The result
was a 45% reduction in office referrals during the
following year.

Specific-setting support systems. Procedures and
structures for specific-setting support systems ad-
dress unique non-instructional contexts which in-
volve all students and all staff, for example, lunch-
rooms, assemblies, restrooms, buses, hallways. Like
school-wide support systemns, specific-setting sup-
portsystems have team-based mechanisms for moni-
toring and identifying specific settings that are or
have the potential of becoming problematic, ensur-
ing that school-wide rules and procedures are ap-
plied, by training students and staff on specific
setting procedures and expectations, monitoring the
effectiveness of specific-setting procedures, and pro-
viding feedback to all staff (Colvin, Sugai, &

Kameenui, 1994; Smith & Sugai, 1998). Forexample,
an elementary school determined that significant
problem behaviors were occurring when students
entered and exited the school building and during
hallway transition periods (Colvin, Sugai, Good, &
Lee, 1996). The building discipline team worked
with all staff members on strategies to teach and
remind all students of the expected behaviors for
making successful transitions in the hallways of the
school, Teachers also were reminded to monitor
their students’ behaviors actively and regularly. Fi-
nally, staff assigned to hallway duty were instructed
tointeract actively and positively with students and
to acknowledge those students who moved appro-
priately through the hallways. - -~~~ > =
Classroom support system. Although the man-
agement of classrooms is the responsibility of indi-
vidual classroom teachers, events in classrooms af--
fect how students learn and teachers teach and how
subsequent activities within and outside the class-
room progress (Colvin & Lazar, 1997; Kameenui &
Darch, 1997; Paine et al., 1983). Classroom support
systems parallel the features and procedures of the
school-wide system, for example, establishing and
teaching classroom expectations, striictures, and,
routines. However, attention also is directed toward
providing teachers with regular opportunities for
outside assistance (e.g., observation, instruction),
adopting and adapting instruction and curriculum,
and managing students who display challenging
academic and social problembehavior, For example,
two classroom teachers at a middle school devel-
oped a social skills lesson to improve general class-
room behaviors (Langland et al., 1998). The teachers
established procedures for teaching students and
staff about classroom expectations and routines (“re-
spect”) and acknowledging displays of these behav-
jors. A decrease in the overall level of problem.
behavior was observed across both classrooms.
Individual student support system. Individual
student support systems must provide teachers with
immaediate, relevant, effective, and efficientresponses
to those students who present the most significant
behavioral challenges in their classrooms and schools.
This system requires that discipline systems have(a),
behavioral expertise that is located within the build-
ing; (b} a team-based approach in which all staff,
members who have regular contact with an indi-
vidual student participate in the planning, develop-
ment, implementation, and evaluation of individual
behavior support plans; {c) access and use of effec-
tive behavioral interventions (e.g., functional as-
sessment, social skills instructional strategies, in-
structional and curricular restructuring; positive
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behavior support planning); (d) involvement of fam-
ily and community resources; () progress monitor-
ing and evaluation procedures; and (f) methods for
sustaining high fidelity implementation. For ex-
ample, a seventh grade student was identified as
having significant problem behavior (e.g., physical
and verbal aggression, destruction of property, aca-
demic deficiencies) (Todd etal., in press). The school-
wide behavior support team initiated the develop-
ment of an “action team” that included all teachers
who had direct contact with the student (Todd,
Horner, Sugai, & Colvin, 1998). This working team
met within 48 hours of the teacher’s request for
assistance, developed a plan for the next day to
dectease the likelihood that severe problem behav-
ior would occur, and conducted a functional assess-
ment and developed a comprehensive, individual-
ized behavior support plan (e.g., crisis procedures,
prevention procedures, teaching procedures, con-
tinuum of consequences for rule following and vio-
lation behaviors).

We suggest that the successful functioning of any
one of these four support systems is dependent
upon the effective and efficient functioning of all
four systems. For example, a school’s ability to re-
spond systemically, effectively, and efficiently to
individual student challenges is affected directly by
the integrity of the school-wide support system and
the operation of specific-setting support systems.
Similarly, social and academic success in classrooms
is influenced directly by individual student behav-
ior and the foundation created by the school-wide
support system.

Implementing Effective Behavior Support
Systems

The four behavior support systems described
above incorporate well validated features of effec-
tive discipline (c.f., Charles, 1995; Colvin et. al.,
1994; Kameenui, Colvin, & Sugai, 1993;Sprick, Sprick,
& Garrison, 1992; Wolery et. al., 1988). What is
different today is recognition that schools are com-
plex environments that will not be easily influenced
by subtle, isolated efforts. Efforts to implementindi-
vidual elements will not be effective. Substantive
change in antisocial behavior requires a level of
effort that matches the level of the problem. The four
integrated systems of effective behavioral support
provide one possible structure for making that ef-
fort.

Admittedly, much more research is needed to

support the effectiveness and efficiency of the over-
“all effective behavior supportapproachand the com-
ponents that make up the process and procedures.
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However, as a promising practice, we suggest that .
schools consider the following features that charac- /
terize the effective behavmr support systems ap
proach.

If the goal of developing, implementing,
and monitoring a positive behavior
support system is not one of the top
three school improvement goals,
material, time, and staff resources will
be difficult to bring together and
maneuver effectively and efficiently.

Priority. Establishing or restructuring preactive
discipline or behavior support systems in the con-
text of school reform efforts, curricular adoptions,
challenging child/family /community conditions,
and budgetary reductions is extremely difficult. To
be effective and efficient, school building staff must
be prepared and have the capacity to engage in a
sustained and focused effort. If the goal of develop-
ing, implementing, and monitoring a positive be-

. havior support system is not one of the top three

school improvement goals, material, time, and staff
resources will be difficult to bring together and
maneuver effectively and efficiently. For example,
positive school-wide discipline and behavior sup-
port cannot be presented and maintained througha
one-day staff development/inservice workshop or
the distribution of a revised discipline handbook on
the first day of school. In our efforts, successful
schools have committed to and used 1-3 years in
their efforts to create or restructure their school-
wide discipline systems (Taylor et al., 1997).
Collaboration. An individual teacher typically
does not have the capacity to provide the behavior
supportnecessary to have a meaningful effect on the
academic and social behavior success of individual
students with significant problem behavior patterns.
Similarly, the development, implementation, and/
or maintenance of school-wide discipline systems is
impossible for anindividual administrator or teacher.
A team-based approach is required (Horner & Sugai,
1994; Kameenui et. al., 1993). A behavior support
team (e.g., discipline, behavior, or school climate
committee) should be established that is comprised
of an administrator (or someone with administra-
tive authority), grade level teacher representatives,
and support staff (e.g., special educator, counselor,
teaching assistants). The roles and functions of this



!

committee can vary but its primary purpose is to
oversee the development, implementation, and
monitoring of school-wide discipline efforts, includ-
ing professional development and dissemination
efforts.

An individual teacher typically does not
have the capacity to provide the behavior
supportnecessarytohavea meaningful
effect on the academic and social
behavior success of individual students
with significant problem behavior
patterns. Similarly, the development,
implementation, and/or maintenance of
school-wide discipline systems is
impossible foran individual administrator
or teacher. '

Administrative leadership. One of the most im-
portant elements in the development and imple-
mentation of a proactive systems approach to be-
havior support is administrative leadership. Al-
though a team of teachers can accomplish many
tasks, someone must have the capacity to make
important decisions related to funding, schedules,
personnel roles and functions, resource allocation,
etc. These kinds of decisions usually rest with the
building administrator (i.e., Principal or Assistant
Principal). This administrator must be involved ac-
tively, have regular attendance, openly acknowl-
edge staff member contributions, and make deci-
sions that support the high priority of the behavior
support effort (Colvin & Sprick, 1996).

Agreement and need. The development and sus-
tained implementation of any systemic effort to ad-
dress problem behavior in schools requires that all
staff members identify that the need or problem
exists and that a long-term comprehensive effort is
required to mount an effective response to the prob-

_lem. Making the need clear to staff may take time.

Data about the nature of the problem (e.g., office
referral rates and types, incidence of critical events)
and information about individual responsibility to
the problem may need to be presented. Although
100% staff agreement would be ideal, obtaining

acknowledgment of the existence of the problem

and a commitment to participate in a sustained
effort from 80% or more of the staff is realistic and

possible. Any less inhibits the problem solving and

decision making process.

Policy. To reinforce the importance of the
proactive systems approach to school’ discipline,
decisions, procedures, and structures must be con-
verted into policy to guide the actions of students,
staff members, parents, and visitors. Usually policy
is documented in discipline or conduct code hand-
books; however, these books overemphasize whatis
prohibited (e.g., no smoking), what the consequences
are for rule violations (e.g., one day in-school suspen-
sion for first violation, two day out-school suspension for
second and third violation), and what the procedures
are for specific contexts .or routines (e.g., buying
lunch ticket, maintaining lockers, handling medication).
Little information is provided about prosocial be-
havioral expectations (e.g., coming to class prepared
and ready to learn, proactively problem solving or man-
aging conflicts), routines and techniques for teaching
social skills, or consequences for engaging in
prosocial behavior in classrooms and at school.

Behavioral competence. Anindividualor, prefer-
ably, a collective of persons withina school building
must have the behavioral capacity to functionally
assess situations, build proactive behavior support
plans, develop social skill lesson plans, collect and
interpret behavioral data, establish and implement
crisis intervention strategies, train others, etc. This
competence mustbe established and availablein the
building because the support must be trustworthy,

- readily accessible, and immediately usable (Carnine,

1995). Many school districts provide behavior con-
sultants who provide one to six hours per week per
building. This limited assistance is insufficient to
meet the hourly/daily comprehensive behavior sup-
port needs of a school building. A special educator,
counselor, general educator, or administrator who
resides in a building and has been trained in behav-
ioral technologies (Carr et al., 1993; Sugai & Tindal,
1993; Wolery et. al., 1988) makes an ideal candidate
for this role.

Proactivity. Successful school-wide behavior sup-
port systems create a balance between reactive and
proactive (i.e., positive & preventive) structures and |
procedures. Unfortunately, the need to respond to
the individual student who significantly disrupts
the learning process or endangers peersis extremely
coercive. Events that cannot be ignored require an
immediate response, many individuals, extended .
amounts of time, and large amounts of resources
that are focused on one student. When the problem
is eventually removed or de-escalated, albeit tempo-
rarily, we return to the teaching job, exhausted and
discouraged. Although preventative, proactive re-
sponses represent the best solution, the impact of
prevention responses are delayed, small in the short
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term, and seemingly unrelated to the student’s prob-
lem-behavior. However, school climate, classroom
mood;. staff -attitudes, and student safety are en-
hanced when a proactive approach is emphasized
during, forexample, (a)-50cial skills instruction, (b)
academic success,(c) individualized programming,
(d) prosocial peer and adult engagements, (e) posi-
tive student acknowledgments, (f) challenging cur-

ticulum, and (g) school home, and commumty col-
laborations..

Integra twn. The development of effective behav-
ior support systems must occur within the context of
the academicand socialization mission of the school
building and the classroom. That is, the-implemen-
tation of a proactive approach to discipline should
be mtegrated seamlessly with the design and pre-
sentation-of effective academic instruction. If inte-
gration is not achieved, the impact will be lessened,
. resources will be used inefficiently, and interest in
sustaining an effort will be diminished. In addition,
many problem behaviors (e.g., escape/avoidance)
can be traced directly to poor management of in-
struction (i.e., design of instruction and curriculum)
(Kameeuni & Darch, 1995). Proactive school-wide
discipline or behavior support must be integrated
into the .other routines and activities of the class-
129m and school building.

I,

-The challenge to meeting the behavior

supportneeds of all staff and students is
not the identification of effective
strategies. The real challenge is
developmg and' maintaining “host
enwronments” that can support the
adopnon and sustadinment of these
effective pracnces

.Resources. When efforts to build or restructure
behavior. support systems are initiated, a familiar
comment is.that time, personnel, materials, equip-
inent, etc. are insufficient. Building behavior sup-
port or discipline teams must consider the efficient
and-effective use of resources as a high priority
concern. Interestingly, when building staff consider
the amount of resourtes they expend in reacting to
crisis situations and providing graduated sanctions,
the resources needed to build structures and rou-
tines designed to prevent these situations becomes
much more achlevable and reasonable

i.
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An Approach to Implementation

The challenge to meeting the behavior support
needs of all staff and students is not the identifica-
tion of effective strategies. The real challenge is
developing and maintaining “host environmenits”. -
that can support the adoption and sustainment of
these effective practices (Colvin et. al., 1993;
Gottfredson & Gottfredson, 1996; Sugai & Horner,
1994; Zins & Ponti, 1990). To take fullest advantage
of the research validated tools available to us, a
systems approach that reflects the features described
previously must be applied. In general, the imple-
mentation of a system of behavior support consists
of three process steps: (a) establishing prerequisites,
{b) establishing responsibilitie’s, and (c) implemen-
tation (see Figure 4). The first two steps serve as the
foundation for the effective and efficient implemen-
tation of the specific techniques and strategies asso-
ciated with school-wide, specific setting, classroom
and individual student systems. :

Figure 4. Behavior Support Process.

Effective Behavior Support;
Process Steps

Meet prerequisites:
1. clarify need,
2. establish commltment
3. detarmine priority,
4. secure administrative support & participation

Establish {eam & delinsate responsibilities
Establish staff resbonslbllmas .

Develop/modity action plan

/ N\

Sacura commitment & prepare| Implement;, monlitor, & ’
for Implementation evaluate action plan

Estabhshmg Prerequ1s1tes

The first step in a systemic provision of behavxor
support is to establish a process to operate and
sustain the policies and procedures of the building.
In particular, four prerequisite needs must be met.
First, the need for addressing behavior support must



be specified and clarified. A survey (e:g- Sugal,
Horner, & Todd, 1996) or a review of behavior inci-
dents (e.g., office or discipline referrals, attendance
patterns) canbe used to clarify this need: Second, the

willingness and commitment of a majority (#80%) of.

the school staff must be developed, secured -and

fostered. If this level of commitment is not. present,.

initial efforts should involve activities that are low

effort and high impact and that result in increased.

staff “buy-in” (e.g., establishment of abehavior sup-

pott committee, conducting a rieeds: assessment)..

Third, high priority should be:given to addressmg
behavior support needs at the school-wide Jevel. To
increase the efficiency and effectiveness with-which
the goal is achieved, behavior support: should be
established as one of the top three school impreve-
ment goals for a period. of 3-4 years. Finally; active

administrative support should be secured. Admin-
istrators can show their backing of the; ibehavior -
support process by (a) actively participating in ac-.

tivities, (b) increasing project visibility and priority
(e.g., faculty meetings agenda, newsletters),:(c) se-
curmg resources (e.g., time, fte, materials), (d) ar-
ranging professional development opportunities, (e)
sustaining priority, and (f) providing positive rein-
forcement for accomplishments.

Establish Roles and Responsibilities

After prerequisites havebeen established, a team
should be formed and jts roles and responsibilities
should be determined. In general this school-wide

leadership team is charged-with oversight for all -

four behavior support subsystems. Responsibilities
include (a) assessing what is-in place, (b} establish-
ing behavior support as a priority and long term
goal for the building’s school improvement plan, (c)
developing and implementing professional devel-
opment activities for all staff, (d) developing and
implementing plans that enable building staff to
achieve behavior support goals, (e) developing and
operating on-going record-keeping procedures to
evaluate the implementation of behavior support,
and (f) engaging in regular communications and
problem solving with building staff.

‘After the needs, goals, and team for enhancing
behavior support has been developed, the roles and

responsibilities of all building staff should be delin- .

eated. Participation by support staff (e.g., special
educators, school counselors and psychologists,
nurses}, educational assistants, classified staff (e.g.,

office secretaries, custodians), gerieral education’

teachers, and administrators should be defined and

secured. Establishing staff responsibilities can in-

crease consistericy and commitment.

Implementation " C

- Only after prereqms1tes, roles,’ and responsﬂnh-
ties have been established is the actual implemenita-:
tion of behavior support activities initiated. These:
preliminaries increase the probability that imple-.
mentation will be sustained at high levels of accu-:
racy, across multiple years, with changes in teaching-
and administrative staff, and with sh1fts in student :
populations. : i

Implementation 1nvolves three dynamic and on- -
going dctivities, First, an action plan should be de-
veloped. This plan should delineate the activities,’
people, resources, and schedules for achieving:the:
building’sbehavior supportneeds. Second, the com--
mitment and responsibilities of building staff should:
be delineated to prepare for the implementation of.
behavior support- activities. Finally, implementa-
tion activities should be initiated and based ondata
from on-going evaluation procedures mod;hcatlons
are made in activities.

v Concludmg Comments

'A number of family, community, and school fac-
tors are associated with the development of antiso?
cial behavior. The greatest challenge is not the iden-
tification of effective strategies and techniques. The
research literature is replete with efféctive strate-
gies. The problem is 1mp1ementmg these strateg1es
and techniqueés in a systematic, integrated mannéi.’

We challenge educators to avoid the
temptation to embrace each new be-
havioral fad to address.the mtractab!e,
chaHenges presented by students with
antisocial behavior patterns, but, instead,”
to focus on integrated systems that ap-
ply validated procedures in a compre-
“hensive structure '

The purpose of this paper is to describe the fea-:
tures of a proactive, systems approach to school.
discipline for all children and youth, but especially
for those with or at-risk of antisocial lifestyles. These
features reflect the need to develop structures and .
procedures at the systems level that increase educa-~-
tors’ capacity to initiate and sustain the adoption
and use of effective and preferred behavior and:,
classroom management strategies. Weacknowledge
that the behavioral and academic challenges posed..
by students with antisocial behavior are formidable -
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and that efforts to educate these students are ardu-
ous. We believe that successful school experiences
and outcomes are possible for these students; how-
ever, a sustained, proactive, and systemic approach
will be required. For some students, the schools will
need to work directly and closely with the family
and community members and agents in order to
affect the steadfast antisocial behavior patterns dis-
played by these students. Although tempting, simple
sulutions and one-shot efforts will not be sufficient.

We challenge educators to avoid the temptation
~ to embrace each new behavioral fad to address the
intractable challenges presented by students with
antisocial behavior patterns, but, instead, to focus
.on_integrated systems that apply validated proce-
dures in a comprehensive structure. We challenge
educators to take advantage of the incredible oppor-
tunities they have during the school day to provide
a successful learning and social experience for stu-
dents who outside of the school context have few
occasions for participation in prosocial peer net-
works orengagements. Finally, we challenge educa-
tors to pay close attention to the systemic variables
that contribute to or hinder the effective and effi-
cient implementation of a proactive learning envi-
ronment. Educators, parents, students, administra-
tors, etc. will need to build school building struc-
cures and procedures that support a best practxces
approach, that is, one in which discipline is more
than punitive reacting to problem behavior, but
rather an approach that is collaborative, high prior-
ity, proactive, integrated, systemic, supported and
policy-driven. 4 _
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support in schools. Problem behaviors in school are discussed as patterns including (a) many o

students, manu.'praﬁléms,' (b) many incidents in a specific setting, (c) many incidents in a specific
tuudents accounting for a large proportion of problems. These

" classroom, and (d) 4 small number of

patterns are then assessed and transposed into an action plan for building school-wide behavior o

support. The action plan is designed b

ased on an assessment of the current systems of support in 4 '

" school. Critical features for assessing and designing an action plan are presented through a case study.
approach of an elementary school of approximately 586 students across a four year period. The overall
impact included (a) a change in. the allocation of faculty resources by using teams in a systematic .

: i :

sl

fashion, (b) a change.in teaching and monitoring behavioral expeciations across all seftings in the

school, (¢} a change in the subjective “climate” of the school, (d) a change in teacher capacity to get ‘: ‘

school to adapt to on-going challenges.

Problem behaviors are the single most common
reason why students are removed from class-
room and school settings. (Walker, Horner, Sugai,
Bullis, Sprague, Bricker & Kaufman, 1996). Some of
these students have significant disabilities while
others have no identified disabilities. Problem be-
haviors may include the screaming, self-injury and
aggression of students with severe intellectual dis-
abilities, the verbal threats, swearing and tardiness
of a student labeled ADHD, or the theft, disrespect,
vandalism, fights and weapons presented by a stu-
dent with no disability labels. All key measures of
problem behavior indicate that teachers are facing
more students with problem behaviors. These stu-
dents are more diverse: different cultures, different
economic backgrounds, different family configura-
tions, different types and levels of disability. The
diversity of the challenge suggests thatnoone, simple
solution will work for all students, all teachers, orall
schools (Sugai & Horner, in press; Walker etal, 1996)

Schools face a complex challenge to educate all
students and ensure their physical safety. Problem
behaviors can interfere with the ability of teachers

Preparation of this manuscript was supported in part by the U.S.
Department of Education Grant #H133820004. However, the
opinions expressed herein do not necessarily reflect the position
or policy of either the U.S. Department of Education, and no
official endorsement by the department should be inferred.

help for student concerns, (e) a change in referrals to the office, and (f) a change in the ability of the

IR

to educate, and the ability of . schools to be safe
(Sprague & Colvin, 1996). In the past, we addressed
this mix of goals by removing students with prob-.
lem behaviors from typical school settings, This
approach removed the studentbut did not necessar-
ily result in the education and development of that
student, For a variety of reasons (educational, fiscal,
theoretical) we can expect that students who used to
be removed from regular education will continue to
be part of these classrooms. The net effect is that

‘teachers will Be asked to work with more students

who engage in problem behaviors. Now isa time for

“careful reflection on current trends in violent, de-

structive and disruptive behaviors in our schools
and communities. Now, also, is a time for assessing
what approaches appear to be effective and which
do not. If schools are to remain (become) safe envi-
ronments, educate children with disruptive behav-
ior, and meet the needs of those children without
problem behaviors, change is needed.

An Expanding Concern X
The past decade has been a time when we have
gained substantial understanding about problem
behaviors. We know that problem behavior is a
serious concern of teachers, and is affecting our
communities. Consider the following facts:
N Three years after leaving school, 70% of antisocial
youthhavebeenarrested (Walker, Colvin&Ramsey,
1995). :
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v Eighty-two percent of crimes in the United States
arecommitted by people whodropped out of school
(Walker, Colvin, & Ramsey, 1995).

¥ A Review of over 500 studies by Lipsey (1992)
indicates that the least effective responses to vio-
lence in schools are: (a) counseling, (b) psycho-
therapy, (c) punishment. .

V¥ Punishing problem behaviors without a school-
wide system of support is associated with incrensed
(a) aggression, (b) vandalism, (c) truancy, (d) tardi-
ness, and (e) dropouts (Mayer & Sulzer-Azeroff,
1991).

V' Approaches that are more effective (Lipsey, 1992;

Tolan & Guera, 1994; Gottfredson, 1997) include (a) -

sotial skills training, (b) academic/curricular re-
structuring, and {c) behavioral interventions.

V' Early intervention in (a) school, (b) home, and (c)
community (e.g. peers) is the single best hope we
have of diverting children from a lifetime of antiso-
cial behavior {(Walker, 1993).

We have learned that problem behaviors are sel-
dom the result of a single cause. Physiological fac-
tors can-affect problem behaviors. Difficult home
environments can affect problem behaviors. Devel-
opmental disabilities at different levels may affect
problem behaviors. In most cases, l}oWever, persis-
tent problem behaviors can be traced back to mul-
tiple, interacting origins. The vision of a simple
solution that will quickly make a student “fit” back
in the classroom is the exception rather than the rule.
More often we are looking at solutions that involve
(a) teaching the student new skills, (b} imposing
limits that make problem behaviors unproductive
for the student, {c) redesigning features of the school /
classroom that will help the student be more suc-
r.2ssful, and (d) investing resources in supporting
that student for a considerable time period. To ac-
complish this effectively requires time, efficient sys-
tems and access to technical expertise (Walker et al.,
1996; Sugai & Horner, 1999, see page 10).

Schools are not faced with a single type
of behavioral challenge that can be
solved with a single student-by-student
approach. Effective behavioral support
is a set of school-wide ‘systems’ that
address different challenges, not just a
patchwork of individual behavior
management plans. -
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Among the most important and encouraging
trends in current research is recognition that indi-
vidual student interyentions are a necessary but
insufficient response to violence and disruption in
our schools, Schools are not faced with a single type
of behavioral challenge that can be solved with a
single student-by-student approach. Effective be-
havioral support.is a set of school-wide ‘systems’
that address different challenges, not just a patch-
work of individual behavior management plans.
Sugai and Horner (1999, page 10) identify four spe-
cific patterns of problemn behavior in schools, and
the four different intervention systems needed to
address each pattern: (a) school-wide, (b) non-class-
room or specific settings, (c) classroom settings, and
(d) individual students with chronic problem be-
havior. . oo T

An effective school will develop behavior-sup-
portsystems for addressing each of these patterns of
problem behavior, Figure 1 illustrates how effective
behavioral support systems in a school can be inte-
grated.

Figufe 1: Effective Behavioral Support in Schools

School-Wide Systems

Non-classroom
Systems

~ Classroom
Systems

Individual Studant
Support Systems

Patterns of Problem Behavior

Over the past five years, we have worked directly
with 37 elementary and middle schools. Initial ef-
forts have focused on defining the kinds of behav-
ioral challenges teachers arid administrators face,
the systems and procedures in use, and what works
(Hall, Horner, Sugai, & Palmer, unpublished manu-
script; Tobin, Sugai, & Colvin, 1996). More recently
we have collaborated with schools in the redesign of
behavior support systems with encouraging results
(Taylor-Greene, Brown, Nelson, Longton, Gassman,
Cohen, Horner, Sugai & Hall, 1997). We have found



four major patterns of problem behavior (discipline).
We are finding that the different patterns require
different solutions. Understanding the different pat-
terns, and the different solutions is a key to under-
standing the logic behind this systematic approach
to school-wide behavior support. '

Problem Behavior Pattern #1 Many Studéhts',
* Many Problems '

One pattern of discipline (or problem ‘be’havior) .

involves large numbers of incidents and many dif-
ferent students. In one school we identified that 45-
50% of the students had been involved in office
referrals (or problem incidents) duting a three month
period, and that the incidents were of a widely
varying nature (Halletal,, unpublished manuscript).
If you have a large number of referrals involving
many students, and the problems are of a wide

range of issues then the basic school-wide discipline

systems are not functioning effectively. If aneffortis
made to respond to the problem with individual
student discipline strategies (punishment for rule
violation) the result often is-overioad of the system.
When lots of students are getting into trouble the problem
is with the systems, not the students (Sugai & Horner,
in press}.

If you have a large number of referrals
involving many students, and the
problems are of a wide range of issues
then the basic school-wide discipline
systems are not functioning effectively.

The primary purpose of a school-wide discipline
system is to provide guidance and support for the
majority of the students. The school-wide system
defines the basic rules of the school, provides train-
ing to define those rules, and provides feedback
systems (both rewards and corrections) (Taylor-
Greene et al., 1997). If the school-wide system is
working, the students can describe acceptable and
unacceptable behavior; the faculty are consistent in
their definition and implementation of the school
rules; the administration and faculty are in concert
in implementing the rules; students are taught the
rules and are rewarded for rule following more than
they are punished for failing to follow the rules; and
above all, the number of office referrals and the
number of students involved in problems (office
referrals) is low (typically less than 15% of the total
population) (Taylor-Greene et al.; Hall etal., unpub-
lished manuscript).

Our experience with specific problem
settings suggests that problems aremore
likely when there is a lack of adult
supervision, or if the architectural
features of the school create frustrating
demands. o

An important message about school-wide sys-
tems is that they are not effective with students who
engage in chronic patterns of problem behavior
(Tobin, Sugai, & Colvin, 1996; Hall et al., unpub-
lished manuscript). The power of school-wide sys-
temsis that they allow a “one-size-fits-all” approach.
They are efficient, and if done well, they are effective
with the vast majority of the students (Hall et al.,
unpublished manuscript). '

Problem Behavior Pattern #2: Many Incidents in
a Specific Setting '
The second pattern of problem behavior we have

~ observed is when a specific or non-classroom setting

accounts for a large proportion of problem behav-
jors. In most cases the specific setting refers to the
cafeteria, wash rooms, halls, or playground. The
architectural features of a school often influence
problems in specific settings.

If a non-classroom setting results in a dispropor-
tionate number of problem incidents, itis important
to focus on the structural features of that setting. Too
often an effort is made to address each incident as an
independent event, and to focus on each student in
the context of independent events. There simply
will be too many students and too many events to
deal with each one in an efficient, independent man-
ner. Our experience with specific problem settings
suggests that problems are more likely when thereis
a lack of adult supervision, or if the architectural
features of the school create frustrating demands.
For example if 200 students are on a playground
with one adult who does not rotate around the area,
there is high likelihood that problems will develop.
If student bathrooms are never frequented by fac-
ulty they are more likely to become areas of problem
behavior. If 300 students are released for lunch and
must all go through a small door, there are very
likely to be problems. If the layout of the school
creates isolated pockets that are difficult to monitor,

they are likely to be problem locations.

The key to addressing specific problem settings is
to focus on the dysfunctional structural features of
the area. The solutjon often lies in altering variables
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The key to addressmg many mcrdents in-
classroom settings is to establish c!eariy '
defined classtoom rules that are
.-consistent with school-wide and specific
-setting rules, and to provide opportunities
for ‘teaching "and monitoring ‘the
: _procedures and ‘routines for teaching-‘
. those ryfes and expectatrons

such as student schedules (eg do not release all
students atthe same time), shtftmg faculty menitor-
ing assignments and patterns, or making changes in
the.physical layout of the school. (eg. px:owdmg
‘fencmg and hghtmg) (Colvm & Lazar, 1997)

Problem Behavmr Pattern #3 Many Inc1dents in
' Classroom Settings

The third pattern of problem ‘behavior 1 we ‘have
nbserved Js when many mc1dents occur m class-
room settmgs If many lncu:lents ate occurrmg in
classrooms, itis important to focus on the structural
and management features in those classrooms Asin
non-classroom settings, too often efforts are made fo
address each incident as an 1ndependent event and
to focus on each student in the context of, mdepen—
dent events. Lengthy. lectures, 16ts of noise, move-
ment during activities, or students not ableto'see the
materials being presented all contrlbute to off-task
and disruptive behavior, Rather than approachmg
each problem as an 1nd1v1dual student .problem,
teachers need to. estabhsh and teach classroom ex-
pectations using a. teachmg style that fits. the needs
of most students (Colvin & Lazar, 1997). Tl't,e key to
addressing many incidents in classroom settmgs is
to establish clearly defined classroom rules that are
consistent with school—w:de and non-classroom set-
ang rules, and then provide opportunities for teach-
ing and monitoring the procedures and routines for
teaching those rules and expectations (Colvm &
Lazar 1997)

Our experience is:that in schools with
200-600 students'there are 3-5% of the
student body who will engage inchronic
problem behaviors unless additional re-
sources, and md:wduahzed program-
ming, is provided
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Problem Behavior Pattern #4: Small Number of :
Students Account for A Large Proportlon of ..
Problems

When a small number of students account for a
large number of problems, the focus needs to be on
these students. Unlike the other three patterns, the
response is not structural but individual. Our. expe-
rience is that in schools with 200-600 students there

- are'3-5%.of the student body who will engage in
. chronic "problem. behaviors unless additional re-

sources, and. individualized programming, is pro-
vided (Hall et al.,, unpublsithed manuscript).

In.some cases these students have identified dis-
abilities that allow access to additional resources. In
some cases they have challenges outside the school
that influénce their behavior in school: In some cases
the student brings -a complex array of challenges
that defy any simple labels or desctiptions. We have
not encountered “standardized” programs or tech-
niques that are effective with.all (or most) of these
students. Radically different-approaches all seem to
help some students and not others. The challenge is
to use our limited. resources most efficiently and
creatively both to provide the support that allows
each student with chronic problem behaviors to be
successful and to provide the safe, educational con-
text that allows other students (and teachers) to be
successful,

Implementing School-wide Behavioral
Support

The remainder of this paper illustrates how Lee

Elementary School developed school-wide behav-

ioral support by assessing and strengthening their
existing system through a team approach over a four
year period. Initially, Lee Elementary focused their
efforts on building a system for supporting the
chronic students (problem behavior pattern #4).

However, the following three years’ efforts were
devoted to maintaining the individual student sup-

-portsystem and to develop and implement a school-

wide system (problem behavior pattern #1). Results
of their efforts and accomphshments are also docu-
mented. '
‘In collaboratxon with the Effective Behavior Sup-
port Project at the’ Umversuy of Oregon, a team of
Lee Elementary facdlty began working toward build- -
ing school wide systems fot effective behavior sup-
port in 1994. Lee Elementary School is a Title I
funded school with 586'students enrolled (grades K-
5), in Springfield, Oregon. Ovér the past four years,
they have maintained an Effective Behavior Support
Team and have taken on the responsibility of work-

ing toward improveéd'behavioral support as one of



their top school improvement goals. As with any
systems change, the process has gone through an
evolutionary process. With each stage of develop-
ment, the team has integrated regularly scheduled
meetings, effective meeting processes, and follow
up on work-in-progress. Success toward their school
wide effective behavior supportincludes (a) a school-
wide system defined as a school-wide self-manager
program, (b) a system for supporting individual
students called the Behavioral Teacher Assistance
Team, and (c) an operational and effective behavior
support team called the EBS team.

The process of developing school wide behav-
joral support takes time, is dependent on a team of
faculty, and is on-going. In fact, some teachers have
asked, “When will we be done with this effort?” The
response from other team members includes state-
ments such as, “This is a life-long effort,” or “For as
long as we have students here at school.” These
responses articulate the essence of sustainable sys-
tems change. However, as the school improvement
goal is met, the effort shifts to maintenance, which
requires less and less time. As school faculty realize
that these efforts toward systems change require a
long term commitment, schools will experience the
successes of their long term efforts in improving
behavioral support in their school and in seeing
positive changes in student behavior.

Assessing Behavioral Support Systems in Your
School

Behavior support for inéividual students begins

with functional assessment. The same is true for the
design of behavior support for the whole school. For
assessing behavioral support in a school, we have
designed a simple survey that is structured around

the four systems and patterns of problem behavior.

The assessment is formatted as a ‘survey’ that iden-
tifies the key features of each of the systems of
behavioral support (Appendix A). The survey is
completed by all faculty and staff in the school, and
is used to identify (a) the strengths of current school
systems, (b) areas perceived as most in need of
attention, and (¢) the most efficient changes that
could be expected to have the greatest change in the
behavioral life of the school. The basic elements of
the survey are outlined in Table 1.

~ Atthebeginning of each school year, Lee Elemen-
tary conducted and summarized the survey for As-
sessing Behavioral Supportin Schools. Activities for
each school year were defined in an action plan
based on survey results and consensus from the
faculty. Using the summarized survey results to
design an effective action plan for improving and

maintaining school wide behavior support proved
useful. Table 2 defines each of the yearly activities
and outcomes of Lee Elementary’s efforts to create
school-wide effective behavior support.

The School Wide Self-manager Program

Four strategies worked in combination to make
the school wide self-manager program successful.
These strategies included a team approach, teaching
school rules, individual student recognition and
classroom wide recognition. Classroom teachers
taught students to be self-managers by teaching the
three school rules: be safe, be respectful and follow
directions of all school adults. Faculty acknowl-
edged students regularly for being self-managers.
Classroom groups determined goals, graphed rec-
ognition stickers and earned classroom free titme or
extra recess. ‘ o '
School wide Effective Behavior Support Team[sub2]

Team membership was constructed to include
representative faculty at the school. Collective mem-
bership included a) primary and intermediate grade
representation, b) an administrator, ¢) non-certified
staff, and d) faculty with behavioral expertise. Each
team member had the responsibility for getting ideas
from the team, going back to their group and gath-
ering input on all of the EBS activities. The EBS team
was then capable of making fairly accurate propos-
als back to the entire faculty for revisions and con-
sensus. Figure 2 illustrates all of the groups that
were represented by EBS team members. EBS team
meetings occurred on a regular basis (monthly) and
utilized a standardized agenda format. Meetings
had a) clearly defined goals, objectives and out-
comes, b) a format for acknowledging all participant
contributions, and c) included follow-up on previ-
ous tasks. ' ‘

Fi!gure 2. EBS Team Membership and the
Groups they Represent. )

Certified Staff

] Adm|nlstrétor, from each
grade level
™ EBs &7

- TEAM
MEMBERS

N

Classified
Staff

Sita
Councll
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'Table 1. Features for Asssessing Behavioral Support in Your School

- System

Features of the System

School
Wide

N

10.
. Staff receive regular (monthly/quarterly) feedback on behavior patterns.
12,
13.
14,

15.

A small number (e.g. 3-5} of positively & clearly stated student expectations or rules are defined.
Expected student behaviors are taught directly.

Expected student behaviors are rewarded regularly.

Problem behaviors (failure to meet expected student behavmrs) are defined clearly.
Consequences for problem behaviors are defined clearly.

Distinctions between office v. classroom managed problem behaviors are clear.

‘Options exist to allow classroom instruction to continue when problem behavior occurs.

Procedures are in place to address emergency/dangerous situations.
A team exists for behavior support planning & problem solving.
School administrator is an active participant on the behavior support team.

School includes formal strategies for informing families about expected student behaviors at school.
Booster training activities for students are developed, modified. & conducted based on school data.
School-wide behavior support team has a budget for (a} teaching students, (b} on-going rewards,
and (c) annual staff planning.

All staff are involved dlrec'tlly and/or indirectly in school-wide interventions.

Specific
Settings

bl

0 ® N

' School-wide expected student behaviors apply to non-classroom settings.

School-wide expected student behaviors are taught in non-classroom settings.

Supervisors actively supervise (move, scan, & interact) students in non-classroom settings,

Rewards exist for meeting expected student behaviors in non-classroom settings.

Physical /architectural features are modified to limit {a) unsupervised settings, {(b) unclear traffic
patterns, and (c) inappropriate access to & exit from school grounds.

Scheduling of student moveément ensures appropriate numbers of students in non-classroom spaces.
Staff receive regular opportunities for developing and improving active supervision skills.

Status of student behavior and management practices are evaluated quarterly from data.

All staff are involved directly or indirectly in management of non-classroom settings.

Classrooms 1.

Expected student behavior & routines in classrooms are stated positively & defined clearly.
Problem behaviors are defined clearly.

Expected student behavior & routines in classrooms are taught directly.

Expected student behaviors are acknowledged regularly (positively reinforced) (>4 positives to |
negative).

Problem behaviors receive consistent consequences.

Procedures for expected & problem behaviors are consistent with school-wide procedures.
Options exist to allow classroom instruction to continue when problem behavior accurs.
Instruction & curriculum materials are matched to student ability {math, reading, language). *
Students experience high rates of academic success (> 75% correct).

Teachers have regular opportunities for access to assistance & recommendations (observation,
instruction, & coaching). '

Transitions between instructional & non-instructional activities are efficient & orderly.

Individual
Students

1. Assessments are conducted regularly to identif,v students with chronic problem behaviors,

A simple process exists for teachers to request assistance.

. A behavior support team responds promptly (within 2 working days) to students who present

chronic problem behaviors.

Behavioral support team includes an individual skilled at conducting functional behavioral
assessment.

Local resources are used to conduct functional assessment-based behavior support planning (-10
hrs/week/student).

Significant family &/or community members are involved when appropriate & possible.

School includes formal opportunities for families to receive training on behavioral support positive
parenting strategies.

Behavior is monitored & feedback provided regularly to the behavxor support team & relevant
staff.
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g
Table 2. Activities and Outcomes for Effective Behavior Support at Lee Elementary School
' Activity Outcomes
Establish an Effective 1. Established an Effective Behavior Support Team including:
Behavior Support J Administrative Assistant
Team (EBS) ) Regular Education Teachers (2nd, 3rd, & 5th)
" ¥ Resource Room Teacher .
2 v School Counselor
a  Facilitator with Behavioral Expertise
< 2. Conducted and summarized the School Wide Effective Behavior Support Survey.
o 3. Agreed to develop an Individual Student Support System.
6 Improve the Individual 1. Established a Behavioral Teacher Assistance Team to support chronic students (same
5 Student System members as school wide team)
= 3. Established a Behavioral Teacher Assistance Team process including:
v A system for teachers to request assistance
¥ A meeting process that constructs a summary statement(s) of the problem behavior,
v discusses possible positive alternative behaviors that can be taught, establishes an
v Action Plan for the requesting teacher, and targets a two to four week follow up.
Maintain the EBS Team 1. Expanded the School Wide Effective Behavior Support Team to include representation of
© and Process of Operation  classified faculty. : , _
= 2. Conducted School Wide Effective Behavioral Support Survey with a newly established
© team. '
=
b 3. Agreed to develop a School Wide System which targets school wide and setting specific
g ‘procedures and expectations. ,
& Develop a School Wide 1. Developed a guide for teaching Lee Students to be Self-Managers.
b+ Self-Manager Program 2. Defined rules, behavioral expectations, routines, ways to acknowledge students and to
= ‘ _ " deal with infractions.
: Maintain the Individual 1. Maintained the Behavioral Teacher Assistance Team and process for requesting
Student System assistance. '
Maintain the EBS Team 1. Maintain School Wide Effective Behavior Support Team to include:
and Process of ¥ Regular monthly meetings
N Operation v Regular feedback and information exchange in schoo! bulletins, site council meetings,
<> © and faculty meetings
& v Regular monthly meetings with supervisory faculty for updates and problem solving.
= 2. Use referrals to make decisions.
?‘i Implement the School 1. Conduct faculty review of self-manager program
£ Wide Self-Manager 2. All teachers teach school rules ‘
5 Program 3. Implement quarterly boosters for reviewing school rules
N 4. Implement monthly self-manager recognition events
5. Implement school wide procedure for referrals
6. Conduct Quarterly Teacher Evaluation Survey to determine necessary revisions.
Maintain the Individual 1. Maintain the Behavioral Teacher Assistance Team and process for requesting assistance.
Student System . .
Maintain the EBS Team 1. Develop a work plan of eight activities for the year
and Process of ‘ 2. Identify coordinators for each of the eight activities
o Operation ' '
:‘L Revise and implement 1. Survey faculty for necessary revisions
R the School Wide 2. Make revisions to the school wide self-manager program
= Selt-Manager Program 3. Conduct faculty review of self-manager program
5 4. Implement program school wide
£ Maintain the Individual 1. Maintain the Behavioral Teacher Assistance Team and process for requesting assistance.
% Student System
> Define, Teach and 1. Develop a recess guide. _
Implement Recess 2. Teach boundaries, expectations and guidelines to faculty
Expectations and 3. Teach boundaries, expectations and guidelines to students
Guidelines 4. Monitor recess referral patterns and problem behaviors
Errecrive ScrooL Pracrices, 17(4) SprinG, 1999 29




- Teaching School Rules ~. . == | RN
.. The three school rules were taught during the
first four weeks of the school year, followed. by

.events and ‘booster’ times for the remainder of the
.year. The -seif,ﬂmanager_ recognition events. -were
planned to acknowledge students for doing well, as
well as to remind faculty to integrate feedback to
students.on their performance of being self-manag-
ers throughout the school day. The booster: weeks
were identified from our research on patterns.of
-office referrals (Taylor-Greene etal., 1997; Ha]l et al,,
“unpublished manuscript). The settings targeted for

- self-manager recognition were identified by faculty
and by the location of infractions from summarized
office referrals. Table 3 summarizes the implemen-
tation of the School Wide Self-manager Program for
che 96-97.school year. o

.. Teaching plans were driven by the three school
‘tules.and the behavioral expectations for following

-the rule in any given setting. of the school. Three

steps for teaching school rules and behavioral ex-
pectationg were embedded into each of the lesson
plans for teaching the school rules and included {(a)
the definition of the rule, (b) demonstration of the
rule: with:positive and negative examples and, (c)
suggestions- for monitoring student behavior and
providing feedback. o

[Individual Student Recognition . . . ..

The.school wide program acknowledged indi-
vidual student efforts in several different ways. As
-part of the year long program, students were ver-
bally acknowledged forbeing self-managers through-
out the school day. In addition, the EBS team orga-

_Tabk_e 3 School Wide Self-Manager P_rogféxp Activities for 1996-97

Week

First week of . o

Activity
Inservice/prep.  Review Self-manager program and implementation
Week plan with all faculty ="~ 7 Lo
Week one Teach three school rules and introduce the self-
e manager program
Weel two Teach daily lessons on be safe with daily recognition
o for being safe . o L o
Week three . Teach daily lessons on be respectful and review be
P safe with daily recognition for being respectful and -
- being safe P o . :
Week four ~ Teach daily lessons on following directions of all
SR school adults and provide cumulative review of -
cother rules with daily récognition for being a self- -
‘ S manager by following theé school rules :
Week five All school celebration and awards for posters, songs,
.- . &skits. Cumulative review of school rules
Week six . - Cumulative review of school rules daily/weekly
R Two days a week self-manager recognition
‘Week before- ‘Reteach rules as a booster activity
Thanksgiving - “Double day” recognition
Week after - Review and reteach rules as a booster activity
Winter break “Double day” recognition-

Review and reteach rules as a booster activity

March 7 “Double day” recognition _
First week in Review and reteach rules as a booster activity
May “Double day” recognition

Last week of
‘school

R epoi‘t Cards _

- All school celebration and awards for posters, songs,
- & skits.

Any student who did not receive an office referral
receives a self manager certificate with their report
card, on a quarterly basis : T
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nized two self-manager recog-
nition events each week. Two

-.days a week were declared as
-self-manager recognition days

at which time students were
acknowledged for being self-
managers and were given a col-
orful stickerto takeback to their
classroom. In addition to the
individual self-manager recog-
nition stickers, a self-manager

_ certificate was added to the stu-

dents report card at grading

. time. Students received the self-
~manager certificate when he/
- she had not received any refer-

rals during that grading period.

Classroom Recognition
- School wide, there were two
classroom recognition activities
that occurred through the self-
manager recognition program.
One activity is established as a
classroom goal for collecting
self-manager stickers and the
other involves a visit from the
front office. Each of these ac-
tivities build on the notion of
groups of students being self-
managers when working and
playing together. o
Every classroom collects the
self-manager stickers that indi-
vidual students receive. Each

class sets a goal of how many
stickers they want to collect and
what they want to spend them



on. This strategy has reinforced the self-manager
concept to be a valuable skill for each individual and
for groups of students. Peers have been recognized
for coaching and reminding each other to be a self-
manager. o :
Visits from the front office have also been a way
to recognize groups of students for being self-man-
agers. About once a month, the principal or school

secretary paid a surprise visit to each classroom,.

looking for times when the entire class of students
are being self-managers. During the surprise visit, if
all students were being self-mangers, the class re-
ceived a Classroom Self-manager Certificate. Front
office faculty enjoyed this activity while groups of
students were recognized for doing well, and office
faculty were seen outside of the office.

: Impact

The EBS team has been in operation for four years
at Lee Elementary school. The sustainability of a
functional and operational team has had a major
impact on the systems within the school for han-
dling probler behavior and for structuring a plan to
prevent problems by teaching school-wide rules
and expectations.

" Office Discipline Referrals are low: about 1 re-
ferral every two days for a 586 student population.
However, examining office referrals in a variety of
ways provides guidance for comprehensive and ef-
fective decisions. For example, Lee Elementary fac-
ulty examined referral rates month by month across
the year, and the frequency of referrals by locationin
school (Figure 3). When examining referral patterns
by location (Figure 3), it became clear that a majority

problems occurred on the playground and in class- .

rooms. In fact, 43% of all referrals for the 1996-97
school year occurred on the playground (during
recess), and 35% in classrooms, while all other loca-
tions in the school resulted in 4% or less of the total
referrals (see Figure 3). As a result, the school is

teaching recess expectations, boundaries, and guide-

lines for playing on the equipment and for popular
games during the 1997-98 school year in"hopes of
decreasing the rate of recess referrals across the
year. o T
The Behavioral Teacher Assistance Team (Indi-
vidual Student Systems) has beeri in operation for 3
years: This is a two level team approach in which
teachers can request assistance for students “at-
risk” of repeated behavior problems. With: the fitst
year of implementation (1994-95) of the Behavioral
TAT, there were nine requests (1.5% of the total
enrollment) from teachers for assistance. Three of
those requests resulted in suggestions that the téacher
could implement the next day, two of those requests
resulted in a referral to another team (medical or
academic) and four of those requests required Ac-
tion Teams (Todd, Horner, Vanater, & Schneider,
1998). The Action Teams conducted a functional
assessment, desigried a plan of support based on'the

- functional assessment, implemented and monitored

the plan. The second year (1995-96), there were 15
requests (2.5% of the total enrollment) for assis-
tance. Nine of the 15 requests (60%) resulted in
suggestions,5 of the 15 requests (33%) were referred
to a different team, and only one student required an
Action_Team. The third year (1996-97), eight re-
quests for assistance were made (1.4% of the total
enrollment). Six of the eight requests (75%) were
satisfied though the 30-min Teacher Support Team

Figure 3: Referrals by Location

meeting that resulted in a set of
suggestions and strategies for the

teacher to implement. The Action

“Total Number of Referrais

PEAS

Team from the 95-96 school' year
maintained itself to support the tar-
get student, while two additional
Action Teams developed. Figure 4
compares this school’s Teacher As-
sistance Team outcomes. for the
1994-96 school years.

The Behavioral Teacher Assis-
tance Team has been the mecha-
nism for supporting individual “at-
risk” and “chronic” students in'the
school. Prior to Teacher Assistance
Team efforts, teachers referred the
most problematic students for al-
ternative placement. Now, teach-

Iaaxoeximl

clanaroom recess

0
1996-97

bathroom  safiety partol

bos ers requesthelp and receive a set of
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functional suggestions or get additional resources
(Action Team)}, both of which keep students in class.
The process has supported teachers’ early behav-
ioral concerns and has been effective in individual-
izing the school-wide self-manager program for the
1-3% of students who present the biggest challenges.
This system for supporting individual students gives
teachers a sense that they can be successful.

We can not prescribe effective
behavioral support as apackaged mode!
or curriculum. We can however, share
the critical features that have been in
operation as other schools have been
successtul. These critical features are
smallinnumber, but require commitment,
time, and resources.

Faculty satisfaction surveys favor the self-man-
ager program. All but one faculty person of 27 were
willing to continue a variation of the program
school wide for a second year.

Individual Student Recognition was continual
throughout the year in a variety of formats. All
faculty were encouraged to provide specific feed- .
back to students when they were displaying self-
managed behavior as well as when students needed
corrective feedback. Self-manager stickers were ran-
domly distributed two days per week to students.
Classroom teachers kept count of the collected self-
ranager stickers, so that individual efforts were
pooled toward a classroom goal. In addition, indi-
vidual student self-manager certificates were dis-
tributed in student report cards for those students
who were self-managers by following.school rules
and did not receive a single referral during the
grading period. These were totaled school wide for
each grading period. Self-manager certificates were
distributed to 92% of the students in the fall, 90% in

winter, and 97% of all students in the spring.

The overallimpact of a systems approach to effec-
tive behavior support includes (1) a change in the
allocation of faculty resources by using teams in a
systematic fashion, (2) a change in teaching and
monitoring behavioral expectations across all set-
tings in the school, (3) a change in the subjective
“climate” of the school, (4) a change in teacher ca-
pacity to get help for student concerns, (5) a change
in referrals to the office, and (6) a change in the
ability of the school to adapt to on-going challenges.

Conclusion

Building and strengthening behavioral support
school wide is not a simple task, nor does it happen
quickly. With each school comes an individual list of
strengths and challenges. Rather than using a model,
schools should examine what they have that works
and where they can most efficiently adjust to gener-
ate the key features of effective behavioral support.
We can not prescribe effective behavioral support as
a packaged model or curriculum. We can however,
share the critical features that have been in opera-
tion as other schools have been successful. These
critical features are small in number, but require
commitment, time, and resources.

Critical Features for School-wide Effective

Behavior Support:

1. Effective Behavior Support should be one of the
top three school priorities.

2, Effective Behavior Support requires a team with
an active administrator, representative faculty,
and behavioral expertise.

3. Effective Behavior Support requires a systems
approach that supports the four patterns of prob-
lem behavior.

4. Effective Behavior Support requires time (3-5

. years),

5. Effective Behavior Support requires teaching,
monitoring and reviewing school-wide rules and
expectations to all students.

These critical features

should be used as a frame-

Table 4. Teacher Assistance Team Qutcomes work for developing school-

7 "wide systems for effective

Year Total Number of  Number of requests Number of behaviorsupportinelemen-

number of requests resulting in an requests tary and middle schools. ®

requests  resultingin  academic/speech or resulting in
suggestions hearing referral Action Teams Acknowledgments

, The authors wish to ac-

' 94-95 9 3 2 4 knowledge the long-term

95-96 15 9 5 1 efforts of members of the

96-97 8 6 0 3 School-Wide Effective Be-
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havior Support Team. Over the four years of this
project, team members have changed, however each
team membet contributed time and effort over and
beyond their typical responsibilities. To.date, EBS
team members have included Kathryn Anderson,
Jennifer Brink, Kate Burrus, Lynn Cox, Marilyn
Green, Jill Harris, Patsy Hascall, Laurie Haugen,
Jannine Jones, Joanne Jones, Barbara Kroeker, Barb
Mattox, Betty Palanuk, Marilyn Spriggs, Wayne
Strong, Joyce Stuart, Tina Sweeten, Sheri Winkelman
and Dianne Yonker. School- wide behavior support
could not have been possible without a team com-
mitment. We commend the team efforts of this fac-
ulty.
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Appendix A. Assessing and Planning Behavior Support in Schools (Continued)

Assessing & Planning Behavior Support in ds (ver. 1.4} - p. 8
Oblective: Dovelop & implement EBS Actlvitige
Aghviy 1. “Wha:
When:
Activity 2 .
§. Pick one systama area U z Who
to focus this years efforts, When:
. Wocurs wrea) Activity 3:
When
Activity 4:
Who: 000
A, Develop an actlon plan !
for two objectives that When,
Include kop t .
Implementation & |
management activities. Acttvlty &:
Who:
When:
Activity B:
Who __ ___
‘Whan
A Ing & Planning Behavk ppart in Schools (ver. 1.4)-p. 7
Activity 1. Whe .
When:
Activity 2: Twhe_
‘When:
Activity ¥: ..
‘Whao!,
Oblective: Manaas Al When:
EBS Activitieg ’
Activity 4:
Wha!
Whan:
Activity 5:
Wha
When:
Activity 8:
Who:
When:
Team M_amqu'
7. Wantify next menting of
EBS team
Date.; Tuma: ; Whare'

EFFeCTIVE ScHOOL PRACTICES, 17(4) SPRiNG, 1999

37



Effective Behavior Support: Designing
Setting-Specific Interventions

Timothy J. Lewis
University of Missouri-Columbia
Linda Garrison-Harrell
Southwest Missouri State University

": ew issues in education raise emotions as much as

the issue of school “discipline.” Frequent news-
paper accounts continually remind the public of the
extreme behavioral issues that confront schools to-
day. The situation becomes even more complex when
children and youth with disabilities are broughtinto
the picture. Faced with the pressing issue of chal-
lenging behavior in schools, educators are forced to

create systems to deal with the problems. Unfortu- -

nately, educators often unknowingly engage in dis-
cipline practices that do not change behavior, and in
fact, may exacerbate the problem. .

-

As a result of increasing behavioral
challenges in school and pressure from
educators and parents to act, schools
Increasingly are “getting tough” on
aiscipline by increasing the use of
punishment. However, evidence
suggests that school discipline practices
traditionally viewed as “punishment” in
fact further exacerbate and contribute
‘o the problem of challenging behavior,

 Increasingly, children and youth are coming to.
school with skill deficits, learned inappropriate so-
cial intteraction strategies, and a lack of opportuni-
“1es to practice pro-social skills at home and in their
community that sets them up for further behavioral
problems (Biglan, 1993, 1995; Dishion & Andrews,
1995; Dishion, Patterson, Stoolmiller, & Skinner,
1991; Patterson, Reid, & Dishion, 1992). Rates of
extreme forms of problem behavior such as aggres-
sion continue to increase (Koop & Lundberg, 1992;
Rutherford & Nelson, 1995). Less dramatic forms of
challenging behavior, such as non-compliance and
" inappropriate peer interactions are also on the rise
(Walker, Horner, Sugai, Bullis, Sprague, Bricker &
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Kaufman, 1996). As a result'school discipline contin-
ues to be one of the top concerns of teachers {Ameri-
can Educator, 1995-96) and the public (Elam, Rose, &
Gallup, 1996).

As aresult of increasing behavioral challenges in
school and pressure from educators and parents to
act, schools increasingly are “getting tough” on dis-
cipline by increasing the use of punishment (e.g.,
American Educator, 1995-96). However, evidence
suggests that school discipline practices tradition-
ally viewed as “punishment” (ie., designed to de-
crease problem behavior) in fact further exacerbate
and contribute to the problem of challenging behav-
for (i.e., reinforce or strengthen behavior). For ex-
ample, Mayer and his colleagues have identified

. several traditional school discipline practices that

increase as opposed to decrease problem behaviors
such as use of inand out of school suspension, vague
school rules and expectations, little or no positive
consequences for appropriate behavior, lack of staff
support, and failure to consider and accommodate
individual differences (Mayer, 1995; Mayer &
Butterworth, 1979, 1981; Mayer, Nafpaktitis,
Butterworth, & Hollingsworth, 1987). In a review of
500 studies, Lipsey (1991) found the least effective
responses to viclence in schools were counseling,
psychothérapy, and punishment. Colvin, Sugai,
Good, and Lee {1999) noted that students are more
likely to engage in problem behavior during periods
where there is a high density of students, ambigu-
ous rules and routines, and limited adult supervi-
sion. Furthermore, Mayer and Sulzer-Azeroff (1991)
found that punishing problem behaviors, without a
positive school-wide system of support, are associ-
ated with increases in aggression, vandalism, tru-
ancy, tardiness, and dropouts.

The literature on preventing and reducing prob-
lem behavior indicates that schools can be success-
fulin reducing challengin gbehavior. Recommended
educational strategies include social skill training
(Lipsey, 1991; Lewis, Sugai, & Colvin, in press; Lewis,
1996; Lewis, Chard, & Scott, 1994; Mayer, 1995;



Peacock Hill Working Group, 1991; Sugai & Horner,
1994; Sugai' & Lewis, 1996; Walker et al., 1996),
academic and curricular, restructuring (Colvin,
Kameenui, & Sugai, 1993; Lipsey, 1991 ;Kameenui &
Simmons, 1990; Tolan & Guerra, 1994; Walker et al.,

'1996), proactive and preventative management

(Colvinetal,, 1993;Cotton, 1995; Cotton & Wikelund,
1990; Lewis, 1995; Lewis et al., in press, 1994; Lipsey,
1991; Noguera, 1995; Sugai & Horner, 1994; Walker
et al., 1996), early intervention (Walker et al., 1996;
Zigler, Taussig, & Black, 1992), and individual be-
havioral interventions (Lewis, 1995; Lipsey, 1991;
Walker et al., 1996). -

Most schools have clearly articulated
routines for events such as a fire or
bomb threat, but fail to plan adequately
for high frequency routines such as
‘hallway transitions, entering and exiting
common areas, or.use of the restrooms.

Increasingly, educators are advocating for the
development of pro-dctive school-wide systems to
reduce and prevent challenging problem behavior
(Colvinetal.,, 1993; Gottfredson & Gottfredson, 1996;
Gottfredson, Gottfredson, & Hybl, 1993; Lewis, 1995;
Lewis et al., in press; Mayer, 1995; Nelson & Colvin,
1995; Sugai & Horner, ' 1994; Walker et al., 1996).
Features of school-wide systems include establish-
ing building based tdams to develop and monitor
school-wide discipline; an emphasis on teaching
social skills, reducing the use of punishment, and
focusing on building’student social and academic
success (e.g., Colvin et al., 1993; Cotton, 1995; Smith
& Rivera, 1995; Sugai'& Horner, 1994). Recent work
at the University of Oregon’'and the University of
Missouri suggest the need for shaping school-wide
practices to meet the unique needs of non-classroom
settings{e.g., cafeteria, hallways, playgrounds, com-
mon areas), classrooins, and individual students
who engage in chronic challenging behavior pat-
terns.’ s e

The purpose of this article is-to outline steps to
implement school-wide’ Effective Behavioral Sup-
port (EBS) processes' at the non-classroom level.
Following a brief discussion of each of the recom-

mended steps, an elementary school case study is -

provided to illustrate the efféctiveness of EBS in
reducing problembehavior across the cafeteria, play-
ground, and hallway transition.* :

Pre-Requisites of Non-classroom
¥ Interventions _
Non-classtoom (or specific setting) interventions

- should Be viewed as an extension of the larger school-

wide system. Prior to intervening within problem-

atic settings, all of the key features of implementing

EBS should be developed such as establishing a
building based team, conducting a needs assess-
ment; developing positively stated school rules,

- developing consequences for appropriate and inap-

propriate behavior (See Sugai and Horner in this
issue, pp.10-22). '

. Planning
The majority of the team’s time and energy will
be devoted to planning and developing non-class-
rooin lesson plans, instructional strategies, and sup-
port structures, Planning activities should focus on
five major activities: (a) assessment of current and
needed getting routines, (b) assessment of physical
factors within the setting, (c) identification of non-
classroom behaviors, (d) development of instruc-
tional strategies, and (e) identification of needed

suppott to implement the plan.

Assess Setting Routines

The first planning activity is an assessment of
éurrent setting routines. Nelson and Colvin (1995)
outline a three-step process to evaluate and improve
current and needed routines. First, identify existing
and needed routines. Most schools have clearly ar-
ticulated routines for events such as a fire or bomb
threat, but fail to plan adequately for high frequency
routines such as hallway transitions, entering and
exiting common areas, or use of the restrooms. Sec-
~ond, once current and needed routines are identi-
fied, task analyze the routines to identify key stu-
dent and staff behaviors to complete the routine
successfully with minimal chance of problem be-
havior occurring. Finally, strategies to teach, prac-
tice; and maintain the new routines should be devel-
‘oped (see developing teaching strategies below).

Assess Physical Characteristics -

The'second planning activity should focus on the
physical characteristics of the setting. Key factors to
consider include identifying unsafe objects that can
be removed or made off-limits, reducing physical
space to insure adequate staff supervision, provid-
ing adequate space or staggering students during
wait times such as in the cafeteria or bus lines, and
reducing the density of students where possible in
common areas {(Nelson & Colvin, 1995). The out-
corne should focus on removing or rodifying prob-
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lematic features where possible or modifying rou-
tines and increasing supervision to lessen the likeli-
hood of problem behavior from occurring.

Identify Behavioral Examples

The third team activity during planning should
focus on identifying setting-specific behavioral ex-
amples for each of the larger school rules and devel-
oping teaching strategies. For each school rule, the
team should identify specific example behaviors
unique and commeon to each targeted non-class-
room setting. Behaviors should focus on what the
students are expected to do, stated in positive ob-
servable terms. Avoid listing negative examples
whetze possible. Instead, use inappropriate behavior
examples during instruction to illustrate “what not
to do.” Students” input also should be included
when appropriate.

Social skills should be taught using
clarifications of the critical rule (i.e., when
to use the skill), demonsirations by the
teacher, role plays with the students,
and reviews of social skills. In addition,
following direct instruction of setting-
specific behaviors, teachers should
continue to verbally review previously
taught skills.

Develop Teaching Strategies .
Once specific behaviors are identified for tar-
geted nonclassroom settings, the next step is to
develop strategies to teach setting-specific behav-
iors. Ideally, behavioral expectations should be
taught through a common set of scripted social skill
lessons (Lewis et al., in press; Sugai & Lewis, 1996).
Social skills should be taught using clarifications of
the critical rule (i.e., when to use the skill), demon-
strations by the teacher, role plays with the students,
and reviews of social skills (see Sugai & Lewis, 1996
for a complete description of social skill best prac-
tices}. In addition, following direct instruction of
setting-specific behaviors, teachers should continue
to verbally review previously taught skills. Social
skills and rules also should be integrated across the
curricula where appropriate. For example, students
can be asked to write stories using school rules
during language arts or to create posters illustrating
- school rules for each setting during art class. Teach-
ers can develop classroom plans that utilize peers
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reinforcing peers. For example, students are rein-
forced for demonstrating social skills within the
classroom by having their name placed by a class-
mate on the chalkboard that notes the demonstra-
tion of the particular skills. Having classmates note
the demonstration of appropriate social skill not
only reinforces the student who is demonstrating
the skills, but may prompt other students to demon-
strate the desired behavior. Plans also should be '
made to provide sufficient practice of skills and
strategies to promote social skill use within each
targeted setting,.

Implementation Support Structures

The final planning activity should focus on what
support structures are needed. to implement the
plan effectively. For example, time allocation for
teachers will be needed to identify key pivotal be-
haviors and develop the social skill lessons. Inservices
are required to train building faculty and staff on
new routines and teaching strategies, Physical rear-
rangement of the school environment will require
accessing the appropriate personnel. Flexible teach-
ing schedules may need to be provided to allow for
adequate .supervision. Fmally, specific strategies
should be developed to promote the use of new
skills and routines directly within the setting (Colvin
et al., in press; Lewis et al,, in press). For example,
pre-corrects (e.g., prompts or reviews of key behav-
iors) can be used prior to students’ involvement in
new settings, faculty and staff may need to increase
active supervision (e.g., scanning, providing praise,
providing error correction), and incentives will be
needed to encourage students use of new routines
and skills.

: Implementation

Onceall planning activities are completed, a struc-
tured schedule for implementation should be devel-
oped and followed. All staff should focus on teach-
ing routines and related skills within a single set-
ting. In addition, multiple opportunities should be
provided for student practice. For example, if the
targeted setting is all school assemblies, staff would
first review routines for leaving the classroom, ar-
riving within the designated setting, and seating
arrangements. Related social skills should also be
taught such as listening to the speaker, ignoring off-
task peers, and asking appropriate questions. Fi- -
nally, staff should hold assemblies to practice new
routines and skills. Award assemblies related to
improved school behavior provideboth an opportu-
nity to practice new skills and recognize and reward
appropriate assembly related behavior. Once new
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routines and skills are taught and opportunities to
practice are provided, staff can move to other tar-
geted settings. S S
Anessential component of implementation should
be a system to monitor implementation effective-
ness. Ideally, direct observation of the frequency of
student problem and replacement behavior should
be conducted. 1f time does not allow staff to collect
direct observation data, other strategies should be
used. Strategies such as anecdotal reports from su-
pervisory staff, rate of office referrals related to
target settings, or random counts on asmall group of
students within the target setting can provide an
index of effectiveness. If the data indicate the planis
not working, re-evaluate. Additional instruction,

supervision, incentives, or practice with feedback

may be needed to improve performance. If data

indicate the plan is working, it is important to con-

tinue the plan for a sufficient amount of time to
insure maintenance.. .
Example

The following case study is provided to illustrate
how one school using EBS approached three prob-
lem settings—the cafeteria, playground and hall-
way transition (see Lewis etal., in press for complete
description of the study).

Overview

Prior to implementing setting-specific strategies,
the team established a set of school rules (be kind, be
safe, be cooperative, be respectful, be peaceful),
provided rule instructions to the students, and es-
tablished a token reinforcement system to provide
an incentive to comply with school rules using tar-
geted social skills. If staff observed students using
social skills related to school rules, they gave stu-
dents “chance tickets” and verbal praise. Students
placed their signed chance tickets into classroom
boxes. Each month at an award assembly classroom
teachers pulled a ticket out of the box and that
selected student could choose anaward (e.g., certifi-
cate for ice cream, small toys). In addition, students
who maintained a high rate of compliance with
school rules, 80% or better, were designated as “gelf-
managers” and were allowed building privileges
(e.g., leave for lunch early, use the restroom unsu-
pervised, run teacher errands). '

The team followed the above recommended plan-
ning activities. Specifically, the team first analyzed
current setting routines and physical structures. It
was determined that entrance and exit doors needed
tobe clearly marked on the cafeteria, certain areas of
the playground that prevented adult supervision

should be made off-limits, and adult supervision
during transitions was needed. Next, the team de-
lineated specific behaviors that reflected the school
rules for each of the three settings (see Table 1).
Third, social skill lessons incorporating each of the
positive examples for each school rule were devel-
oped, Finally, direct intervention strategies for each
setting were developed and implemented following
social skill instruction.

Participants and Setting

All students in grades one through five {approxi-
mately 110 students) participated. Kindergarten stu-
dents were not included because they did not eat
lunch with other students and had recess scheduled
at different times. Students were enrolled in a small
(one class-per grade) suburban elementary school.
Targeted settings for the study included the cafete-
ria, recess, and transition prior to lunch. The cafete-
ria consisted of long tables with open seating and a
single line to pick up school lunches. All students,
grades 1-5, ate lunch at the same time. Recess took
place outside on a playground comprised of black-
top play areas, jungle gyms, sWings, and slides. All
students, grades 1-5, attended recess at the same
time. Transition into the cafeteria was defined as a
large covered breezeway area. Students exited
through two wings of the school building, ascended
or descended a stairway, and entered the cafeteria
through a designated entrance, Prior to the study,
there was no constant adult presence during transi-
tions.

Social Skill Instruction

All social skill lessons were developed by mem-
bers of the team with the assistance of the first
author. Social skill lessons were developed for each
school rule using the team generated list of positive
example behaviors (see Figure 1 for a sample social
skill lesson used to teach playground related social
skills for the rule “Be Kind.”) Each group of setting-
specific social skills were taught daily during a 30-
min home room period in each classroom for ap-
proximately one school week. In addition, following
the week of direct instruction on the setting specific
group of skills, teachers continued to review previ-
ously taught skills verbally for an additional three
weeks. '

Direct Intervention Strategies

Following social skill instruction, setting-specific
interventions and incentives were developed to pro-
fnote practice and use of routines and social skills in
non-classroom settings. Within the cafeteria, awhole
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Table 1. School-Wide Rules & Behavior Examples

Setting Be Kind . Be Safe Be Cooperative  Be Respectful Be Peaceful
Cafeteria + Waijt in line in * Walk- * Keep food on ¢ Put ticket in * Calm voices
order * Keep hands your tray basket * Eat slowly
* Use polite words and feet to self |  Follow adult * Follow adult
* Allow everyone to in line directions directions
sit ¢ Watch out for * Sit at assigned | * Only eat your
others table own food
¢ Open the doors | * Wait to be * Clean up after
slowly dismissed yourself
Playground | ¢ Invite others to * Use equipment | ¢ Agree on * Keep game - Problem solve
join : ' appropriately game rules rules-the same | ° conflicts
¢ Include all who * Stay in before you during the * Return from
= want to play designated start to play game the play-
¢ Accept skill areas * Follow game * Use " ground
differences/teach rules appropriate - : qhietly .
ruies to others * Také turns language (no g
* Include others in put downs)
your activities * Line up when -
whistle blows
Transition | ¢ Keep hands and ¢ Walk + Wait for * Walk quietly | ¢ Walk quietly 7
feet to self * Watch where directions soother ~~  |-* Enter o
* Allow others to you are before leaving students can classrooms
work when you .. walking * Follow rules continue quietly
enter the ' - without adult learning ‘
classroom reminders * Use polite
* Get materials lariguage
out and be * Follow adult
prepare to directions
work as soon
as you enter
the classroom

group contingency strategy was developed. Diiring -

lunch, cafeteria monitors placed a large posterboard
on the wall. Approximately every two minutes, staff
marked a point if the majority (80% or more).of the
students in the cafeteria were complying with school
rules. Once a designated number of points were
earned (80% of possible), all students attended an
ice cream party during afternoon recess,

On'the playground, a class by class group contin-
sency was used. During recess, monitors handed
out elastic hoops for rule compliance. Playground
monitors gave the hoop to the student and provided
verbal praise and feedback (e.g., “nice job cooperat-
ing when you let other students join the game”);
students then placed the hoops on their wrists. After
recess, students reported to the classroom teacher

why they earned the hoop(s) and placed them in the -

class jar . Once the jar was full, each class voted on a
‘reinforcer, :
During transition a pre-correction and active su-
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petvision st‘r-‘atégy was used (Colvin et al., in press)'.
Prior to releasing students for lunch, staff reminded
students of trained transition behaviors. The build--
ing principal positioned herself so she was able to
observe all students during the transition (i.e., ac-
tive supervision). The principal provided positive
reinforcement to those who complied with school
rules (e.g.,, verbal praise and chance tickets) and
provided simple error corrections for non-compli-
ant behavior {e.g., return to the top of the steps and
walk). o ' '

Design and Measurement :

A multiple baseline across settings design was
used to examine the effect of social skill instruction
and direct intervention on the rate of student prob-
lembehavior (Kazdin, 1982). Daily frequency counts
of problem behavior identified as most problematic
by the team were collected during a 10 minute pe-
riod on the playground, cafeteria, and in the transi-



Figure 1. Sample social skill lesson used to teach playground related social skills for the school rule
' “Be Kind.”

School Wide Social Skill Program
Playground
RULE: Be Kind
Skill and Critical Rule ' -
“Today, we are going to talk about Ways to BE KIND to others on the ptayground.”
« what are we going to talk about? .

Ask studants to define what BEING KIND means. Shape their responses into bbservable behaviors (e.g.,
if they say to be 'nice,’ ask for examples of being nice that equate to observable skills such as taking turns,
asking someone-to piay...

“There are several ways to BE KIND to others. For example, we can:

+ invite others to join in our games

« Include all who want to piay

» accept skill differences/teach rules to others:

« include others in your activities.”

“What are some ways we can BE KIND on the playground?”

« Review above key behaviors and any other skills the students identify

Demonstration & Role Play
Demonstration

“t am going to show you some ways to BE KIND and some ways to BE UN-KIND. | want you to watch me
and see if you can tell if | am BEING KIND. _

« Following each demonstration, ask the students if you were BEING KIND. Askwhat you might do instead
during non-examples

Examples

1. Tell someone they can't play the game you areé in.

2 Greet one of the students and ask it s/he would like to swing.

3. Make fun of someone who doesn’t know how to play tour square.
4. Review therules of soccer with peers before start to play. .

5. -Ask a peer if they want to sit by you. o

Role Plays : ' -
Setup a few practice sessions with your students (based on key behaviors of rule) or use older students
to role play APPROPRIATE sxamples of the skill.
» Following each role play review with all students:
‘“Was he/she being KIND?"
“How do you know?”

Review & Test _ _ '
“Today we tatked about BEING KIND on the playground. There are lots of ways to BE KIND.
Ask students to identify key behaviors to BEING KIND. '

Homework o p : , .
“Today, we will be watching you during recess to see if you are BEING KIND to others. After recess | will
ask you to tell me what you did to BE KIND.

» What should you do during recess?
« What am | going to ask you?

" EFFECTIVE SCHOOL PRACTICES, 17(4) SprinG, 1999 43



Itisimportant to remember that Effective
Behavioral Support is-a system of best
practices of staff and student support
and not a scripted set of procedures.
Each school, using the outlined set of
planning steps, develops a plan that
meets the unique needs oftheir students,
staff and building. '

tion period. Counts were collected throughout the
transition period until the majority of students en-
tered the cafeteria (average 5-10 min). :

Results S

Daily counts of problem behavior were aggre-
gated for each setting into a single rate data point.
Daily problem behaviors rates were plotted and
analyzed visually for significant within and between
phase differences (see Figure 2). The School-Wide
Group Contingencies ( pre-corrects, active supervi-
sion, group contingencies) intervention resulted in
reduction of problem behaviors in all three gettings:

Figure 2. Rate of problem behavior across settings, during social
skill instruction, direct intervention, and one, two, and three
month follow-up probes. Dashed phase line indicates change in

group contingency format.

cafeteria, recess and transition
period. Data indicate no differ-
ences between baseline and so-
cialskill instruction phases across
these three settings. In addition,
at one month intervals following
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cessation of the interventions data
indicateclear maintenance effects
in the cafeteria and transition and
moderate maintenance effects on
the playground.

Conclusion
It is important to remember
7 that Effective Behavioral Support
is a system of best practices of
staff and student supportand not

e

RS

ascripted setof procedures. Each
school, using the above outlined
set of planning steps, develops a
plan that meets the unique needs
1 of their students, staff and build-
| ring. It is equally important that
each school insure that any and
all procedures developed are
grounded in empirically vali-
dated practice (positive reinforce-
ment theory, token economy, peer

(Recese]

. \} , \.",,f

Precotrection & Active
Supscvision :

monitoring). Preliminary re-
search investigating the use of
best practice to reduce problem
behavior in non-classroom set-
tings, within the context of a
larger pro-active school-wide sys-
tem, indicates that educators can
effectively reduce problem be-
havior with minimal external as-
sistance (e.g., Colvin et al, in
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press;Lewisetal,, in press; Lewis,
Colvin, & Sugai, in review).
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Inaddition to implementing empirically validated
practices, the following factors have emerged among
those schools who implement EBS effectively (Lewis
et al,, in press; Sugai, 1998). First, an administrator
must be ihvolved in the process. The administrator
does not. necessarily have to provide leadership
within the EBS teamn, but must at minimum support
the teams activities; Second, do not assume a) stu-
dents will know whattodo andb) simply explaining
what is expected is sufficient to impact behavior.
Schools miist teach and provide opportunities to
practice key expected behaviors and social skills.
Finally, schools must keep EBS at the top of the
school priority list. Impacting all students within a
school setting should be viewed as a long term
process necessitating that educators keep EBS at the
forefront. :

While evidence of the effectiveness of proactive
school-wide discipline systems are emerging in the
literature, continued research is needed to assess the
long term impact on children’s behavior, Researchis
alsoneeded to identify the most parsimonious group
of effective strategies and the collateral effects on
academic performance. ¢
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Using Data to Guide Decisions about
Program Implementation and Effectiveness:
. An Overview and Applied Example

Teri Lewis-Palmer, George Sugai, and Stephen Larson
University of Oregon

Abstract: School systems are faced with the difficult task of effectively and efficiently addressing the
increasing and intensifying discipline needs of their students. At the same time, school systems are
experiencing a decrease in available resources and behavioral support. This paper describes a process
desigried to assist schools in their efforts to analyze and interpret data maintained in their current
behavior tracking systems, and to use this information to guide decisions about their intervention -
practices. First, an overview of data-based decision making is reviewed. Second, a process for
establishing data-based tracking systems is described. T hird, an applied example of a school tracking
system is presented and analysis and implications of discipline referral paterns are discussed.

\/ iolence among youth alwayshasbeena concern
among educators. However, recent increases in
the frequency and intensity in youth violence has
left community, family, and school people seeking
solutions. For example, homicides committed by
children 10 to 14 years of age rose from 194 to 301
between 1988 and 1992 (Lacayo, 1994). Similarly,

incidences of armed robbery, murder, rape, and -

aggravated assault have increased. With this in-
crease in violence, the number of high school drop-
outs also has risen. In fact, only two-thirds of our
nation’s youth are expected to graduate from high-
school (National Dropout Prevention Center, 1992).
One explanation for this increase in dropouts is the
educational system’s difficulty to providea full spec-
trum of resources and a structured learning envi-
ronment (Mayer, 1995).

The National Educational Goals Report (1996}
indicates that lack of discipline is one of the biggest
problems facing public schools. Because of this chal-
lenge, schools are struggling to identify better ways
to manage their school environments and to create
and sustain positive structured learning environ-
ments. Wolery, Bailey, and Sugai (1988) define a
structured learning environment as one that is con-
ducive to teaching and learning, provides adequate
space and materials, and provides a normal educa-
tional experience. They indicate that without this
rich environment, students will have difficulty func-
tioning to the highest of their potential. Unfortu-
nately, creating and sustaining these proactive con-
texts is difficult as levels of inappropriate behaviors
in schools increase and resources in schools de-
crease (Sugai & Homner, 1994). As aresult, more time

is being spent on reactive classroom and behavior
managementand less onacademic instruction (Baker
& Zigmond, 1990}. '

Fortunately, a technology for developing and
sustaining more proactive and structured learning
environments exists (e.g., Colvin, Kameenui, & Sugai,
1993; Gottfredson, 1997; & Gresham et al., in press).
This technology emphasizes the creation of school-
wide structures and procedures to support the use
of positive support for all students and staff across
all school settings (see Sugai & Horner, 1996).

Data-based decision: procedures are
used to identify and define problems,
select interventions, evaluate the
effectiveness of an intervention, and
guide modifications of existing programs
and activities.’

However, to sustain the use of a systematic ap-
proach to positive behavioral support, procedures
must be in place to enable informed and accurate
decisions about whether adequate gains are being
achieved and what actions should occur next. Data-
based decision procedures are used to identify and
define problems, select interventions, evaluate the
effectiveness of an intervention, and guide modifi-
cations of existing programs and activities. It is not
enough for schools to be concerned about discipline
and safety or to implement programs and interven-
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tions to reduce discipline and safety concerns. Schools
must use data to identify their specific needs and to
determine if selected programs and interventions
match their needs. Furthermore, schools need to
continue data based decision making to determine if
initial assessment decisions were accurate. In par-
ticular, they need to consider whether their efforts at
increasing proactive school-wide discipline have
veen effective. '

Previous research has demonstrated the useful-
ness of existing data systems in school-based deci-
sion making. Colvin et al., (1993) developed a pro-
gram to train teachers to evaluate the effects of
school-wide behavior supports on student behay-
ior..Researchers evaluated a “teacher of teachers”
intervention after analyzing the school’s discipline
referral data. By identifying patterns and trends
across the school year, and comparing the results to
a control school receiving no training, they were
able to make informed conclusions regarding the
effectiveness of their efforts. Their analysis focused
on the number and types of referred behaviors,
students with multiple discipline referrals, and lo-
cation behavioral events.

Using similar data analysis techniques, Tobin,
Sugai, and Colvin (1996) evaluated discipline records
m three middle schools to test if discipline referral
patterns during the first three months of school in
sixth grade could serve as reliable predictors for
chronic behaviors and poor social adjustment later
in middle school. By analyzing discipline referral
data, these researchers were able to identify indi-
viduals who had demonstrated difficulty behaving
appropriately early in their school career, and pre-
dict the activity of the same individuals later in their
educational experience. Other studies have used
discipline referral data (Gottfredson, Gottfredson,
& Hybl 1993; Hall, 1997) to look at discipline referral
data and identify patterns and trends across each of
the schools to make informed decisions. ,

The purpose of this paper is to describe a process
designed to assist schools in their efforts to analyze
and interpret data maintained in their current be-
havior tracking systems and to use this information
o guide decisions about their intervention prac-
tices. First, an overview of data-based decision mak-
ing is provided. Second, a process for establishing
data-based tracking systems is described, Third, an
applied example of a school tracking system is pre-
sented, and analysis and implications of discipline
referral patterns are discussed.

Overview of Data-Based Decision Making

In effective systems of behavior support, student
behavior is monitored continuously, and data are
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used by staff to make data-based decisions (Sugai &
Horner, 1996). In this process, types of questions, -
data, and decisions must be considered.

Types of Questions -

The data-based decision making processinvolves
two main types of questions: (a) initial assessment
questions and (b) on-going evaluation questions.

Initial assessment questions.[sub3) Initial assess-
ment questions allow a school to assess théir current
strengths, weaknesses, and needs. By asking these
questions, schools can determine where to focus
their system change efforts and increase the likeli-
hood that these efforts will be effective and efficient.
Additionally, initial questions can assist schools in
determining what type of intervention or program
best meets their needs. Initial questions might in-
clude the following: (a) What is the nature of recent
behavioral incidents (e.g., number of referrals per
day per month, type of behavioral incidents, loca-
tion of behavioral incidents)? and (b) Whatbehavior
supports are in place and to what degree must they
be improved? Information collected to answer these
questions is used to establish priorities and develop
implementation action plans,

On-going evaluation questions, Once initial de-
cisions have been made about where to focus efforts
and what type of program is going to be imple-
mented, data are used for on-going evaluations.
Several types of evaluation questions can be ad-
dressed: (a) What is the impact of current behavior
support efforts? (b) How do the outcomes of two
program interventions compare? and (¢} Are build-
ing staff satisfied with the impact of an intervention
effort?

Types of Data
After the specific question(s) are determined, the
next step involves deciding on the type of data to be

- collected. Different types of data require differing

levels of effort and expertise. A general rule of
thumb is to choose the simplest type of data that will
answer the question(s). Four general types of data
should be considered.

Archival review/permanent product. The collec-
tion of archival review/permanent product data
involves a review of items produced by the student
(e.g., assignments, graffiti) or written by others about
the student (e.g., assessments, discipline referrals).
Because these data are permanent, educators have
more flexibility in where and when data are ana-
lyzed. The major drawback is that this data source
represents an indirect measure of behavior and can

_ be unreliable.



Rating/survey. The use of rating scales and sur-
veys represents an easy method for collecting data
because students, parents, and/or school personnel
write responses to specific behavior support related
questions. Respondents mark numerical rankings
or scores, or write answers to open-endecl guestions.
This data source is convenient and can require mini-
mal analysis to summarize results. Additionally,
ratings and surveys canbe distributed one time orat
several times, and results canbe compared to deter-
mine if change has occurred. One drawback is that
obtained data are indirect measures of actual behav-
joral events because respondent opinion or percep-
tions are used.

Interview. Similar to ratings and surveys, inter-
views provide an easy to administer and analyze
data source. Interviews can be conducted with staff,
faculty, students, parents, and community mem-
bers. Although interviews allow for clarification
and further questioning, they still do not provide a
direct measure of behavior. However, data from
interviews are informational and can be collected at
several times and from several groups to answer
evaluation questions.

Observation. To obtain a direct measure of stu-
dent or staff behavior, direct observation data col-
lection strategies should be employed. In general,
direct observation involves targeting specific be-
haviors, identifying contexts or settings in which
these behaviors are of concern, and recording be-
havior as they occur,

Types of Decisions -

Once questions have been developed, data
source(s) have been identified, and data collected:
and summarized, answers to evaluation questions
can be developed. Several types of data-based deci-
sions are possible.

Begin. Data can be used to determine whether a
new program needs to be initiated and which one
might be the most appropriate program to initiate.
These data also can guide decisions about where
and when to begin new programs.

Continue, Once programs or interventions are in
place, data can be used to evaluate effectiveness and
progress. If programs are associated with satisfac-

tory levels of desired change, then a decision to

continue the program or intervention might bemade.

Modify. Sometimes data will reveal that pro-
grams are not producing the level or rate of change
desired. Data can be used to determine what aspects
of a program should be modified and often can
provide information about how to modify the pro-
gram. :

Terminate. An analysis of program evaluation
data can lead to a decision to terminate or end a

_program. A terminate decision can result if a pro-

gram is associated with ineffective progress or ifa
program hasbeen successfuland isno longer needed.

Creating a Data-Base System

Before a data-based decision making system is
created, four guidelines should be considered: (a)
data must be readily available, (b) procedures for
collecting data must be easy to use and not be staff/
resource/time expensive, (¢) purposes for using data
must be relevant to on-going activities, and (d) small
number of questions should be addressed.

Given_these considerations, the questions must
be identified and clearly defined. Questions should
be (a) based on information from initial assessments
or on-going evaluations, (b) related to school im-
provement targets or objectives, and (c) written in
measurable and observable terms. o

After relevant and measurable questions have
been identified, the next step involves identifying
what data are to be collected and from where. These
data mustbe readily available and easily collectable
to minimize the amount of staff resource and time
involved in data cotlection, manipulation, and analy-
sis. In addition, it is important to specify (a) who will
collect the data, (b) how they will collect the data, (c)
how often data will be collected and summarized,
(d) how the data will be displayed (i, table or
graph}, (e) who will be responsible for creating data
displays and, (f) how the displays will be produced.

The final step in developing a monitoring system
is to determine how the data displays will be used,
by whom, how often, and where, Natural data cycles
(e.g., monthly team meetings, bi-monthly staff meet-
ings, six-week grading periods) should be consid-
ered because they are regular and consistent, and

“allow for timely decision making. Waiting until the

end of the school year for a summative review of
programs does not allow for timely evaluation and
modification. Figure 1 summarizes the steps out-
lined by Colvin and Sugai (1996) in a matrix that can
be used to develop a monitoring system.

Case Study

The following case study illustrates how ayail-
able data (i.e., discipline referrals) were used to
characterize and evaluate the status of behavior
support in an elementary school. Although disci-
pline referral data represent an indirect measure of
student behavior and are a reflection of an interac-
tion between a teacher, a student, and office staff,
they ‘are useful indicators of the status of disciplin-
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Figure 1. Procedures for developing and monitoring school-

management implementation.

the 1997-1998 school year the
support team monitored disci-
- pline referral information on a

monthly basis and compared
this information to data from
the same month in the previ-
ous year. Thus, effectiveness of
interventioh and program ac-

tivities could be evaluated on a
monthly basis. As a result of
the discipline referrals the teamn

developed lesson plans for the
playground around appropri-

atebehaviorand taught lessons
on the playground to all stu-
dents,
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ary action and allow for within-school comparison
and evaluation.

Participating School

The elementary school (K-5) was located in a
suburban area of the Pacific Northwest and was a
participant in an on-going school-wide behavior
support project. A seven-member team was estab-
lished to lead the efforts to improve school-wide
behavior support. Discipline referral data reported
in the case study were from the school’s first year in
the behavior support project. The team requested

assistance with summarizing

A total of 292 discipline re-
ferrals were recorded for the
1996-1997 school year. Of the 292 referrals, 192 (65%)
occurred on the playground, followed by 59 (20%)
within the classroom (Figure 2). The majority of
discipline referrals involved fighting/aggression
(63%) and defiance/failure to follow directions (21%)
(Figure 3). The highest rate of discipline referrals
occurred in November with 3.2 discipline referrals
per day per month. In May, 2.6 discipline referrals
per day per month were processed (Figure 4). The
majority of students who received discipline refer-
rals during the school year received either one (91)
or two (30) (Figure 5). Two students received 12 and

its discipline data for use in
decision making, Throughout
the school year the behavior

Figure 2. Discipline referrals by location of occurrence

for 1996-1997
school year. : n '

support team participated in
on-going training activities in-
cluding how to analyze data to
make decisions. Theenrollment -
was about 570 students, Staff
consisted of 34 certified, 13 clas-
sified, and 1 administrative per-
sonnel. : :

Type of Questions S
Theschoolbehavior support
team initially completed an as-
sessment of discipline referral
records from the previous year
toidentify strengths and weak-
nesses and to determine the
focus of its activities in the 1997-
1998 school year. Throughout

Flayground Classroom Cafeteria Bus Gym/PR Hallway Bathrosm
Location
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“* Figure 3. Discipline referrals by type of behavior for 1996-1997

school year.

Initially the team focused on re-
defining the school-wide expecta-
tions and simplified them to “Be

;“m]

el

. Number.of Refermals
5 8 = 8 8

2

Kind,” “Be Safe,” and “Be Respon-
sible.” First year activities in-
cluded (a) presenting the new ex-
pectations to staff and incorporat-
ing staff feedback, (b) defining the
expectations for all school settings
(i.e., classroom, hallway, play-
ground, cafeteria, bus, restroom,
office), (¢) teaching the students
the new expectation through daily
classroom lessons, and (d) estab-
lishing a school-wide recognition
system to encourage and acknowl-
" edge students exhibiting appro-
priate behavior. Based on infor-

Harras/Innap. Beh,
Behavior

Profanity

Fighing/Ager. Defiance/Dircet

— mation from the staff survey the
Theft team also (a) established a “buddy
system” for students having diffi-

Figure 4. Discipline referrals per day per month for 1996-1997

school year.

culty during class, (b) established
a teacher support team for teach-
ers to receive assistant for indi-

35

2.5

0.5

Sept. Oct. Nov. Dec. Jan.
Month

Feb, Mar, April

vidual students; and {c) created
~“helpful hints” cards for staff to
refer to when responding to mi-
nor behavior problems outside of
. their classrooms with students
unfamiliar to them. In addition,
the team continued to monitor dis-
cipline referrals for physical ag-
gression to determine where and
when this type of problem behav-
jor was most and least likely to
occur and what behavior support
response was required, if any.
Because November and May had
the highest discipline referral rates
during the previous year, the team
has considered implementation of
additional incentive or booster/

13 discipline referrals each over the year, and one
student received 33 discipline referrals in one year.

Type of Decisions

The behavior support team within the school
used the discipline referral information and the re-
sults from a staff needs assessment survey to plan
activities and focus implementation efforts for the

1997-1998 school year. Based on their analysis of
these data, the team developed an action plan that -

~focused on procedures to.identify, teach, and en-
courage appropriate behavior on the playground.

reminder progr_ams in October and April. Students
who received more than 10 discipline referrals in the

previous year were targeted for specially designed

interventions.
In the second year, the teacher support teams,

. buddy sj(stem, and school-wideincentive/acknowl-

edgment programs were continued, Furthermore,

' the teamn began to address the needs of the students
_ with chronicbehavior problems as identified through

teacher requests and high rates of discipline refer-
rals and to learn how to conduct functional assess-
ments to determine the features of behavior support
plans.

Errective ScHooL Pracrices, 17(4) SPrING, 1999 51



Figure 5. Discipline referrals by repeat offenders for 1996-1997

school year,

changes can be made to increase
effectiveness? To benefit from ex-
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isting empirically validated prac-
tices, schools must be able tomake
data-based decisions that include
both initial assessment and on-
going evaluation decisions. Addi-
tionally, the data system must be
effective and efficient for the school
toimplement. Therefore, decisions
about data systems must reflect a
balance between the degree of in-
formation required and the re-
sources necessary to collect the
data. Figure 6 represents a sum-
mary of the types of data available
(e.g., interview) and specific ex-
amples of measurementstrategies,
accessibility of data sources and
resource requirements. For ex-
ample, if aschool decides to assess

0 3 1

Discussion Lo
Schools are searching for strategies to ‘address the
increasing and intensifying social behavioral needs
uf their students. Although several program options
are available to address these concerns, schools must
determine which program will work best for their
unique setting. Data-based decision making is criti-
cal to effectively addressing school-wide discipline
and safety issues. First, schools need to rely on data
to determine {a} what specific need must be ad-
dressed, (b) where to emphasize instruction and

the impact of a school-wide strat-
egy, a data collection system that would measure
several students with minimal effort (e.g., discipline
referrals, surveys) would be developed. However, if
a school needs information about an individual stu-
dent requiring individualized support, it may need
to develop a data system that requires more time
and more intensive direct observation procedures.
The goalis for schools to improve their capacity to
match the level of information required with the
type of data available and select options that are
effective and efficient. Data collection decisions re-

intervention, (c) what type
of intervention to imple-
ment, and (d)} what type

Figure 6. Summary of Matching Types of Data to Level of

School-wide System

of learning should be tar-
geted (i.e., acquisition, flu-
ency; maintenance, and/
or generalization).. Sec-
ond, schools also must
rely-on data to determine
if the interventions and
wtrategies implemented
havebeen effective, forex-
ample, (a) Was there suf-
ficient change in: the
behavior(s) of the stu-
dents? (b) Did appropri-
ate behaviors increase
while inappropriate be-
haviorsdecreased?and {¢)
If the intervention wasnot
effective, why, and what *
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To benefit from existing. empmcally
‘vahdared pracnces schools must be
_.able to make data-based decisions that
include both initial assessment and on-
going evaluation decisions. Additionally,
the data system must be effective and
efficient for the school to implement.
Therefore, decisions about data systems
-must reflect a balance between the
degree of information required and the
resources necessary to collect the data.

quire a balance bétween the reliability of the data
and the level of detail needed to make an informed
decision. ,

The main message in this paper is that data are

nmportant to make sound behavior support deci-

sions. Many forms of data are available or can be
collected in schools. The objective is to use data that
are easily available and collectable. However, as the
seriousness or importance of the question increases,
the ease of implementation of the data collection
procedures and the accessibility of the data source
may need to be modified to include data that are
more difficult to obtain. @
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Universal School Discipline Strategies:

Facilitating Positive Learning Environments

Terrance M. Scott, Ph.D. :
C. Michael Nelson, Ed.D.
University of Kentucky

Abstract: This paper addresses school responses to problems of student discipline. Disciplinary
 policies and practices that have been ineffective are presented, followed by a review of research
documenting successful practices that address school-wide disciplinary issues. Although a volumi-
nous literature concerning best practices exists, much of the information pertaining to the manage-

ment of challenging student behavior has been published in special education journals. As the
movement to fully include students with disabilities in general education programs expands, it is

important that regular and special educators who collaborate in such programs have the same
knowledge base regarding strategies that are effective. '

¢

H t's 12:00 PM and the lunch bell rings at an average
middle school in America. While students busily
scurry out of classrooms and toward the exits, teach-
ers arrange the stacks of ungraded papers on their
desks and prepare to transition to their.own lunch.
Out behind the gym, a crowd gathers. There’s no
Jegitimate reason for students to occupy this area,
s:1ll, there are no'specific rules against it and, thus,
the teachers going to lunch do not notice the stream
of students moving to this area. The faculty’s re-
sponse is not apathetic, it’s just that no teacher has
specifically been assigned the task of monitoring
student movements between classes. At 12:04, be-
hind the gym, two students begin fighting before a
large audience of their peers. At 12:05 one student is
struck in the side of the head and knocked to the
ground, unconscious. The group audibly gasps be-
fore quickly scattering away from the area. This
catches the attention of a passing teacher who rushes
to the aid of the student. )

At the schoolboard meeting that week, concerned
parents demand to know what will be done to en-
sure-the safety of their children. In quick response,
the board assures the parents that such violence will
not be tolerated. The student perpetrator in ques-
ion is expelled from school.

This paper is an abridgment of a more comprehensive
treatment of this topic entitled “Best Practices in School
Discipline I: School and Classroom-Wide Strategies” and
submitted to Elementary School Journal for publication.

Author adl!razs: Department of Special Education and
Rehabilitation Counseling, 229 Taylor Education Build-
ing, University of Kentucky, Lexington, KY 40506-0001.
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The violence and outcomes in this scenario are
typical of everyday occurrences in many American
schools. Also typical is the manner with which this
problem was addressed. That is, school-wide disci-
pline policy typically is designed to react to rather
than to prevent dangerous and disruptive behav-
iors. The number of aggressive and violent acts in
public schools has reached erisis proportion (Bul-
lock, Reilly, & Donahue, 1983; Horne & Sayger, 1990;
Hranitz & Eddowes, 1990; Rutherford & Nelson,
1995). Beyond the most obvious consequences, stu-
dents with disruptive behaviors affect not only their
own level of academic engaged time but also that of
their peers (Pomplun, 1997). Approximately 8% of
junior and senior high school students report miss-
ing school out of fear of the conflict and aggression
occurring in the classroom (Hranitz & Eddowes,
1990). Clearly, the incidence of challenging behav-
iors in our school system is beginning to demon-
strate an effect on the overall quality of education.

Although dangerous and disruptive behaviors
are cited by teachers as being the most difficult issue
with which they deal on a daily basis (Bannerman,

‘Eachyear, the U.S. spends over 1 billion

dolflars on juvenile corrections facilities
alone. Yet, the concrete costs of
incarceration and rehabilitation pale in
comparison to the cost of a wasted life -
divorce, inability to hold a job, failure to
provide for children, and the continuing
victimization of responsible citizens.




If all students are to be served in a
.manner that precludes their exclusion
“from public E6hools while stil maintaining

a positive learning environment,

educators must develop school-wide

systems of proactive behavioral support
that are implemented and owned by the
entire school staff.

1987; Safran & Safran, 1987, 1988; Tausig, 1985), the
costs of dealing with these students in the school
system must be balanced against the cost of exclud-
ing them. Each year, the U.S. spends over 1 billien
dollars on juvenile corrections facilities alone. Yet,
the concrete costs of incarceration and rehabilitation
pale in comparison to the cost of a wasted life -
divorce, inability to hold a job, failure to provide for
children, and the continuing victimization of re-
sponsible citizens. Providing children with social
and academic skills of prevention is cheaper than
providing ‘them with social and correctional ser-
vices for the remainder of their lives. If all students
are to be served in a manner that precludes their
exclusion from public schools while still maintain-
ing a positive learning environment, educators must
develop school-wide systems of proactive behav-
ioral support that are implemented and owned by
the entire school staff.

The purpose of this paper is to present a review of
the essential features of a proactive school-wide
discipline program. We begin with a brief review of
school practices that are inequitable and have been
ineffective. Next, we describe a range of best prac-
tices, including early intervention, effective prac-
tices regarding school-wide discipline, classroom
management, effective instruction, and alternative
placement. The research base concerning these strat-
egies will be documented. Finally, we present a set
of recommendations designed to guide educators
toward a systematic approach to developing sys-
tematic school-wide policies and procedures.

Challengmg Behavmrs A School-Wide
Problem

Several factors provide evidence of the need for
- school-wide prevention and support strategies. These
include, on the one hand, disciplinary prachces that
- are ineffective, and edtcational groupings that are
poorly conceptualized and supported. On the other
hand, advances in early detection and early inter-

vention have increased schools’ potential to meet
the need for more effective approaches.

Historicaily Inequitable Practices Applied to
Specific School Populations
Students identified under the federal definition

- for serious emotional disturbance (more commonly

referred to as emotional and behavioral disorders,
Council for Children with Behavioral Disorders,
1990) traditionally have been suspended, expelled,
or otherwise excluded at a higher frequency than
other students (Borthwick-Duffy, Eyman, & White,
1987; Patterson, Reid, & Dishion, 1992). Further,
students with EBD have the lowest rate of high
school completion of any disability group (42%) and
are more likely to be incarcerated while in school
than any other group of pupils (Chesapeake Insti-
tute, 1994). Yet, this population of children, while
easily visible due to their special education label, is
not responsible for most disruptive and violent school
behaviors (Wentzel, 1993).

In addition to students with EBD, members of
mmonty groups, males, and students from low so-
cioeconomic status backgrounds also are more likely
to be subjected to exclusionary practices (Cooley,
1995; Costenbader & Markson, 1994; McFadden,
Marsh, Price, & Hwang, 1990; Panko-Stilmock, 1996;
Shaw & Braden, 1990; Skiba, Petersen, & Williams,
1997). However, special treatment screening that is
focused solely on students with these characteristics
ignores the numbers of pupils with challenging be-
haviors who do not fit these demographics. Rather,
sereening attempts should effectively screen all stu-
dents to identify those at risk of school failure.

Although historically, disruptive, acting-
out, and noncompliant behaviors have
been thought of as symptomatic of EBD,
‘the perpetrators of disruptive andviolent
behavior in schools actually are a
heterogeneous group of students who
cannot be solely characterized by
identified disability.

Many of the students included in the above groups
may be characterized or identified as conduct disor-
dered, antisocial, delinquent, or as exhibiting
attentional deficits and/or impulsive behaviors
(ADHD). The large group of pupils, comprised of
unidentified students with EBD, those with other
conditions not considered educational disabilities,
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and those at-risk for such labels, no doubt accounts
for a significant portion of those students who dis-
play disruptive and dangerousbehaviors. Although
historically, disruptive, acting-out, and noncompliant
behaviors have been thought of as symptomatic of
EBD, the perpetrators of disruptive and violent be-
haviorin schools actually are a heterogeneous group
of students who cannot be solely characterized by
tientified disability (Wentzel, 1993).

Behavior management and intervention

with children exhibiting behavioral
disabilities generally has been the

domain of the special education teacher.
However, as inclusive school reforms

prescribe that all students be included
in the regular education environment to

a degree not experienced previously,

the challenge of handling these children

no longer can be fooked upon purely as

a special education issue,

The single most common denominator among
students at-risk for behavioral deviation is poverty.
Education always has been viewed as a mechanism
for counteracting the negative influences of poverty
(Carlson, 1996), and early intervention programs
(e.g., Headstart) aimed at students with low SES
have been found tobe generally effective in facilitat-
ing academic skill development (e.g., Gersten, Becker,
& Heiry, 1984; Gersten, Darch, & Gleason, 1988).
However, to date, educators and the public have not
accepted a set of procedures that are effective in
identifying students at-risk for school disruption
and violence or for early intervention.

Historically Ineffective Policies and
Interventions

Traditional interventions for students with chal-
lenging behaviors largely have been reactive and
wiegative, employing punishment and hierarchical
exclusions (e.g., in-school suspension, suspension,
and expulsion, Center & McKittrick, 1987; Uchitelle,
Bartz, & Hillman, 1989; Walker et al., 1996). How-
ever, substantial evidence exists that a reliance on
negative intervention is ineffective in fostering posi-
tive behavioral changes (Shores, Gunter, & Jack,
1993; Sulzer-Azaroff & Mayer, 1991). Yet teachers
consistently dispense significantly more reprimands
and disapprovals than praise, and student compli-

56 Errective SCHoOL PrRAcTICES, 17(4), SPRING, 1999

ance largely goes unrewarded (Cantrell, Stenner, &
Katzenmeyer, 1977; Gunter, Denny, Jack, Shores, &
Nelson, 1993; Shores, Gunter, & Jack, 1993; Shores,
Jack, Gunter, Ellis, DeBriere, & Wehby, 1994). The
need for positive interventions is even greater when
dealing withbehaviorally volatile children, yet praise
seldom is used with students who have histories of
challengmg behavior, even when they are engaged
in appropriate behaviors (Denny, Epstem & Rose,
1992; Gable, Hendrickson, Young, Shores, &
Stowitschek, 1983; Strain, Lambert, Kerr Stagg, &
Lenkner, 1983). .

The Move Toward Inclusion

Behaviormanagementand intervention with chil-
dren exhibiting behavioral disabilities generally has
been the domain of the special education teacher.
However, as inclusive school reforms prescribe that
all students be included in the regular education
environment to a degree not experienced previ-
ously, the challenge of handling these children no
longer can be looked upon purely as a special edu-
cation issue.

While inclusionary practices may increase the
number of students in general education classrooms
who need specific behavior management plans, in-
clusion is not the cause of the escalating rate of
disciplinary challenges in regular classrooms. How-
ever, attempts to include students with these needs
without first developing a clear plan to support their
challenging behaviors leads to a sense of frustration
and failure on the part of general education teach-
ers. It is true that the regular school environment
exposes children to appropriate peer models, but
the simple act of placing these students into these
inclusionary environments, without benefit of effec-
tive individual and school-wide discipline plans, is
not sufficient to change their behavior (Cartwright,
Cartwright, & Ward, 1988; Jenkins, Speltz, & Odom,
1986; Schloss, 1984).

Best Practices in School-Wide
Intervention

Disruptive and dangerous behaviors are exhib-
ited across a range of students and affect virtually all
staff and students in a school. Therefore, effective
interventions must be designed, implemented, and
evaluated by a school-wide team of regular and
special education teachers, administrators, and staff.
Several authorities on behavioral interventions
(Nelson, 1996, Walker, Colvin, & Ramsey, 1995)
have identified multiple levels of intervention that
are appropriate for different types of studentbehav-
ior. Universal interventions are applicable to entire



- By establishing multi-level interventions
and basing decisions regarding which
level to apply on the basis of student
response to less intensive interventions,
schools can use available resources
more efficiently and effectively, while
also reducing the wholesale use of
strategies whose effectiveness
diminishes with overuse (e.g., in-school
suspension).

groups of students (e.g., the population of a school
or a classroom). These interventions are proactive
and are based on commonly understood rules and
routines. Examples of universal intervention prac-
tices are school-wide rules, routines for common
student areas (lunchroom, bus waiting area, hall-
ways), and ecological arrangements to deal with
student movement and crowding (Nelson & Colvin,
1996). While all students benefit from universal in-
terventions, those pupils whose compliance with
normal school expectations and routines is marginal
are the group most affected. Targeted interventions
are individualized strategies designed specifically
for students whose responses to universal interven-
tions is less than desired. A third level of interven-
tion, wraparound planning, is a team-based approach
in which student characteristics and needs are ad-
dressed through comprehensive planning and in-
tervention across multiplelife domains {Eber, Nelson,
& Miles, 1997). :

Each successive level of this hierarchy represents
amore intensive degree of specific intervention plan-
ning. By establishing multi-level interventions and
basing decisions regarding which level to apply on
the basis of student résponse to less intensive inter-
ventions, schools can use available resources more
efficiently and effectively, while also reducing the
wholesale use of strategies whose effectiveness di-
minishes with overuse (e.g., in-school suspension).

The remainder of this paper describes a variety of
interventions that have been effective in universal

“(i.e., school-wide) applications.

Screening and Early Intervention

Though a significant proportion of students are
involved in behaviors warranting office referral at
some time during their schooling, the majority of
behaviors leading to suspension generally are ex-
hibited by a relatively small number of students

(Costenbader & Markson, 1994). Research indicates
that significant adjustment problems can be pre-
dicted at a very early age simply by the presence of
specific antispcial behaviors (Hinshaw, Han, Erhardt,
& Huber, 1992). These findings suggest that system-
atic screening procedures can be used to identify
students whose current behaviors are predictive of
engagementin disruptiveand violentbehaviors long
before such behaviors become serious challenges.

Identification of children at an early age is most
efficiently completed by screening all children dur-
ing their first school placement; allowing school
personnel to identify students with challenging be-
haviois at the earliest possible opportunity. Because
the first school years are likely the first situation in
which a child will be observed by teachers and other
professionals, this setting is the most efficient to
institute systematic screening procedures (Hersh &
Walker, 1983). Efficient screening procedures must
be capable of assessing all students at the initial
screening level, identifying possible at-risk students
and providing them with early intervention services
or referring them on to more intense levels of assess-
ment. Two such “multiple-gating” systems, System-
atic Screening for Behavior Disorders (Walker &
Severson, 1990} and the Early Screening Project
(Walker, Severson, & Feil, 1994), have been vali-
dated widely for use in screening for children with
challenging behaviors.

School-Wide Rules, Routines, and Procedures
Walker et al. (1995) describe discipline as an in-
strument that allows instruction and learning to
take place. School-wide discipline refers to the ex-
tension of traditional discipline to the entire school
building, implemented by agreement across all school
staff. This systematic approach has been widely
advocated as a best practice in preventing and mini-
mizing disruptive and dangerous behaviors (Ameri-
can Psychological Association, 1993; Colvin,
Kameenui, & Sugai, 1993; Nelson & Colvin, 1995;
Nelson, 1996; Walker etal., 1995; Walkeretal., 1996).
Furthermore; applied research on school-wide dis-
cipline procedures has found such practices to be
effective in decreasing the number of challenging
behaviors and increasing academic scores (Colvin et

" al., 1993; Nelson, 1996; Walker et al., 1995),

Nelson (1996) has identified four areas on which
school-wide discipline plans must focus. First, eco-
logical factors throughout the school must be as-
sessed and arranged to minimize the potential for
disruptive or dangerousbehaviors. Examples of such
arrangements include setting boundaries that keep
all students in areas where they can be monitored,
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arfanging student schedules to minimize the num-
ber.of students in a given area at one time or to avoid
problems with large groups or potentlally volatile
combinations of students in a given area. For in-
stance, if the cook notices that students push and
“argue in the lunch line when more than one class at
a time is released for lunch, a staggered lunch sched-
ule might be constructed, or the cook might be
mvolved in signalir\g the release of classes to lunch
" as the line decreases in length.

- The second organizational practice identified by
Nelson involves establishing and instructing stu-
dents and staff in clear behavioral guidelines. This is
accomplished by analyzing routines according to
tHeir intended outcomes, in terms of desired student
behaviors, specifying thesebehaviors as school-wide
rules, and then teaching those behaviors to students.
Once rules have been estabhshed they should be
available in a written form and posted for public
viewing within the school. Different sets of rules, or
variations in school-wide rules, can be developed
for specific occasions. For example, on the play-
ground, staff can create a list of rules for each game,
write the rules on a poster, and then post those rules
on or near the playground.

In addition to implementing school-wide
rules and routines, effective school-wide . .
discipline involves the creation of clear
‘and consistent procedures for reacting
to and documenting episodes’ of
disruptive and dangerous behavior.

The third practice is active supervision of stu-
dents in the school environment. Supervision should
be available for every area of the school in which
students may congregate. Although school rules
should designate those areas that are:particularly
difficult to supervise as out of bounds, such areas
will continue to require some degree of monitoring
tn be certain that students do not congregate. Some
areas may be monitored from a stationary point;
others will require roaming from one area to the next
in order to adequately supervise student behavior.

The fourth practice is to provide disciplinary re-
sponses to inappropriate behavior in a timely and
consistent manner across situations. These responses
require clear decision rules that are set by the school
staff, with agreement to enforce consistently across
students and incidents. When misbehaviors do oc-
cur, it is imperative that teachers react immediately
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and consistently. Behaviors often perceived as petty
and annoying (and therefore often overlooked by
staff) approach the limit of school orclassroom rules
and are predictive of more chronic and disruptive
behaviors (Patterson, 1982). Therefore, it is impor-
tant to intervene early, when these initial behaviors
occur, rather than waiting for escalation which may
result in more seriously disruptive behaviors. -
-Other authorities have proposed similar models

.(e.g., Colvin et al,, 1993; Walker et al,, 1995). Each

model includes empirically derived best practice
strategies for preventing and controlling disruptive
and dangerous behaviors. Other common character-
istics of these models are clear statements of rules,
teacher-led modeling of examples, student practice
with guidance and feedback from the teacher, and
then independent student practice with a corrective
teaching sequence for errors and praise for success.
These procedures characterize an instructional, as
opposed to a control and containment model. That
is, little difference exists between the assessment,
teaching, and monitoring of systematic disciplinary
procedures and that of an effective instructional
sequence used to teach a common academic skill
{Colvin & Sugai, 1988). The teacher’s ability to use
instructional practices that facilitate a high degree of
student success relative to error is key to maintain-
ing a positive environment. These strategies do not
require major investments in new technology or
staff training. Rather, they are straightforward prac-
tices that many good teachers use anyway. The key

is their school-wide adoption and consistent use by
all staff, including those who are not involved in
instruction.

In addition to 1mplementmg school-w1de tules
and routines, effective school-wide discipline in-
volves the creation of clear and consistent proce-
dures for reacting to and documenting episodes of
disruptive and dangerous behavior. For example,
playground monitors might carry a whistle or air
horn to signal other staff when assistance is neces-
sary ormay carry laminated 3 X 5 signal cards which
can be used via a student runner to gain attention
and assistance from other staff members, Such sig-
nal cards may contain messages such as “fight, need
help,” “student injured, nged medical assistance,”
etc. In addition, teachers should develop an effi-
cient system for accessing assistance. In the absence
of a room phones or intercom systems, teachers
agam may use a student runner or other signal to
gain necessary attention and assistance. Key to the
success of any communication protocol is the degree
to which it is pre-planned and understood by all
members of a school staff, :



Further, when disciplinary actions are necessary,
it is crucial that the names and actions of the stu-
dents involved be included in a school data base so
that repeat offenders or those engaging in particu-
larly dangerous behaviors may be tracked and
handled according to established disciplinary pro-
cedures.

One method for tracking studerits and their prob-
lem behaviors is to provide each staff member with
a number of behavioral tracking forms. For each
occurrence of problem behavior, a staff member fills
outa form and sends it to a designated person in the
school (e.g., counselor, dean of discipline, assistant
prmcnpal etc.). This information then can be orga-
nized in a notebook by student name or can be
entered into a data base. The important outcome is
information regarding the types of behaviors, indi-
vidual students, times, and/or locations that are
most frequently associated with problems. This in-
formation can be used to create rules, routines, and
procedures that effectwely preclude those prob-
lems.

Classroom Management

Procedures for the management of classroom en-
vironments are small scale versions of school-wide
discipline plans. The classroom teacher and support
staff must arrange the classroom to avoid areas
where the potential for disruptive behavior is great.
Such arrangements may involve increaging space
between student desks, providing sufficient areas
for moving from one setting to another, avoiding
certain settings (e.g., open windows, unobservable
areas), and removing problematic or otherwise dis-
tracting stimuli (e.g., extracurricular items). Much
of the actual arrangement of the classroom will be
dictated by the rules and routines of the class in
conjunction with targeted academic outcomes.

The creation and management of clear
classroom routines is a relatively simple
method of preventing potentially
disruptive behaviors, '

In general, rules will be more effective when

behaviors are defined specifically and worded in a
positive manner. That is, rules should suggest what
students should do as opposed to what they should
not do. For example, a rule instituted fo prevent
students from shoving in line might read “keep
hands and feet to self.” This rule effectively covers

shoving, because keeping one’s hands and feet to
one’s self is incompatible with shoving. The number
of rules that are posted should be few (5 or less is
ideal) and the wording of each rule should be brief
so that students will be able to find and read rules -
easxly when prompted. The purpose of posted rules
is to (a) provide proactive prompts which increase
the probability of a student meeting classroom be-
havioral expectations and (b) provide a foundation
of consistency from which disciplinary action canbe
referred. When a teacher must respond with a disci-
plinary action, the stident’s attention can be di-
rected to the rules, facilitating a corrective sequence-
that includes reteaching.

The creation and management of clear classroom
routines is a relatively simple method of preventing
potentially disruptive behaviors (Colvin & Nelson,
1995; Kerr & Nelson, 1998; Nelson, 1996; Walker et
al., 1995). Routines may include such simple proce-
dures as lining up by row, raising one’s hand before
leaving a desk, and /or having a single student pass
outbooks. In general classroom routines should be
directed at minimizing student traffic congestionin
a single area, increasing the ability to monitor the
movement of students, and maintaining a consistent -
and predictable classroom organization with which
students become familiar, thereby preventing unex-
pected and potentially disruptive events.

The precorrective statement is a
proactive method of preventing
“misbehavior, increasing the likelihood
of appropriate behavior and lessening
‘the need for negative contingencies.

Even with consistent routines, some students will
require prompts and cues to facilitate their success.
Such prompts may be made via a precorrective
statement (Colvin & Sugai, 1988; Sugai, Colvin, &
Scott, 1993).. Precorrection is accomplished with a
statenent of the key rules and the positive /negative
consequences associated with those rules. For ex-
ample, “While I'm talking over here remember that
you need to stay in your seats and complete your
assignment so that we can all earn free time.” The
precorrective statement is a proactive method of
preventing misbehavior, increasing the likelthood
of appropriate behavior and lessening the need for
negative contingencies.

~Clear routines for transitions also can act as effec-
tive pre-corrects for students. For example, one
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When mstruct:on is des;gned to
maximize the likelihood of suocesé (and
minimize errors) in acquiring targeted
skills, students are more likely to enjoy

- the activity. The student who is
" successful in and enjoys an activity has
little incentive to disrupt the class or to
act in ways which effectively would
: prec:pltate his orherescapeor exclus:on

- from that act:vn‘y Lo

simple routine is to excuse students by row, depen-
dent upon the display of some appropriate behav-
ior. In effect, students come to see transition time as
an occasion to behave agpropriately. Another rou-
tine is to select a student to pass out materials for the
day, precluding a melee of students moving about
the room, which both wastes instructional time and
sets the occasion for misbehavior. . . :

Effectwe lnstruchon
. The connection between effectxve mstructwn and
.vehavmr is well established (Becker & Carnine, 1980;
Engelmann, Becker, Carnine, & Gersten, 1988;
Nelson, 1996; Kameenui & Darch, 1995). As men-
tioned earlier, negative and aversive stimuli in the
classroom have been found to lead to inappropriate
“and disruptive. student behaviors (Guriter et al.,
1993; Shores et al., 1993; Sulzer-Azaroff & Mayer,

1991). Instruction that is either too difficult or-too

easy for students also has been found to be associ-
ated with disruptive behaviors (Cooper, Wacker,

Thursby, Plagmann, Harding, Millard, & Derby,
1992; Mayer & Sulzer-Azaroff, 1991 Weeks &

Gaylord-Ross, 1981).

" When instruction is desxgned to maximize the
likelihood of success (and minimize errors).in ac-
quiring targeted skills, students are more likely to
enjoy the activity. The student who is successful in

-and enjoys an activity has little incentive to disrupt
'he class or to act in ways which effectively would
precipitate his or her escape-or exclusion from that
activity.

Research demonstrates. that mstructmnal meth—
odologies that maximize the probability of success
are those that teach skills directly via the presenta-
tion of clear rules, teacher modeling, and guided
practice. Direct Instruction methodologies havebeen
developed with the specific purpose of minimizing
errors during skill acquisition and have been found
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to minimize disruptive and aggressive behaviors
{e.g., Nelson, Johnson, and Marchand-Martella, 1996;
Weeks & Gaylord-Ross, 1981). These methods are
based on the principle that students learn most
efficiently and effectively when they are successful.
Student success also increases their 0pportumty for
reinforcement.

Continuum of Alternative Placements

The goal of any school discipline program should
be for all students to interact together in a common
setting with mutual respect for school property and
one another. However, no one setting is sufficient to
serve the needs of every child. Schools must con-
tinue to providealternative placements for children,
based upon their individual needs. For those stu-
dents who cannot achieve success in the regular
education environment, federallaw mandates arange
of available alternatives so that the student may
achieve success in the least restrictive setting. These
placements must include general education classes,
special classes, special schools, home instruction,
and instruction in hospitals and institutions (Lewis,
Chard, & Scott, 1994), Alternative placements are
the only means of insuring an opportunity for some
students to be successful in school (Center &
McKittrick, 1987; Lewis et al,, 1994; Walker et al.,
1996). However, placement in more restrictive set-
tings should notbe viewed as permanent. A focus of
instruction in these settings should be on learning to
suceed in more inclusive settmgs (Kerr & Nelson,
1998).

Conclusions and Recommendations

Heightened concerns regarding school safety and
students who display violent and aggressive behav-
1or has led many school districts to adopt policies of
“zero tolerance” for pupil misbehavior. Suspending
and expelling children from school because of their
failure to exhibit socially desired behavior has two
additional undesirable outcomes: they fail to de-
velop the skills to become literate citizens, and they
spend their days in the community, where they have
greater access to drugs and weapons, receive less
supervision by caring adults, and have increased
opportunity to practice antisocial behavior (Bostic,
1994; Walker etal., 1995). The wholesale assignment
of disruptive students to ill-conceived alternative
placements is another exclusionary practice that
may result in undesirable outcomes: In addition to
removing students from eénvironments where they
can learn useful skills, model thebehavior of prosocial
peers, and be exposed to caring adults, they are
defacto placed in settings in which they may be



exposed to deviant peer and adult models (Nelson,
in press). Finally, failure to create effective and
proactive school-wide disciplinary procedures sim-
ply will defer the problem of children who exhibit
chronic disruptive and aggressive behavior to other
systems (e.g., criminal justice), where the cost of

treatment is far greater and the outcomes are much

" less positive.

Educators are quick to take responsibility for
student academic learning, but the prevailing atti-
tude is that misbehavior reflects a moral deficit: the
student could behave appropriately, but chooses not
to. Over the years, our work with students identified
as having emotional and behavioral disorders has
shown us that many students with behavior prob-
lems lack the skills to behave as teachers desire.

Best practices regarding proactive,
universal, targeted, and wraparound
intervention plans should be widely
disseminated and taught throughout the
professional education community.
Students who exhibit challenging
behaviors are not the sole responsibility
of specialists. All school staff must take
ownership of all students.

In this paper, we have presented an overview of
best practices, derived primarily from the special
education research literature, whose effectiveness
in reducing threats to school discipline and safety
has been proven. As we move into the 21st Century,
itis important to build the capacity of schools to deal
effectively with the full range of student behavior.

Insummary, the following procedures are recom-
mended as steps toward building the capacity of
schools to deal effectively with students with chal-
lenging behaviors:

1. Although professional educators and lay persons
will continue to engage in philosophical debates,
there is a wealth of scientific evidence supporting
the effects of academic and behavioral program-
ming. This research evidence should drive prac-
tice, and educators should receive systematic,
ongoing training in validated practices. We have
an obligation to present our children with their

- greatest chances for success.

2. A critical element {often missing from school-
wide discipline plans) is systematic support for
desired student behavior. This may be as simple

as teachers standing outside their classrooms be-
tween classes, greeting (and monitoring) students
asthey pass. Simply having a staff member present
ina problematic area of the schoolhasbeen shown
to reduce the rate of behavior problems in such
areas(Nelson & Colvin, 1996).

3. The escalation of challenging student behavior
notwithstanding, a relatively small number of
students are responsible for the majority of disci-
pline problems. Furthermore, not all school disci-
pline infractions require the same response (e.g.,
office referral, in-school suspension}. Therefore,
school staff should learn and apply decision mod-
els that involve a continuum of responses to stu-
dent misbehavior. Decisions to apply more punii-
tive or restrictive discipline strategies should be
made ‘on the basis of a school-wide data base.

" Systematic data collection should occur regard-
ing specific common indicator behaviors, and a
tracking system for monitoring at-risk (and be-

- yond-risk) students should be in place.

4. Effective planning and implementation of school-
wide discipline is a team process. School-wide
teams should be formed to develop, implement,
and review student discipline. When teams exist

‘to help teachers with students who exhibit chal-
lenging behavior, having difficulty managing a
student or a group is less likely to be seen as a

“threat, and teachers are more likely to follow

- expected practices and to feel secure in their roles

* (Phillips & McCullough, 1992; Thomas, Correa, &

Morsink, 1995). School-based teams should be
* linked with community providers to conduct
~ wraparound planning for students whose needs
-+ extend beyond the school domain (Eber et al
1997).
5 Best practices regarding proactwe, umversal tar-
- geted, and wraparound intervention plans should
be widely disseminated and taught throughout
. the professional education community. Students
who exhibit challenging behaviors are not the
sole responsibility of specialists. All school staff
must take ownership of all students. @
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Providing Administrative Leadership for
Effective Behavior Support:
Ten Strategies for Principals

Geoffrey Colvin
University of Oregon

Randall Sprick
Teaching Strategies
Eugene, Oregon

While many topics related to education lead to
discussion and debate, one seems indisput-
able. Public schools are under incredible pressure.
Dwindling resources, stressed out staff, multiple
demands and greater numbers of high needs chil-
dren make the task of providing education more
complex and more difficult. Educators must respond
to increasing cultural and economic diversity among
students. Hodgkinson (1993), in an analysis of cen-
sus data, reported that the number of minority stu-
dents was increasing annually and that the trend
would likely continue through 2010. Similar trends
can be seen in terms of economic status. For ex-
ample, in 1993 more than 23% of school-age children
in the U.S. were living below the poverty level. In
addition to facing the challenges associated with
cultural, linguistic and economic diversity, public
schools are dealing also with diminishing fiscal re-
sources and extraordinary pressure to increase stu-
dent achievement (Colvin, Kameenuj, & Sugai, 1993).

In addition to facing the challenges
associated with cultural, linguistic and
economic diversity, public schools are
dealing also with diminishing fiscal
resources and extraordinary pressure
fo increase student achievement,

Another pressing issue for publicschools today is
that of violence and safety. The National Centers for
Disease Control has concluded that violence repre-
sents one of our society’s chief public health con-
cerns. Many observers have noted that violence
seems endemic to our society {Duhon-Sells, 1995;

Johns & Carr, 1995; Walker, Colvin and Ramsey,
1995), and that the spillover to schools is becoming
alarmingly evident as per the most recent unspeak-
able shooting tragedies inflicted by students upon
staff and students at Jonesboro, Arkansas, Spring-
field, Oregon and Littleton, Colorado. Schools are
no longer the safe havens they once were.

There are many levels that need to be addressed
in order to face these painful and almost overwhelm-
ing pressures including legislation, national, state
and community supports, law enforcement, service
agencies and parents. However, there remains the
overriding assumption that public schools should
be able to address the problems and develop effec-
tive and workable solutions. One dimension, for
which the school is clearly responsible, is its capac-
ity to establish a safe, nurturing and positive envi-
ronment that is designed to promote desirable be-
havior and to reduce and control problem behavior.
Generally speaking, public schools have limited ca-
pacity to address the full range of problem behavior
that occurs on school campuses today. Consequently
there is a need to develop systems of support ca-
pable of serving all students, To accomplish this
goal, three factors have been identified as critical for
bringing about substantial and durable changes ina
school: {a) collegiality, or teachers working together,
supporting each otherand communicating construc-
tively, (b) time, or the recognition that teacherchange
is a slow gradual process , and (c) administrative
support (Guskey, 1986,1986; Smylie, 1988). This ar-
ticle takes a detailed look at one of those compo-
nents, administrative support, by examining the
role of the principal in the development and imple-
mentation of acomprehensive, and proactive school-
wide discipline plan.

As a concept, administrative support is somewhat
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elusive to define. The most effective way to get at it
may be to ask, “What does a principal actually do to
provide administrative support?” or “What does
administrative support really look like?” That is,
one principal may provide administrative support
intuitively, and have teachers who are well aware
and appreciative of that support. Another principal
may attempt to provide administrative support, yet
‘zachers view the support as inconsistent or even
manipulative. Still a third principal may say, “Tell
me what administrative support is and I will do it. |
do not know exactly what it is.”

While leadership styles may vary, the
following 10 strategies are identified as
critical activities that a principal needs
to engage in to pfovide administrative
support to effect change in a school.

Abasicassumption in this article is that the build-
ing principal is the key to any major school-wide
staff development activity, (Colvin, Kameenui &
Sugai, 1993; Sprick, Sprick, & Garrison, 1991; Sugai,
1996). When a principal is not solidly behind the
efforis, the processis likely to stumble and dissipate.
Some staff may expend considerable energy ini-
tially, but lose heart when the principal does not
support the process at critical steps, {e.g., during
implementation). These staff, who are often build-
ing leaders, then become reluctant to undertake
leadership roles in the future.

‘While leadership styles may vary, the following
10 strategies are identified as critical activities that a
principal needs to engage in to provide administra-
tive support to effect change in a school. These
strategies, operationally define how a principal can
provide administrative support for school reform
efforts, and are derived from two sources: {a) several
years of consulting work in public schools, during
the authors have had the opportunity to work with
many principals, and (b) published research and
oest practices in administrative leadership, We de-
scribe, and then illustrate, each support behavior in
terms of the principals role in working with staff to
develop and implement a proactive school-wide
discipline plan. Although these illustrations relate
to improving school-wide discipline, we review the
principal’srole in providing administrative support
as essential to any school improvement effort (such
as shared decision making in site-based councils or
curriculum reform for reading instruction).
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1. Maintain Standards

Perhaps the mostimportant role an administrator
has in supporting staff development and change in
a school is to maintain standards, that is to serve as
a “gatekeeper.” Many ideas and activities are ‘pre-
sented to schools under the umbrella of staff devel-
opment and reform. However, all innovations are
not equal. In fact some can be quite destructive. A
school administrator needs to carefully lead staff
toward innovations that have a high probability of
creating a positive effect (based on research or best
practices) for the students, and away from innova-
tions that will be ineffective or destructive. In this
way, the principal serves as a gatekeeper for estab-
lishing, administering and maintaining standards.
However, these standards should not be arbitrary. -
They should be policy. The role then becomes one of
implementing and maintaining this policy.” As an
example, the National Center to Improve the Tools
of Educators developed practical guidelines for these
purposes for use by School Site Councils:

JUDGING THE POTENTIAL VALUE OF AN
APPROACH
1. Are the approach and its outcomes clearly
defined?
2. What evidence exists that the approach is
effective? _
3. Is an accountability process built into the
approach?
4. Is the approach sustainable?
5. Is the approach equitable?
6. Are the costs of the approach and its imple-
mentation reasonable?
How School Site Councils Can Help Improve Teaching
and Learning: A handbook for Site Councils and Educa.
tional Leaders on School Improvement (pp. 6-9). Na-
tional Center to Improve the Tools of Educators.

2. Make a Public Statement of Support

Once a faculty has made a decision to implement
a giveninnovation, the principal should follow with
a public statement of support for the project—essen-
tially, to inform the staff that whatever is possible
and reasonable will be done to work with them in
accomplishing the goals of the project. However, if
the principal does not follow through, credibility
with staff will be eroded. Conversely, when follow
through occurs, credibility is enhanced and it be-
comes easier to undertake subsequent projects.

Example: The staff and parent representatives
at Jackson Middle School determine that de-
veloping a more comprehensive school-wide



discipline policy would move the schoolin the

. direction of their school vision. Therefore, the

. principal, Dr. Lee, publicly announces the goal
of the school impravement effort during a fac-

_ulty meeting, a parent meeting, and in the staff

_ bulletin and school newsletter. In each of these

_announcements she stresses that she will ac-

. tively support this effort to develop a more -
comprehensive discipline policy. She clearly
articulates that the intent of the project is to
develop and potentially revise procedures for

_ managing behavior and motivating students
and that the goals include reducing misbehav- .
ior, increasing student motivation, insuring
‘adequate and safe supervision, and improving

.school climate. - :

'Once a faculty has made a decision to
\implement a given innovation, the.
principal should follow with a public
statement of support for the project—
essentially; to inform the staff that
whatever is possible and reasonable
will be done to work with them in
accomplishing the goals of the project.

3. Establish a Leadership Team

"A critical task for a principal is to establish a
building team to lead the process. Since staff will be
the people who must carry out most of the work, a
successful innovation musthave the support of staff.
Successful development and implementation are
more likely if staff plays an active role in the process
- from the beginning. Therefore, the team needs to be
representative of all the people who will be directly
affected by the innovation. Using a team will save
time because the entire faculty is relieved of the
burden of participating in all aspects of planning. In
addition, procedures need to be identified for deter-
mining the size of the team, usually 5-7 members,
" and a process for selecting team members. ‘

' Exaimple: Dr. Lee proposes to staff that a team,

" consisting of the following seven positions, be
formed: . ; '
Teacher representative for the 6h grade
Teacher representative for the 7th grade
Teacher representative for the 8th grade
Representative for counselors and specialists
Representative for paraprofessionals and sec~
retaries ‘ :

Successful-  development =~ and
implementation are more likely if staff
plays an active role in the process from
the beginning. Therefore, the teamneeds
to. be. representative of all the people
who will be directly affected by the
innovation. o -

Representative for the parent advisory com-
mittees - I TR AT

Representative for administrative staff

She suggests that the time commitment for
committee members will be a one-hour meet-
ing after school every other Wednesday and
suggests that each of the identified groups
assume responsibility for selecting their own
representative. After discussing this proposal,

. staff agree with the team composition pro- ™

posed by Dr. Lee and agree to select their
representatives by the first committee meet-
ing, which has been set for two weeks hence.

- 4, Support the Team Members

Team members, who participate in school-wide
projects and activities, make a substantial commit-
ment to the school. The principal can acknowledge
their commitment by making a special visit to each
team thember, thanking them for agreeing to serve
on the team, and assuring them that they will be
provided help whenever possible. Another way to
support team members is to be sensitive to their

‘work load. For example, the principal might ensure

that members of the team are not expected to serve
on other committees. In other words these team
members shotild not be over taxed. When the team
needs significant amounts of time for certain tasks,
the principal can offer assistance such as secretarial
time, or utilize substitute teachers to free team mem-
bers. The principal can take steps to ensure that the
team and faculty have consistent opportunities to
develop and imiplement the school-wide plan. For
example, it is important not to schedule other meet-
ings involving team members at the times the team
regularly meets. Also, itis important to allocate, and
maintain, time for the project or activity at faculty
meetings and to avoid taking this time away on the
basis that “we have a full agenda.” In addition, the
principal can preserve the meeting space for the
team and not “bump” the team to some other place
because of a “more important” meeting. '
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Example: As each group selects its representa-
tive for the team, Dr., Lee pays a short visit to
the selected representativesShe thanks each
person for their commitment and briefly re-
views the long-term goals of the project, She
also lets them know that she is confident that
they will not only represent their particular
groups in the process, but that as individuals,
each will bring a unique and valuable perspec-
tive to the committee meetings. S

During the first meeting, Dr. Lee and Mr.
Tomason (assistant principal) inform the group
that four times during the year substitutes will -
be hired to cover their responsibilities so that
they can have four full planning days—in ad-
dition to the every other Wednesday meetings.
Also, Mr. Tomason will coordinate secretarial
staff to assist the team with any clerical tasks
(e.g., typing and printing) that need to be ac-
complished.

Effective administrators are very clear
about the school’s process for decision
making in relation to school improvement
issues. They inform staff in advance
regarding the nature of any decisions
that must be made about particular
issues, and they have in place a clear
and agreed upon processes for staff to
reach a decision. '

5. Guide Decision Making Processes

fingers. Holding up five fingers means, “I actively
support this decision and willeven take a leadership
rolein carrying out the decision.” Four fingersmeans,
“I actively support this decision, but choose not to
take a leadership role.” Three fingers means, “I
support this decision.” Two fingers means, “I have
reservations about this decision, but I will not road-
block implementation.” One finger means, “I have
strong objections and cannot support, and will even
roadblock this decision.” Under the fist of five pro-
cedure, if anyone votes a “one,” the decision willnot
be made at that moment. However, the person
(people) voting one are responsible for voicing their
concerns, This gives staff in favor of the decision an
opportunity to modify the plan in a way that those
opposing can accept. This method of decision mak-
ing reduces the passive resistance to a decision that
a simple majority vote can sometimes create.

Example: The committee responsible for carry-
ing out the decision to design and implement a
new school-wide discipline plan proposes to
the total staff that use of administrative in-
volvement in discipline (i.e., sending students
to the office) be limited to illegal acts, physi-
cally dangerous acts, and the overt and imme-
diate refusal to comply. After discussing the
issue, a fist of five vote was taken. Three staff
members vote “one,” and the rest of the votes
are “three” or higher, Dr. Lee declares that
there was no additional time in the meeting
that day, but the committee needed to contact
the three people who voted one to learn about
these individuals’ objections to the proposed
policy. —
During the next week the committee mem-
bers discuss the issue privately with the three

* Effective administrators are very clear about the
school’s process for decision making in relation to
school improvement issues. They inform staff in

advance regarding the nature of any decisions that _

must be made about particular issues, and they have
in place a clear and agreed upon processes for staff
to reach a decision. One such process is a simple
vote, either majority rules, or something like 70%
t.stablished to represent a greater level of commit-
ment on the part of faculty, The disadvantage of a
simple vote is that it is possible for some percentage
of the faculty, those people who must carry our any
decisions that are made, may actively object to the
outcome of the decision.

An alternative to the simple vote, one that may
facilitate greater commitment on the part of all staff,
is a procedure called “fist of five.” In this method
each faculty member votes by holding up oneto five
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teachers. Their concern was that although the
three criteria proposed made sense, they know
that sometimes there is a student who might
exhibit less severe behavior, but does so chroni-
cally and frequently so that administrative in-
volvement might be warranted. The
committee’sconcern is thatsome teachers might
overuse referral for every minor behavior. In
fact, that is the current situation the policy is
supposed to reduce. After some discussion
and negotiation, the committee and the three
teachers add a fourth criteria to the list. In
addition to the three mentioned above, teach-
ers'could send a student to the office for less
severe infractions (e.g., frequent disruptivebe-
havior) if the matter is discussed in advance
with either the principal or the assistant princi-
pal, and they agree that the next time the be-




' lf problems arise wrthm the team and
resolution a’oes not occur, the pnnc:pal
. needs to be ready to address the
problems and find soiunons na tfmely
‘manner.

havior occurs the student can be sent to the
office. o '

At the next faculty meeting, the four criteria
were proposed. Every faculty member voted
fouir or higher. Dr. Lee publicly thanks the
committee and thanks the people who had
previously voted one. She informs the entire
staff that the initial objections and the skill of -
the committee and the people who voted one
have resulted in a policy that was much better
than the original plan.

6. Take a Leadershlp Role in Problem

Solving

If problems arise within the team and resolut:on
does not occur, the principal needs to be ready to
~ address the problems and find solutions na timely
manner. Similarly, if problems occur between the
team and faculty or within faculty over some aspect
of the plan, the principal has a clear role in assisting
with the problem solving. This does not mean “tak-
ing over.” Rather itinvolves stépping in and leading
the group to a workable solution. For example, some
team members may find it difficult to work effec-
tively with certain staff members due to personality
issues or a past history of conflict. In these cases, the
administrator might visit with involved staff, try to
problem solve, remind people of the long-term vi-
sion of the school, and encourage staff to cooperate

" for the “good of the order.”

Principals should avoid rhetoric, especially in the
context of problem solving. Typically, teachers are
not impressed withadministrativejargon. They need
“plain” talk that is sincere and clear.

Example: As part of their plan for improving
hallway behavior, the staff of Jackson Middle
School agree that students who must go from
one place to another during class time will be
required to have a hall pass. In addition, staff
agree that during passmg periods, staff mem-
bers should be out in the halls monitoring
student behavior, correcting misbehavior and
interacting in-a friendly manner with students
engaged in appropriate behavior. During the
initial discussion of these issues, three teachers

express the belief that they should not have to
“police the halls.” These staff members state
that since they manage studentbehavior in the
classroom, they should not have to be respon-
sible for the students’ hallway behavior. How-
ever, these staff members agree to go along
with the decision. ‘

:Once the new procedures have been imple-
mented, it becomes apparent that these staff
members were not following through on su-
pervising hallway behavior. The other teach-
ers in their wing begin feeling overburdened
and resentful about having to do all of the
hallway monitoring. As tensions increase, Dr.
Lee intervenes by meeting individually with
each of these three staff members. Her ap-
proach.is to communicate to staff that there is
a problem and that a solution needs to be
found. She discusses the need for-the monitor-

. ing and explores other options. She also ex-

~ plores the difficulties with remembering, to, .
monitor the hallways and examines some strat-
egies for.providing reminders. Each teacher,
while not exactly pleased with the monitoring
plan, agrees to implement the plan. Dr. Lee
assures each teacher that the plan will be re-
viewed toward the end of the term and that
other options will be considered at that time if
problems persist.

7. Support the Team Meetings
If the principal is a member of the team, then itis
important to attend meetings. Missing a meeting
should be the exception. If the principal is frequently
absent (as a team member), a wrong message is sent
to the team, that is,“It is important for you to be
there but not me.” In cases where the vice-principal
is the administrative representative, the principal
should still attend meetings on an intermittent basis
to demonstrate support. Note, the principal should
use the time to thank staff for then‘ time and effort on
a regular basis.
* Example: As the administration’s represen—
tative, Mr. Tomason attends every meetmg
‘Since Dr. Lee wants to demonst\r issue on
" which they want her to participate in' the dis-
" cussion they can always invite her to attend
any of thexr meetmgs '

8. Provide Recognition to Faculty and
' Team for their Work

. The adrmmstrator has a major role in appfec:a-
tion to the téam and faculty for their efforts. When-
ever major projects or activities are undertaken, the
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principal should take steps to acknowledge involved
staff.(such as visit with the staff individually, use
staff notices, bulletins and staff meetings to acknowl-
edge the work and effort by team members)

Example: Dr. Lee checks to see when each ‘of
the team members has their prep period for the
day. She then visits them during this time ‘to
personally thank them for their willingness to

. serve on the team. She acknowledges their role

' and effort and assures them that she, and the

staff, are grateful to them. Dr. Lee also lists the
~ team on the front page of the staff newsletter
- and expresses her thanks to the team. At a
faculty meeting she reads a list of the team
members and asks faculty to show their appre-
ciation' by giving them a round of applause

“Another important role for the principal
is to provide ongoing information about
the project’s goals and activities to key
school groups such as the site based
council, the student council, district
organizations, and parent organizations.

"

- 9. Serve as the Point Person for School-
Related Groups

Another important role for the principal is to
provide ongoing information about the project’s
goals and activities to key school groups such as the
site based council, the student council, district orga-
nizations, and parent organizations. Team members
could be involved in these presentations where ap-
propriate as a way of giving them some recognition.
It is important to acknowledge the work of the team
and staff and address problems in a timely manner
if they arise.

Example: At one point, the parent represen-
tative, gives a report on the team’s goals and
progress to the Parent/Teacher Association
meeting. She mentions that one of the goals of
the group is to get the faculty to spend more
time at the beginning of the next school year
teaching students social skills, specifically how
tobehave responsibly in common areas such as
cafeteria and halls. No one at the meeting ex-
presses any concerns or problems,

Three days later a scathing letter appears on
the editoiial page of the local paper. A parent
has written that the school is planning to stop
teaching academics and spend all the time
“teaching social skills and having students con-
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templating their navels.”

Dr. Lee arranges to meet directly w1th this
particular parent and any others who share her
concern.At this meeting Dr. Lee assures the
parents that any social skills instruction will be
done for the purpose of enhancing learning of
academics. Although some parents are still
concerned, no more letters appear. Dr. Lee
stays in direct contact with the person that -
wrote the letter to keep her informed and to
alleviate her concerns. :

10. Monitor Implementation Activities
and Provide Feedback

The principal has a vital rolein observing and
moenitoring the actual implementation of the school
project particularly activities that the faculty has
decided to undertake. Staff need to see tangible
evidence of the principal’s interest in, and concern
for, the particular activity being implemented. In
other words the principal needs to be visible “when
the rubber hits the road.” The principal should pro-
vide specific praise and recognition to staff mem-
bers implementing the new procedures. In this way,
support and example is provided to staff regarding
the activity under implementation. Moreover, the
principal is in a good position to.assess progress.
Observations can be discussed with the team or total
faculty.

Another common problem during the implemen-
tation of any innovation is that some staff will not
follow through on the new procedures. Possible
actions by the principal include visiting with these
staff members, providing reminders during a fac-

. ulty meeting regarding the agreed upon procedures

or turning the problem back to the team to develop
proposed solutions. Regardless of how the problem
is addressed, the principal must follow through to
see that all staff are now implementing the agreed
upon procedures. Staff need to know that their
cooperation is expected and that the implementa-
tion will be monitored and, if there is a problem,
efforts will be made to find a solution.

Example: Dr. Lee makes a concerted effort to
be out in the halls during passing periods and
before and after school. In this way she models
for staff how to interact in a friendly way with
students and how to correct misbehavior when
necessary. It also lets staff who are in the hall
know that Dr. Lee is aware they are meeting
the agreed upon commitment. Finally, her vis-
ibility in the hallway serves as a reminder to
staff who may not be following through with
the plan.




Once the hallway behavior improved sig-
nificantly, the team decides to address devel-
oping school-wide policies and procedures to
increase the rate of homework completion. Dr.
Lee responds that this is an excellent next step
and publicly expresses her support.

: - Summary

There appears to be general consensus among
- educators that schools are under tremendous pres-
sure to address a range of social problems. These
demands often translate to school improvement ef-
forts. Research has identified administrative sup-
port as a critical component needed for school im-
provement and successful staff development activi-
ties. Although administrative support is a widely-
held value in schools, it is elusive to define. In this
article we identified ten practical strategies that
principals can implement to effectively demonstrate
administrative support. If principals utilize these
strategies, staff development will be more success-
ful, and the faculty and students will be more likely
to achieve their goals. *
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Individualizing School-wide Discipline for
Students with Chronic Problem Behaviors:
A Team Approach

- Anne W. Todd, Robert H. Horner, George Sugai, & Geoff Colvin
University of Oregon

Students with long histories of problem behavior
typically require individualized, intensive interven-
tions. In some cases these interventions are needed
to contain significant problem behavior patterns; in
other cases, the interventions can preduce durable
change. No single technique or procedure can be
expected to be effective with all these students. For
these students additional resources and individual-
ized systems of support are required (Sugai, 1996;
Todd, Horner, Vanater, & S¢hneider, in press; Walker,
Horner, Sugai, Bullis, Sprague, Bricker & Kaufman,
1996). ‘

In our work with elementary and middle
schools, we have found that 3-7% of the
student body of 200-600 students
engage in chronic problem behaviors
and require additional resources and
individualized programming

In our work with elementary and middle schools,
we have found that 3-7% of the student body of 200-
600 students engage in chronic problem behaviors
and require additional resources and individual-
ized programming (Taylor-Greene, Brown, Nelson,
Longton, Gassman, Cohen, Horner, Sugai & Hall,
1997; Sugai, 1996; Sugai & Horner, 1994), In some
cases these students have identified disabilities that
allow access to additional resources. In some cases,
they have outside challenges that influence their
behaviorin school. Generally, these students present
1 complex array of challenges that defy any simple
labels or descriptions and do NOT respond to exist-
ing school-wide systems.

Authors’ Note: Preparation of this manuscript was supported in
part by the U.S. Department of Education Grant #1133820004.
However, the opinions expressed herein do not necessarily re-
flect the position or policy of either the U.S. Department of
Education, and no official endorsement by the department should
be inferred. ‘
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More troubling is the observation that “standard-
ized” programs or universal techniques are ineffec-
tive in addressing the severe problem behavior dis-
played by these students, Specially designed, indi-
vidualized interventions are required.'Fortunately,
many features of this specialized approach have
been identified (e.g., functional assessment,
precorrections, self-management). Unfortunately, the
greater challenge is to determine how to use our
meager resources most efficiently and creatively to
provide the support that (a) allows each student
with chronic problem behaviors access to effective
interventions, (b) does not interfere with the educa-
tion of other students, and (c) enables teachers to
maintain a positive, safe, and predictable learning
environment.

Generally, these students present a
complex array of challenges that defy
any simple labels or descriptions and
doNOT respond to existing school-wide
systems.

The purpose of this paper is to describe the defin-
ing features of the procedures and processes for

. designing, implementing, and sustaining school

systems in their efforts to address chronic problem
behaviors. We focus on designing support systems
specifically for those students who display the most
chronic problem behavior. Our approach is based
on the belief that (a) different discipline problems

- requiredifferentbehavior support systems (Sugai &

Horner, in press), (b) students with chronic problem
behaviors are at major risk for academic and social
failure, and (c) schools that are ineffective in ad-
dressing the needs of these students are unsafe
(Sprague & Colvin, 1996). Specifically, we describe
the features of (a) a systems based approach, (b) a
team based structure, and {c) the operating proce-
dures and structures.



Features of a Systems Based Approach

Establishing behavior support systems for the 3-
7% of students who present the most chronic prob-
lem behavior in schools is not a simple task. The
challenge is even greater if the larger school-wide
behavior support system is not clearly structured
and functioning efficiently. Schools that provide
effective and efficient behavior support for all stu-
dents and staff members across all school settings
have a number of important systems features (Tay-
lor-Greene et al., 1997; Sugai, 1996; Sugai & Horner,
1994). '

A systems approach must be taken. The indi-

vidual student system is only one of four subsystems
that comprise a complete school-wide system of
behavior support. 1) The school-wide subsystem is
what we traditionally refer to as the school-wide
discipline plan, and includes (a) a statement of pur-
pose, {b) expected behavior, (c) continuum of proce-
dures for teaching and encouraging expected be-
havior, (d) continuum of procedures for discourag-
ing or correcting problem behavior, and (e) proce-
dures for record-keeping and monitoring (Colvin,
Kameenui, & Sugai, 1993). Weexpect effectiveschool-
wide subsystems to accommodate most (e.g., 85%)
of the students in a school building (Taylor-Greene
et al., 1997). 2) The specific setting subsystem fo-
cuses on non-classroom contexts (e.g., bus, cafeteria,
playground, hallways) which are typically non-aca-
demic, unstructured, and supervision-oriented. 3)
The classroom subsystem is comprised of the class-
room management and disciplinary methods used
by teachers within their individual classrooms. This
subsystem accommodates individual teaching styles,
butis grounded in the larger school-wide system. 4)
The final subsystem focuses on the individual stu-
dents who present the most chronic problem behav-
ior, and is the most different from the other three
subsystems because of the specialized, intensive,
and individualized features of the procedures that
are used (Todd, Horner, Sugai, & Sprague, 1999).
A collaborative team-based approach must be in
operation. To create a sustainable and efficient pro-
cess, a high-profile building-level team must be in
~ place to initiate and sustain school-wide behavior
support activities. Unlike a system that is led by a
single individual, a team based approach can be
sustained when staff members join and leave a staff,
difficult decisions must be made, and major effort
mustbedirected toward implementation of a project.
Behavior support efforts must be positioned
among the top three long term school improvement
goals. All school buildings are dynamic places with
new innovations continually being considered and
implemented. If an effort to develop or revamp a

school-wide behavior supporteffort is tobe success-
ful, the effort must be among the top three targets for
at Jeast two years. If behavior support is not among
the top three school improvement goals, energy,
resources, and attention are likely to waver and
fade..

Individualized student support is
organized around a two-level team
approach that includes administrative,
teacher, and student features. Since we
expect to create and maintain schoo!
communities that support all students
and staff,- our knowledge, skills, and
tolerance for using teams needs to
increase. '

The building principal {or designee with admin-
istrative authority) must be an active leader and
regular participant of the behavior support team.
Building teams are limited in what can be accom-
plished unless the building principal is involved
actively in behavior support activities. Administra-
tors have the ability to make decisions that involve
money, FTE, scheduling, staff development, etc. that
others do not have.

Behavioral capacity must be identified and fos-

_tered within the school building. If behavioral ex-

pertise does not reside with an individual or collec-
tively with a group of staff members, schools will
become dependent upon outside resources which
can be expensive, inaccessible, and inefficient. More
importantly outside experts do not have the work-
ing relationships needed to manage the difficultand
daily challenges associated with educating students
with severe problem behavior.

To create, implement, and sustain an individual-
ized system of behavior support for students with
chronic problem behavior, a systems level approach
must be taken. However, this system mustbe clearly
defined and operating efficiently.

Features of a Team-Based Approach

Individualized student support is organized
around a two-level team approach that includes
administrative, teacher, and student features. Since
we expect to create and maintain school communi-
ties that support all students and staff, our knowl-
edge, skills, and tolerance for using teams needs to
increase, Comprehensive and dynamic support plans
are dependent on a team-based approach.
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Most behavioral issues can be solved if
they are addressed early, and ‘it tirig"
and support are provided to assess the
situation and build systems of practical
and effective behavioral support.

Although teams vary in structure, composition,
skills, clientele, and perspective, teams that address
students with chronic problem behavior share cer-
tain defining features. A team-based approach al-
lows a group of people to understand the values,
limits, and tolerance levels of all of the people in-
volved. Teams that support students with chronic
problem behaviors need to (a) possess specialized
behavioral skills within 4ts membership, (b) allow
and encourage contributions from all its members,
(b} have predictable and efficient procedures for
doing business and solving problems, and (c) have
regular opportunities to access building staff, fami-
lies and community agencies to communicate and
solicit information,

A Team Approach

* The proviston of individualized support for stu-
dents with chronic problem behaviors is possible
through the use of clear team-based problem solv-
ing and teacher support structures. Most behavioral
issues can be solved if they are addressed early, and
if time and support are provided to assess the situ-

ation and build systems of practical and effective

behavioral support. Most schools have established
teams for supporting students with academic is-
sues, such as, the Multi-Disciplinary Team, Interdis-
ciplinary Team, Teacher Assistance Team, or Stu-
dent Support Team, However, behavioral or disci-
pline issues are traditionally not addressed by a
standing team or committee, but durable long-term
behavior support requires a team approach. New
teams should not be established before assessing the
priority and strength of existing teams. In some

" cases creating a new team is unnecessary if an al-

wady existing team (e.g., Teacher Support Team)
could be expanded to .include responsibilities of
another team (e.g., Interdisciplinary Team) and sup-
port students with academic difficulties as well as
students with behavioral concerns. A team approach
provides a structure for teachers to ask for assis-
tance about students, '
Building a system of individualized support for
students with chronic problem behavior requires a
two-level team approach. At the first and more
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general level (i.e., Teacher Support Team), a team
discusses general student issues and problems, over-
sees behavior support planning, and makes policy
and procedural recommendations for providing in-
dividual student support. The specific and indi-
vidual student level (re: Action Team), is a mecha-
nism for obtaining detailed assessment information,
engaging in focused problem solving, and develop-
ing and implementing specially designed behavior
support plans (Todd et al, in press).

Teacher Support Teams. The Teacher Support
Team (TST) is a building-based team that has the
charge to structure support for school-wide, specific
setting, and classroom issues, both academic and
social behavior. Within the context of behavior sup-
port, TSTs have an expanded role which includes

- the management of behavioral support for indi-

vidual students with chronic problem behavior.
However, to be efficient, TSTs must organize how
they meet, when they meet, and what they discuss,
for example, the TST might meet alternative weeks
to discussacademic and social behaviorissues. When
focused on behavior support issues, the primary
purposes of this team are to (a) manage teacher
requests for assistance, (b) ensure that teachers

- and students receive supportina timely and mean-

ingful manner, (¢) provide a general forum for
discussions and possible solutions for individual -
student behavioral concerns, and (d) organize a
collaborative effort to support the teacher (i.e.,
Action Team).

The TST is comprised of administrators, teachers,
and related service staff who collectively have the
responsibility of coordinating support for teachers
who are working with students who have chronic
problem behaviors. The TST meets on a regular
(e.g., weekly or bi-weekly) basis to address students
whohavebeen identified as having serious problem
behaviors because they (a) have excessive office
referrals or (b) have been referred by a teacher(s) or -
administrator. :

Action Teams, An Action Team (AT) is a sub-
group of the TST that consists of at least one member
from the TST, the staff member who has made the
request for assistance, parent or guardian, and other
building staff who have direct contact with or are
concerned about the student. The primary purpose
of this team is to develop, implement, and monitor
a program of effective behavioral support for a
student whe displays significant problem behav-
iors.

Collectively, the AT must have the behavioral
capacity to (a) provide immediate (within 48 hours)
assistance to the teacher who has made the request;
(b) conduct functional assessments to understand



the factors that trigger and maintain the chronic
problem behavior; (c) develop and implement spe-
cially designed, individualized behavior support
plans that are based on functional assessment infor-
mation; (d) provide initial, intensive and sustained
support which can be faded as the student’s behav-
ior improves; and (e) maintain a data collection
system that is sensitive to the impact of thebehavior
support plan on the student’s behavior. '

Teains, the efforts and activities of administrators,
teachers, and students must be integrated into a
comprehensive, positive, behavioral support sys-
temn for all itudents. Although variations will exist
acroks schools, certain common features are identi-

_fiable and are summarized in Table 1.

TST Membership and Responsibilities
- Each TST-should be established and designed -
around three critical themes including responsibili-

Team Operating Features

To increase the effectiveness of TSTs and Action

. outlines thése critical themes.

Table 1. Essential Administrative, Teacher and Student Features .-

222

Administrative Features

The administration has identified student discipline systems as one of the
top three policy goals of the school. o E
Specific faculty time is dedicated to the coordination and implementation of
behavioral support (e.g. 10-20 hours of staff time per week fora 400 student
school). ' s
Teams meet regularly to coordinate support for teachets.
Administrators are active members of behavior support teams.

Outcomes of School-wide, Specific-Setting, Classroom Settings, and Indi-
vidual-Student behavior support subsystems are reviewed at least quar-
terly at faculty meetings. '

' .

< PR - <

Teacher Features

A teacher support team meets at least every two weeks to review difficult
instructional and behavioral challenges. "

The process for referring an issue to the teacher support team is structured
and simple (e.g. referral form requires less than 10 minutes to complete).
When a teacher raises a problem, it is addressed by the teacher support team
within 10 working days.

The teacher support team has the option of establishing “Action Teams” to
provide in-depth support. o

Action Teams report to the teacher support team at least every two weeks

on the status of support and outcomes for specific students. '

The teacher who brings a problem can request that the teacher support team
(a) provide suggestions, (b) provide monitoring of the'situation, or (c)
establish an action team, and deliver more extensive assistance.’

To the extent possible (and appropriate) school-based support is integrated
with other community supports for the student (and/or family).

Student Features

Students with chronic problem behaviors receive a functional assessment
that includes analysis of academic, social, and behavioral features of their
education. ' o
Curriculum revision is examined to determine the extent to which (a)
student educational responding is occurring and (b) student educational
success is occurring. - . :
Focus of support is on assessment and remediation of the current situation,
not “diagnosis and placement.” :

ties, 'membership, and levels of support, Table 2

The TST membership
will vary in number from
school to school (i.e;, four
to eight team members).
However, each TST should
beabletorespond toteach-
ers requests for (a) ideas,
{b)administrative help, (c)
an Action Team that gen-
erates help, and/or (d)
community agency re-
sources. AllTST decisions
should be based on team-
based assessments of in-
dividual requests for as-
sistance. '

Requesting Assistance
from the Teacher '
Support Team

The TST represernts a'
school-wide structureand -
process by which teachers
and staff can solicit assis-
tance for individual stu-
dents who present re-
peated problematic behav-
ior. Requesting assistance
from the TST leads to a
constructive understand-’
ing of the problem, a sys- '
tematic evaluation of gen-
eral strategies that have -
been used previously, and
direction on current op-
tions for responding to the
problem. Typically, teach- -
ers will request assistance
from the TST after they
have attempted to solve a
problem either on -their
own or with assistance
from colleagues, but are
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Table 2. Teacher Support Team Responsibilities and Composition

Teacher Support Team Responsibilities

vV Develop and maintain systems (a) by which teacher /staff request assistance and support, (b) for
monitoring individual action teams, (c) that provide input and feedback on school-wide discipline
efforts, and (d) for coordinating staff and family training opportunities.

V' Meet at least bi-weekly to review teachers’ requests for assistance.

/' Be accessible to provide immediate and on-going technical assistanice to individual teachers on assess-

ment, intervention, and monitoring strategies.

¥ Establish Action Teams for students with significant or challenging behaviors,

¥ Address academic as well as social /behaviotal concerns.

Teacher Support Team Membership

The collective membership of the TST should include school staff who
v Have administrative authority to make and affect decisions to support teachers and students,
Vv Have knowledge in the formal and informal structure and coordination of school services,

¥ Have general educatiop teaching positions, and

Vv Are skilled in designing and implementing positive behavior support plans based on functional ‘

assaessments.

Teacher Suppbrt Team Levels of Support

The TST will be able to provide one or more of the following levels of support:
V' Development of an immediate action plan. The TST provides immediate support to any teacher or student
who is in crisis and in need of an emergency intervention. This support can be as simple as immediate

suggestions, but can also include observations.

v ‘Establishment of an AT for the target student and teacher(s). The primary functions of the AT is to gather
functional assessment information, develop, implement, and monitor a behavior support plan.

vV Referral to a different team or community agency. If the needs of the student and/or teacher can be :
satisfied more efficiently and effectively by someone else, the request for assistance can be referred to

a different team,

dissatisfied with the outcome of those efforts. As
such, every request for assistance must be treated in
a respectful manner. ! N

Making a Request for Assistance S
Requesting assistance from the TST is simple, but
requires some planning prior to the meeting. First,
the teacher wanting assistance requests a TST meet-
ing time from the Teacher Support Team coordina-
tor who provides the teacher with a Request for
Assistance Form (RFA) (see Figure 1). The request-
g teacher completes and returns the RFA form
preferably before the actual meeting so that the TST
members can review the request and collect addi-
tional information/materials before the meeting. If
multiple teachers are involved with a request for
assistance for an individual student, it is recom-
mended that (a) each teacher fill out an RFA or (b)
teachers pool their concerns and ideas by filling out
the RFA together. ' '

76 ErrecTive Schoor Pracrices, 17(4), Srring, 1999

Teacher Support Team Meetings .

During the TST meeting, the requesting teacher(s)
describe the problem behaviors displayed by the
individual student by summarizing the information
onpage 1 of the RFA. TST members will gather more
information during the meeting by asking the ques-
tions outlined on page 2 of the RFA, This discussion
is the primary focus of the TST meeting, and should
last about 30 minutes. The discussion is structured
in three parts which are illustrated in the sample
meeting agenda in Figure 2, At the eénd of the discus-
sion, the team will make a decision about an appro-
priate action for each request for assistance,

Explanation of the problem and strategies tried
is the first part for reviewing a request for assistance.
The content of this portion of the discussion centers
around the front page of the RFA in Figure 1, This is
the requesting teachers chance to tell about specific
problems and explain the expectations. This includes
(a) what has been tried so far to teach expected
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behaviors and (b) what has been tried so far to
change the situation. Allotting 10 minutes for this
part of the meeting gives enough time to talk about
the problem and strategies and encourages brevity,

Developing summary statements and posdible
alternatives is the second part of reviewing a re-
quest for assistance and can take about 15 minutes.
The content of this portion of the discussion is struc-
tured around the second page of the “RFA”. This is
when the team, along with the requesting teacher,
tries to figure out (a) when, where, and why the
problem behaviors are occurring, and (b) identify
the possible alternative positive behaviors thatcould
serve the same function for the student.

' The first two parts of the discussion should really
help all meeting participants to understand the prob-
lem, the problem context, and begin to pose some
possible solutions and things to try. Part three of the
discussion is the time fo plan for these 1deas and
solutions, :

Determining a plan of action is the third and
final part of reviewing a request for assistance..This
is the time that the team and the teacher need to
agree on the best action to be taken. Any of three
decisions (or a-combination of the 'three). can be
made and are centered around the TST levels of
support including:

Suggestions: the TST coordinator will follow up
with the teacher(s) 2 weeks foIlowmg the meeting
using the TST follow up form (Figure 3).

V' Establishment of an action team: one of the TST
members will serve as a Action Team.coordinator,
using the Action Team Plan (Figure 4). The Action
Team coordinator will coordinate all functional as-
sessment, support plan design and implementation
activities.

V' Referral to a different team: the TAT will decide

-which team to refer the student to and follow. the

process for scheduling a review.

Afterthe Teacher Support Team Meetmg
Within two to three weeks after the

Figure 2. Teacher Support Team Meeting Agenda

meetmg, thecoordinator gives therequest-

* Teacher §upport Team
Measting Agenda

‘Mesting date: ___ 1/6/97 .. Nextmasting date:

1/13/97
Partcipants: T Betty, Toe Lacey, Arwe, Nick Liges,

Folluw [

ing teacher a Teacher Support Team Fol-
low Up form (Figure 3), a half page form
that asks some follow up questions to see
how the student is doing and if additional
assistance is needed.

Dealing with Crisis Situations[sub2]

Jovhv - rmbuddykwwark-éd« Joﬁvtoobyfomardum-rm Continue

buddy ystene

If the problem is a crisis situation, the
TST will not only hold an emergency TST
meeting, but will also arrange immediate
support for the teacher(s) and student.
Immediate support should resultin (a) an

Time Students Action /Decision

immediate response plan, (b) a limitation
of access to dangerous situations, {(c) an

Need to-formvan-Adiionw Teans
Anne o beActlon Teany coordinator .
Action Teanw to- meet Wrmarrow B
complete-dcttow Team Plon
(3:00-3:30 v Lig'y roomy
Ligetor brwrite Patly (resource teacher),
& Kyle'y dad, .

300 liple

“3:30 | Amanddf. - : Suggestions include
- ' 1. Nick mm:ndmmudwrmabout
: homewark completion .

4. Report o TST next weeks
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increase in supervision, and (d) an in-
crease in feedback loops.

Action Team Composition and
Responsibilities

Action Team formation is one of the
three outcomes of a TST meeting. There-
fore, Action Teams form only when pre-
scribed by the TST. Typically, the 3-7% of
students who need individualized sup-
port are the students for whom Action
Teams are formed., To be effective in ad-
dressing a student’s challenging behav-

- iors, the Action Team must be teacher-
~driven by being directly and actively in-

volved in the development and imple-
mentation of a plan of support. Table 3
highlights the Action Teams responsibili-
ties, membership and levels of support.



. Action Team membership should be flexible so
that interested individuals can contribute and par-
ticipate in any of the functional assessment or sup-
port plan implementation activities. Action Tearm
membership lasts until the student learns and main-
tains positive alternative behaviors as determined

by the team. Active participation is necessary for
each team member while the support plan is being
developed. As the plan is implemented and new
behaviors are learned, team members will spend
less time meeting and more time coaching the stu-
dent and each other. Each Action Team should be
composed of those people who interact

Figure 3. TST Student Follow Up

regularly with the student. :

TST Student I_-'oltow uUp

‘Date:__1/3/97 Student name: [oidv . Completed by: _ Toan T

. TheTeachar Support Team is intarested in ____'mbg'r__;bmgress. Please take a few minutes
to answer the falkewing questions, Retumthisformto _ Tinee by _ 1/6/97 _ . ThaTSTY

thanks you in advancs! .

Action Team Coordinator
Responsibilities _
With every effective team comes a coor
dinator! A designated member of the Ac-
tion Team should assume responsibility
for coordinating the activities and meet-
ings of the Action Team. The Action Team

" 1. Wara tha TST's suggestions helpful?
2, Afe the suggestions manageabls during the course of your iesson(s)?

3. Have you ssan an Improvemsntln . Togh/y behaviar
since the TST meeting? ’ .

4, Do you naed-ﬁmre help from tha TST 7
'S, Pleasa llst any other commsnts, concems or quastions. '

b4 ww;'co-mamrmwbuddy prograsfor ﬂm&n&«tmoﬂﬂvm
- would Liketo review with-the TST again atthat time:  Thanks.

() e
Y‘a

coordinator is the person that will make
this team the most-efficient and the person
who will spend the most time designing
the support plan. This person can make a
difference not only for the student, but for
the family and school as well. The TST
representative is a natural choice for the
coordinating role of the Action Team be-
cause of familiarity with the TST and Ac-
tion Team process. The Action Team Coor-

dinator is by far the key person to making
this team wotk, The Coordinator doesn’t

Figure 4. Action Team Plan

Action Team Plan -

Btuderit!

necessarily need to do all of the work, but
this is the person who coordinatesall of the

Date: __ T 71997 Kyle

Team Members: L Al Aner

Acltlon YTeam Coordinat Anneg

. At the initlal Actlon Team Meefing, uss this plan ta organize activitiss and datés.

team members, activities for designing and
implementing the support plan, and team
meetings.

Whenever an Action Team is developed,
members need to be aware of the initial

Activtty Pacole Rasponsible. Date Team Mesting time commitment for designing a support
Funcfionat Assessrment - : plan. The Action Team Plan (Figure 4)
E— - 1/9-1/14 serves asa “map” for all of the critical steps

) o ‘ for conducting a functional assessment,

2 oervators - _dnog AL:123 designing a support plan and monitoring

© 3, surmarize ActioreTeam . azs e progress. More than likely, during the first

{an, Davel three weeks, each Action Team will spend

{. davelop considerations two to three hours meeting, and the coor-
forsupportplan  _ActiowTeawy . . A/28 . .3/28 300400 dinator will spend about three hours a

2. 6mupsupportplen AcftowTeary -2 ... 24300400

Suppod Plan imglementation, .
1. teaching i 2/10-1/12
2. coaching and ’ 7 .
feadback _ L AnneElly _212
" )
" . {. managing student
Information Anng daibwiyeekly
2. mastngtmes  _._ A 3, 41,56,

week directly with the student, family
members and school staff. The result
should be a clear understanding of the
problem, what is happening, why itis hap-
pening, and when it is happening (the out-
come of a functional assessment). In addi-
tion, a support plan for teaching the stu-
dent positive alternative behaviors and/
or classroom and curricular adaptations
that the teacher can use will be designed.
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Table 3. Action Team Compeosition

Essential Responsibilities and Membership Features

Action Team Responsibilities

¥ Meet regularly until the student’s new learning objectives have been met.

v Provide student reports regularly to the TST.

v Use an Action Téam Plan (Figure 4] to guide the activities of implementing a functional assessment
and for designing, implementing and menitoring a support plan,

Action Team Membership

The collective membership of the Action Team should include the following individuals:
¥ At least one member who is competent in designing and providing positive behavioral support based
on functional assessments. This person will more than likely be the TST representative,

V The teacher(s) requesting assistance,
¥ Family members (or guardian), -
¥ A member from the TST,

¥ Concerned school stfff who interact with the student, and

V' The student, when appropriate.

Action Team Levels of Support

Through direct observations and Action Team meetin

gs the features of a comprehensive plan of support can

be melded together to design a systematic plan for teaching a student to be more socially appropriate. This

process involves:

¥ Doing a functional assessment (understanding the problem and why it is happening).

"' Designing a support plan based on the functional assessment.

¥ Determining support plan implementation strategies and logistics.

Vv Offering to help implement the support plan by (a) teaching individual or small groups or (b) substi-
tuting for the teacher so that he/she can teach individual or small groups.

Action Team Meetings

A designated member of the Action Team should
assume responsibility for chairing each meeting. It
isnotmandatory that this person be the coordinator,
however a chairperson doesneed tobe selected. The
roleresponsibilities for the chairperson include chair-
ing each Action Team meeting and keeping and
meeting minutes for each meeting.

The length and effectiveness of Action Team meet-
ings is related to the degree to which the behavioral
support strategies fit the context in which the prob-
lem is occurring. In general, the Action Team meet-
ings last longer than TST meetings because of the
ifetail work required to develop, evaluate, and modify
behavior support plans; however, these meetings
should not last more than 90 minutes. In many cases,
the Action Team requires about three 45 minute
meetings to complete its assessment and design an
individual support plan.

The frequency of Action Team meetings depends

upon the status of the support plan and progress of
the student. Initially, the Action Team meets weekly
to collect information, develop a support plan and
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oversee the initial implementation of the plan. Once
implementation of the support plan is established,
the Action Team meets every other week or monthly.
Based on the student’s progress and on-going moni-
toring of the effects of the support plan, the Action
Team will meet as needed to monitor student, teacher
and family support strategies. With time, an effec-
tive Action Team will require less frequent meet-
ings. :

The content of each meeting will depend upon the
current step of behavior support plan development.
However, each meeting needs to have the three
parts, including (a)} follow up from the last meeting,
(b) necessary support plan revisions and (c) confir-
mation of next meeting. '

The Action Team must meet and make decisions
around key features of the support plan for four
critical purposes including, (a) summarizing and
sharing functional assessment information, (b) shar-
ing considerations for supporting the student, (c)
firming up the support plan and determining imple-
mentation strategies and (d) reviewing progress,
strategies, and making revisions. Finally, the Action



Team Plan indicates the time lines and people re-
sponsible for gathering and designing information
needed by the Action Team.

After the Action Team Meeting

The Action Team Plan will serve as the vehicle for
getting thejob done. However, the Teacher Support
Team needs to stay involved with the Action Teams
activities and the students progress. Therefore, four
weeks after the meeting, the coordinator gives the
requesting teacher an Action Team Follow Up form
(Figure 5) that is a half-page form that asks some
follow up questions to see how the student is doing
and if the requesting teacher needs more assistance
from the Teacher Support Team. If before then, the
requesting teacher needs more help, the Action Team
¢oordinator can contact one of the TST members to
problem-solve or request another TST meeting.

An Elementary School in Action

Through our work withalocal elementary school,
we have seen this two-level team process develop
over the past three years. Aswithany systems change,
the process has gone through an evolutionary pro-
cess. With each stage of development, the team has
integrated regularly scheduled meetings, effective
meeting processes, and follow up on work-in-
progress. This school, Guy Lee Elementary, is a Title
I funded school with 586 students enrolled and has
an established school-wide effective behavior sup-
port system (Todd et al,, in press}.

As stated earlier, the Teacher Support Team es-
tablished a process by which teachers could ask for
help for individual students by requesting assis-

tance from the team. Each request for assistance
could result in any one of three decisions including
1) suggestions to try, 2) referral to a different team
for academic, hearing or speech assessment, or 3)
establishment of an Action Team to conduct a func-
tional assessment and design a plan of support.
With the first year of implementation (1994-95) of
the Teacher Support Team and Action Team ap-
proach, there were nine requests for assistance. Three
of those nine requests resulted in the Teacher Sup-
port Team providing suggestions. Of the remaining
six requests, two student requests were referred to
another team (i.e. speech or academic assessment)

. while the remaining four students required Action

Teams. The second year (1995-96), there were 15
requests for assistance. Nine of those 15 requests
resulted in suggestions to the requesting teacher,
five of the 15 requests were referred to a different
team (i.e. speech or academic assessment}, while
only one student request required an Action Team.
The third year (1996-97), eight requests for assis-
tance were made to the team. The Action Team from
the previous year maintained itself to support the
target student, while two additional Action Teams
developed. Six of the eight requests for assistance
were satisfied though one 30 minute Teacher Sup-
port Team meeting that resulted in a set of sugges-
tions and strategies for the teacher to try out. Table
4 provides an illustration of this school’s Teacher
Support Team outcomes for the 1994-96 school years
(Todd, Horner, Sugai, & Sprague, in press).

The outcomes for this schoolillustrate a proactive,
school wide approach to supporting all students
and their teachers. The Teacher Support Team pro-

cess has become a system of support for

Figure 5: TST Action Team Follow Up

teachers who expect small problems to
accelerate unless given attention early

TST Actlon Tsam Feilow Up

Oate: 2/18/97 Student name! _Kjle- Completed by:’

The Taacher Support Team ts Intarested in __ Kylelp _progress, Plsasetakeafew .
minutes to snswar the following questions. Return this form to Tings by

218797 » The TAT thanks you in advancel

on. The Teacher Support Team is one of
the subsystems of the school-wide disci-
pline for Guy Lee Elementary. The indi-
vidual student system has been in place,
operational and functional for three years.

The individual student systems success
has not only enhanced individual stu-

1. Are you folowing the spacified procaduras on the plan? No dents school success, but has also con-
2. Are the procadures manageable during the coursa of yaur lesson(s}? () Mo tributed to effective classroom instruc-
3. Haveyou seen animprovemantin __Kylele _behavior ‘ tion and management and to the success
4inca the suppart pian was Implamentsd?. : Ne of all students school-wide.
4. Do you think that the procedures and/or objectives in the support plan -
nead modification? . Yea .‘:B .
I . I Conclusion
‘8. Do you need more help from the TST or Actlon Team?

6. Plaase list any other comments, concarns or questions.

The Actiov Team G very helpfule We need to- meet agai i tworieeks:

I will coordinate thiy with-Anne;

Q) te

We have seen Teacher Support Teams
and Action Teams work at a variety of
different elementary and middle schools.
The essential administrative, teacherand
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Table 4, Teacher Assistance Team Outcomes

Year Total number Number of Number of requests Number of
of requests - requests resulting  resulting in an academic/ Number of requests
~ in suggestions speech or hearing referral resulting in Action Teams
94-95 9 3 2 ' 4
- 95-96 15 9 5 , B |
96-97 8 6 0 -3

student features identified in Table 1, combined
with follow up and meeting structures with predict-
able outcomes provide an effective and comprehen-
sive framework for supporting students who need
individualized support plans. Schools that have had
behavioral support as one of their top three school
improvement goals have had the most success in
developing teams to suppfort students who engage
in chronic problem behaviors. The successful schools
have taken a hard look at the existing structures that
are already established for supporting students.

Many have been very creative in melding behavioral
support into existing teams. In most cases, all teach-
ers feel supported, students make progress, and
instructional timeisenhanced. In some cases, schools
have been able to shift and supplement responsibili-
ties of an already existing team and a new team has
not been necessary.

As a result of having an effective and proactive
approach to supporting students who need more
support than the school-wide system can provide,
schools can be successful in supporting all of their
enrolled students. Developing a team approach and
a simple, safe and effective process for teachers to
get help when faced with individual student prob-
lems is the place to begin. ¢
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1998 ADI Recognitiohs Presented

: Jocelyn Warren,
Effective School Practices Staff -

Wayne Carnine Student Improvement
Awards

The 1998 Wayne Carnine Student Improve-
ment Awards were presented to Jamal Skrine of
Beach Channel High School in Rockaway Park, New
York and Kelly Robert Miller of Valley View El-
ementary in Roy, Utah. Though Jamal is classified
as learning disabled and has a speech impairment,
he is a determined young man full of the love of
learning. - He continually expresses a desire and
displays the willingness necessary to learn. And
Jamal is not shy of hard work. The DI programs used
in-his classes have helped him make outstanding
progress in reading achievement. Jamal says he
considers learning to read a gift, one that he’d like to
share and, to that end, he works as a counselor at the
Edgemere Community Center during his summer
vacations, when many kids his age leave their books
for the'beach. Jamal takes great pride in his work at
the Center where he acts as coach, homework helper
and group leader during the afterschool program
with 6- to 12-year-olds. As his teacher says, “The
students love him!” Jamal is a very motivated stu-
dent, involved in both school activities and commu-
nity organizations, and he is very deserving of the
Student Improvement Award. -

Kelly Miller was still having difficulty iden-
tifying letters and -sounds when he entered Valley
View Flementary at the beginning of third grade.
His mother, Marilyn Miller, says her son was feeling
defeated and thathe had changed from an energetic,
confident boy into a shy, withdrawn one. When he
was tested for resource at Valley View, his scores
showed a severe discrepancy between ability and
achievement. Other tests highlighted problems with
self-esteem and aggressive behavior.

Janet Meyer, Kelly’s resource teacher, set high
goals for Kelly, focusing on reading and language.
Using Reading Mastery and Reasoning and Writing,
Kelly worked very hard to achieve those goals and
by fifth grade was put back into the regular class-
room full-time. He read at or above grade level and
his math scores also improved. “All of this is a
miracle to me,” Marilyn Miller says, “and I've seen
even greater improvements in his self-esteem, con-

fidence and temperament.” She credits the school’s
Media Specialist, Lynnette Miller, for encouraging

Kelly and sending him to the Storytellers Festival to.

represent the school. Kelly also qualified that year

to go to the district’s Math Olympiad. Now Kelly.

enjoys community theater, reading and rock collect-
ing, and hopes to be a children’s book writer when
he grows up. Kelly has learned that with hard work
he can be successful at whatever he does.

Executive Director’'s Award

. Atthe 1998 National Direct Instruction Con-

ference in Eugene, Bob Dixon presented the Execu-
tive Director’s Award to Carolyn Schneider, a 1996
recipient of an Excellence in Education award. As
Bob explained, the Executive Director’'s Award is
meant to recognize those who go far beyond the call
of duty and make a
special contribution
to their field and to
the DI family.
Carolyn Schneider is
one of those excep- [
tional people. Gary £
Jehnson .told the i
story about the first
SRA trainers session
for Corrective Reading
that he and Carolyn
led—long days and
late nights with no
breaks. It was a gru-
eling schedule for
anyone, but most es-

pecially for a woman in her last days of pregnancy.
Hours after finishing the training and leaving the
hotel, Carolyn had her baby. Bob also recognized
Carolyn for her financial contributions and her will-
ingness to help in any situation. In accepting the

. "Carolyn Schneider

award—a surprise—Carolyn was typically modest,

saying she’d been given much more than she’d re-
ceived.

Excellence in Education Awards

Johnnie Hicks is a first-grade teacher at Herzl
School in the Lawndale section of Chicago, one of
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. intothe education of

Chicago's most dis-
tressed communi-
ties. It is clear in
observing her class-
room that Johnnie
hasinvested consid-
erableenergy, talent
and especially heart

her students. Her
classroom is color-
ful and cheery, with
bulletin boards that .
correspond to the
reading, math and
language lessonsbe-
ing taught. Her stu-
dents are always on- tas‘k and excited about what
they’ve learned that day.. As consultant Laura Rice
Doherty says, “It is clear Mrs. Hicks cares deeply
about her students; it is equally clear that she takes
the mission of TEACHING these students extremely

Johnnie Hicks

‘seriously. And guess what—it is clear that her

students adore her and it is equally clear that they
take their job of LEARNING extremely seriously.” -

Jerry Silbert, in presenting Johnnie with the Ex-
2llence in Teaching award, said she was already a
great teacher before he came to help with the imple-
mentation at Herzl, but that she welcomed him into
her classroom and sought his advice whenever she
had questions. In 1997, every one of Johnnie’s first
graders scored in the upper quartile on their achieve-
ment tests. Inaccepting the award, Johnnie said she
is addicted to DI and that her students” high self-
esteem, love of reading and high test scores all attest
to the fact that DI works.

Tina Meadows currently serves as the Mason
County Special Education Coordinator in West Vir-
ginia. In 1993, she "
brought the first DI -
program to Mason
County specialedu-
cation teachers.
While over 200
trachers packed an
auditorium to learn
about whole lan-
guage activities,
about 20 teachers
gathered in  a
cramped classroom
across the hall with
Tina to learn to use
Corrective Spelling

Tina Me_adbws
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- fourth graders

Through Morphographs. These teachers had such

. success with Corrective Spelling they asked Tina to

getmore DI programs, which she did. Over the next
several years, Tina worked hard. to secure funding
for additional DI materials and to bring the most
qualified trainers to Mason County. Through Tina’s
persuasion more and more teachers and administra-
tors adopted DI and scon the special education
department had changed its curriculum entirely to
DI. Asaresult, test scores for special needs students
have improved tremendously in Mason County and
the students are excited about learning, Special
education teachers say they feel blessed to have Tina
as their coordinator, _
Given the success special education teachers have
had with DI, its not surprising that general educa-
tion teachers also enlist Tina’s supportand guidance
in their classrooms. At Beale Elementary School, a
rural school of about 300 students, teachers use Dl in
reading, writing, spelling and mathematics and are
pleased with the success their students enjoy. Tina
has also faced criticism from some administrators
and regular teachers for her championing of DI,
however, she is remains committed to ensuring all
students reach mastery, Far from the days of hold-
ing DI training sessions in cramped, out-of-the-way

_ classrooms, DI can now be found in almost every

schoolin Mason County, thanks to Tina’s Ieadership
and enthusiasm. In accepting the Excellence in
Administration award, Tina said, “The true cel-
ebration of this award are the students who have
been given the skills and successes to last a lifetime.”

Sandra S. Murray, former principal of Larkdale
Elementary School in Fort Lauderdale, Florida, was
awarded an Excellence in Administration award
for the dedication, talent and energy she invested in .
1mprov1ng students’ academic performance and

" behavior in the nine years she led the school In

1995, Larkdale El-
ementary was placed
on the Critically Low
Performing Schools -
list. OnIy 15% of

scored atorabove the
50th percentile in
reading and just 25%
scored atorabove the
50th percentile in
mathematics. Addi-
tionally, Larkdale
has a 49% mobility
rate, with 91% of the
students eligible for

Sandra Murray



free or reduced lunch. Despite these complications,
Sandy was determined to improve student achieve-
ment. She had implemented various programs but
did not see the gains she expected until, in coopera-
tion with consultant Stu Greenburg, she combined
curriculum and behavior goals and implemented
Direct Instruction as the core of the Larkdale cur-
riculum. The two also wrote a very successful pro-
gram for the entire Broward County called the Alli-
ance of Quality Schools which has helped other

principals increase student performance in their

schools.

With the quiet support of her superintendent,
Sandy was able to persist in the DI implementation
in Larkdale despite the resistance of some staff and
teachers.  Sandy also involves parents in their
children’s education. Besides parent training activi-
ties, an open house policy encourages parents to
observe their children’s classes, and parents are also
required to monitor their children’s homework and
attend at least two teacher conferencesa year. Sandy’s
unceasing emphasis on developmentally appropri-
ate academic programs, maintaining high expecta-
tions for students, staff, parents and herself, her
employment of a variety of strategies to help stu-
dents succeed and the engagement of parents to
improve student learning have combined to pull
Larkdale off “The List.” In accepting the award,
Sandy acknowledged the hard work of everyone
involved with Larkdale, saying all 115 staff mem-
bers deserved the award, too, and that she accepted
on their behalf. :

Melanie Mayo
was nominated for
the award in Excel-
lence in Supervi- {
sion and Training
byher colleagues for
her work as Direct
Instruction Coordi-
nator on the Special
Education Team for
Queens High
Schools in Flushing,
New York. Ascoor-
~ dinator, Melanie was
responsible for sup-

_ porting the DI pro-

gram, which has - .
been in place for 10 years, by coaching and provid-
ing technical assistarice to teachers and supervisors
in 22 high schools. Melanie’s enthusiasm and fresh
perspective inspired teachers and students to do
their best. The students have made significant gains

'.Mela‘nie Mayo

as a result of her work and look forward to her
classroom visits so they can demonstrate their
achievements.

Melanie always has time for the teachers she
coaches. Bette Moraitis says, “Whenever a question
arises she will always try to help find a
solution...Melanie is very supportive and a- good
listener.” Before coming to Queens High Schools,
Melanie taught learning disabled junior high school
students and moderately retarded elementary stu-
dents using Direct Instruction. She also worked as
an SRA consultant and teacher trainer. Because of
the relationships she’s established with the teachers
in the Queens High Schools, Melanie is known as “a
teacher’s teacher.” Penny Santiago has been teach-
ing various Direct Instruction reading programs
since 1991 and says Melanie has been an inspiration.
“This year Melanie’s guidance has reignited the
spark that was present during my beginning years
as a direct instruction teacher.” Teacher Jacqueline
Gomes says Melanie has played an important role in
the professional lives of many teachers. “Her enthu-
siasm and love of teaching are contagious and all
who have had the opportunity to meet her and work
with her are truly touched by her kindness, dedica-
tion and patience.” Though Melanie was not able to
attend the conference, she did send aletter accepting
the award and saying, “I invite anyone who wishes

' to come see our program to contact me because it

would be my pleasure to share our success with
youw.”

Dr. Nancy Marchand-Martella, winner of the
Excellence in University Education award, is cur-
rently an Associate Professor in the department of
Applied Psychology in the College of Education and
Human Development at Eastern Washington Uni-
versity. Though her colleagues do not always share
her enthusiasm, Nancy is a dedicated and energetic
champion of re- '
search-based in-
struction, especially
DI. She has intro-
duced many stu-
dents in the teacher
training program to
effective  tech-
niques, strategies,
curriculums and
qualitative verifica-
tion of instructional
practices. As first
grade teacher and
DIconsultant Linda
McGlocklin says,

Nancy Marchand-Martella
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“Nancy’s students are actively seeking more knowl-
edge and experience by adding course work which .
focuses on Direct Instruction and research-based .
practices. She has been instrumental in providing
her students with skills that will make them effec-
tive in the classroom, at graduate school and be-’
yond.”

- Nancy’s influence on teaching practices extends
well beyond her own university classroom. She
herself can often be found in the Spokane commu-
nity schools, coaching and training teachers in effec-
tive teaching practices. Naney also assists schoolsin
finding funding for new programs and materials.
The grants she’s written have funded teacher train-

ing, -parent training, innovative student tutoring, .

and material acquisition at Evergreen Elementary,
Rogers High School, Deer Park High School and
_ other community schools. Clark Ness, a special
education teacher at Horizon Junior High School,
says that, with Nancy’s assistance, his teaching skills -
have greatly improved which, ultimately, will be .
reflected in the lives of his students. ;

Beyond her own community, Nancy's research—
she has published over 40 articles, co-edited re-
s2arch methods instruction textbooks and has been
a guest editor for this journal—has enriched the
field and motivated students and colleagues to foi- .
low her lead.

Excellent School Award
Valley View Elementary is and ambitious school

and holds high expectations for all its students. -
Over the course of four years, the staff and teachers

of Valley View worked hard to implement Direct
Instruction school-wide as part of the Utah Acceler-
ated Student Achievement Project (ASAP). At the

end of each year, kindergartners and first graders -
were performing substantially above the national .

means in reading performance. Low, moderate and
higher performing students allmade gains that were
sustained over the course of the implementation.

Larry. Yates, Assistant Superintendent of the Weber
=hool District, is very impressed with Valley View’s

program. “The program has required some of the
staff to be trained as coaches,” he says. “The coaches
have turned the entire program into a very consis-
tent, high quality approach to student education.”
Yates says teachers are excited with the progress
they make in their classrooms and parental support
is at an all-time high. Cheryl Hostetter, an Educa-
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tion Specialist for the district, says she has been very

impressed with principal Maurine Newton. “T am
always amazed at the positive climate of the school,
the morale of the teachers who feel they are valued
for their profession and the knowledge base they

.have accrued to be specialists in the curricula,”

Hostetter says. “This positive climate and morale in
addition to a consistent and research-based cur-
ricula has made Valley View a school that provides
for h1gh expectations and opportunities for every
child in the school to succeed.” Marilyn Miller
accepted the Excellence in Schoois award on behalf
of Valley View and especially Maureen Newton, an
outstandmg principal.” -

Mabel B, Wesley Elementary in Houston is fa-
miliar to many in the DI family and beyond, thanks
in part to a feature story on the ABC News program
PrimeTime Live. Wesley cannot help but be noticed.
In the blighted neighborhood of Acres Home, with
its barbed-wire fencing and boarded up homes,
Wesley’s manicured lawn, immaculate brick facade
and polished floors are a promise that things are
done better here. And Wesley’s students fulfill that
promise--they have gained national attention for
their consistent achievement scores in reading and

“math that put them on a par with, or in many cases
‘surpass, their suburban peers. Since becoming prin-

cipal in 1975, Thaddeus Lott has never let poverty,

-parentage or minority status be an excuse for poor

achievement. He has always focused on the basics—
research-based instruction, rigorous teacher train-
ing, high expectations of teachers and students in
behavior and academics, and a passionate convic-
tion that every child can learn—though this often
made him very unpopular with the district adminis-
tration that had mandated a whole language cur-
riculum. Lott got tremendous results with very little
support and on a very tight budget. Today, Lott
continues his work in managing a district of charter
schools that includes Wesley. Principal Suzie Rimes

- continues the tradition of high expectations and
highachievement at Wesley and now has the benefit

of increased funding after being awarded magnet

" school status by the Houston school district in 1994.

As Bob Dixon noted at the Eugene conference in

.presenting the Excellence in Schools award to

Wesley, it was Carolyn Schneider, our first award
winner, who was the trainer sent to Wesley in the

‘ beginning, and so now we've come full circle.
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CONTRIBUTOR’S GUIDELINES

Effective School Practices provides practitio-
ners and decision-makers with the latest research
and development news on effective teaching tools
and practices. The journal emphasizes practical
knowledge and products that have proven superior
through scientific testing. Readers are invited to
contribute to several different columns and de-
partments that will appear regularly: ‘

FROM THE FIELD: Submit letters describing your
thrills and frustrations, problems and successes,
and so on. A number of experts are available who
may be able to offer helpful solutions and recom-
mendatipns to persons seeking advice.

NEWS: Report news of interest to ADI’s member-
ship : y
SUCCESS STORIES: Send your stories about suc-

cessful instruction. These can be short, anecdotal
pieces.

PERSPECTIVE: Submit critiques and perspective
essays about a theme of current interest, such as:
school restructuring, the ungraded classroom, co-
operativf§learning, site-based management, learn-
ing styles, heterogeneous grouping, Regular Ed Ini-
tiative and the law, and so on.

RESEARCH STUDIES: Present data from your’
classroom or the results of scientific research. The
data should guide other practitioners and decision-

makers in evaluating alternative options for school
reform. :

TRANSLATING RESEARCH INTO PRACTICE
Integrate a larger body of empirical research into a
defined practice thatcanbe implemented inschools.

BOOK NOTES: Review a book of interest to mem-
bers. '

NEW PRODUCTS: Descriptions of new products
that are available will be featured. Send the de-
scription with a sample of the product or a research
report validating its effectiveness. Space will be
given only to products that have been field-tested
and empirically validated.

LIST OF DEMONSTRATION SITES: We wish to
maintain an on-going list of school sites with exem-
plary implementations and impressive student out-
comes. Submit the name of the exemplary school or
classrooms, the names of the programs being imple-
mented, and contact information so that visitations
may be arranged.

TIPS FOR TEACHERS: Practical, short products
that a teacher can copy and use immediately. This
might be advice for solving a specific but pervasive
problem, a data-keeping form, a single format that
would successfully teach something meaningful and
impress teachers with the effectiveness and clever-
ness of Direct Instruction, -

MANUSCRIPT PREPARATION

Authors should prepare manuscripts according to
the third revised edition of the Publication Manual of
the American Psychological Association, published in
1983. Copies may be ordered from: Order Depart-
ment

American Psychological Association

1200 Seventh St., N.W.

Washington, DC 20036
Send an electronic copy with a hardcopy of the
manuscript. Indicate the name of the word-process-
ing program you use. Save drawings and figures in
separate files. Electronic copy should replace text
that is underlined according to the APA format,
with italic text. :

[llustrations and Figures: Please send drawings or '

figures glectronic form, though you may also in-
clude thém in camera-ready form.
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Completed manuscripts should be sent to:
Bonnie Grossen, Ph.D.
Editor, Effective School Practices
PO Box 10252
Eugene, OR 97440

Acknowledgement of receipt of the manuscript will
besentby mail. Articles are injtially screened by the
editor for content appropriateness. Then sent out
for review by peers in the field. These reviewers
may recommend acceptance as is, revision without
further review, revision with a subsequent review,
or rejection. The author is usually notified about the
status of the article within a 6- to 8-week period. If
the article is published, the author will receive five
complimentary copies of the issue in which his or
her article appears.



Videotapes on the Direct Instruction llf!odel

Aren’t You Special--25 minutes. Motivationat talk by Linda Gibsdn, Principal at a school in Columbus, Ohio.’
Successful with DI, in spite of minimal support. Keynote from 1997 National DI Conference. Price: $15.00

Effective Teaching: It's in the Nature of the Task—25 minutes. Bob Stevens, expert in cooperative learning
from Penn State University, describes how the type of task to be taught impacts the instructional delivery
method. Keynote from 1997 National DI Conference. Price: $15.00

One More Time—20 minutes. Closing from 1997 Nationa! DI Gon’ierence One of Engelmann’s best motivational
talks. Good for those already using DI, this is sure to make them know what they are doing is the right choice,
{or teachers, students and our future. Price: $15.00

Direct Instruction In Actlon—45 minutes. This tape is a series of studént, parent, teacher and administrator
testimonials about the use of DI, and many examples of Direct Instruction being used across the country with a
wide range of learners. A good tape for anyone who needs to know what DI looks like and why it works. Price:
$45.00 ; :

Keynotes from 22nd Natlonal DI Conference—2 hours. Ed Schaefer speaks on “Di-What it is and Why It
Works,” an excellent introductory talk on the efficiency of DI and the sensibility of research based programs.
Doug Carniné's talk “Get it Straight, Do it Right, and Keep it Straight” is a call for people.to do what they already
know works, and not 1o abandon sensible approaches in favor of “innovations” that are recycled fads. Siegiried
Engeimann delivers the closing “Nords vs. Deeds® in his usual inspifational manner, with a plea to teachers not
to get worn down by the weight of a system that at times does not reward excellence as it shouid. Price: $25.00

Keynotes from the 1995 Conference—2 hours. Titles and speakers include: Anita Archer, Professor Emeritus,
San Diego State University, speaking on *The Time Is Now" (An overview of key features of Di); Rob Horner,
Professor, University of Oregon, speaking on “Effective Instruction for Al Learners;” Zig Engelmann, Professor,
University of Oraegon, speaking on “Truth or Consequences.” Price: $25.00 )

Keynote Presentations from the 1994 20th Anniversary Conference—2 hours. Titles and speakers include:
Jean Osborn, Associate Director for the Center for the Study of Reading, University of lllinois, speaking on
“Direct Instruction: Past, Present & Future;” Sara Tarver, professor, University of Wisconsin-Madison, speaking
on “I have a Dream That Someday We Will Teach All Children;” Zig Engelmann, Professor, University of Oregon,
speaking on “So Who Needs Standards?” Price: $25.00

An Evening of Tribute to Slegfrled Engelmann—2.5 hours. On'July 26, 1995, 400 of Zig Engelmann’s friends,
admirers, colleagues, and protégés assembled to pay tribute to the “Father of Direct Instruction.” The Tribute
tape features Carl Bereiter, Wes Becker, Barbara Bateman, Cookie Bruner, Doug Carnine, and Jean Osborn-the
pioneers of Direct Instruction-and many other program authors, paying tribute to Zig. Price: $25.00

Challenge of the 90°s: Higher-Order thinking—a45 minutes, 1990. Overview and rationale for Direct instruction
* strategies. Includes home-video footage and Follow Through. Price: $10.00 (includes copying costs anly).

Follow Through: A Bridge to the Futuré—22 minutes, video, 1992. Diract Instruction Dissemination Céhter,
Waesley Elementary School in Houston, Texas, demonstrates approach. Principal, Thaddeus Lott, and teachers

are interviewed and classroom footage is shown, Created by Hou‘stt_)ri independent School District i
collaborative partnership with Project Follow Through. Price: $10.00 (Inciudes copying costs only), B

Where It All Started—-45 minutes. Zig teaching kindergarten children for the Engelmann-Bereiter pre-school in the
§0's. These minority children demonstrate mathematical undersianding far beyond normal developmental
expectations. This acceleration came through expert teaching from the man who is now regarded as the “Father
of Direct Instruction,” Zig Engelmann. Price: $10.00 (includes copying costs only).

Direct Instruction—black and white, 1 hour, 1978. Overview and rationale for Direct Instruction compiled by
Haddox for University of Oregon College of Education from footage of Project Follow Through and Eugene
Classrooms. Price: $10.00 (includes copying costs onty). :

Corrective Reading: Decoding B1, B2, C—4 hours, 38 minutes + practice time. Pilot video training tape that
includes an overview of the Corrective Series, placement procedures, training and praclice on each partof a
decoding lesson, information on classroom management / reinforcement and demonstrations of lessons (off-
camera responses). Price: $25.00 per tape (includes copying costs only),

VISA of Mastercard accepted

Call 1-800-995-2464 ‘

ADI, PO Box 10252, Eugene, OR 97440 _ '
For shipping charges please seé page 99 '
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New Videos Available!

Keynotes from the 1998 National Direct Instruction Conference in Eugene
are now available from ADI. These videos are professional quality, 2
camera productions suitable for use in meetings and trainings.

Successful Schools... How We Do H—35 minutes. Eric Mahmoud, Co-founder and
CEO of Seed Academy/Harvest Preparatory School in Minneapolis, Minnesota presented
the lead keynote for the 19998 National Direct Instruction Conference. His talk was rated
as one of the best features of the conference. Eric focused on the challenges of educat- -
- ing our inner-city youth and the high expectations we must communicate to our children -
and teachers if we are to succeed in raising student performance in our schools. Also
included on this video is a welcome by Siegfried Engelmann, Senior Author and Devel-
oper of Direct instruction Programs. Price: $19.95 .

Fads, Fashions & Follies—Linking Research to Practice—25 Minutes. Dr.
Kevin Feldman, Director of Reading and Early Intervention for the Sonoma County Office
of Education in Santa Rosa California presents on the need to apply research findings to
-educational practices. He supplies a definition of what research is and is not, with ex-
amples of each. His style is very entertaining and holds interest quite well. Price; $19.95

Moving from Better to the Best—20 minutes. Closing keynote from the Nationai DI
Conference. Classic Zig Engelmann doing one of the many things he does well... moti-
vating teaching professionals to go out into the field and work with kids in a sensible and
sensitive manner, paying attention to the details of instruction, making sure that excel-
lence instead of “pretty good” is the standard we strive for and other topics that have
been the constant theme of his work over the years. Price $19,95 o

| |Special Pricing. Each video is $19.95. Purchase all three keynotes from the 1998
National Direct Instruction Conference for $45.00 (includes shipping)

To order, please indicate number of tapes or sets of tapes and return this from to ADI. . Make checks or purchase
orders to Association for Direct Instruction.

Please chargemy __ Visa ___ Mastercard in the amount of 3

Card Number & Expiration Date

Signed

Name':
Address:
City, State, Zip:

‘Send to ADI, PO Box 10252, Eugene, OR 97440
You may also phone in your order with VISA or Mastercard. Phone 1.800.995,2464



Order Back Issues/Monographs on lmpbrtant Themes

Past issues of Effactive School Practices are available for purchase. Start building your collection today. Pricing is
as follows: L ;

Number of coples = 'i'ﬁ‘r’i'é‘e‘ééchﬁ“ ‘ S U%‘_thfé”’c‘hé?t to figure your shipping and handling

1 $6.00 charges.
L2500 %400 . L If your order is: Postage & Handling is:
et o 8350 80,0010 $5.00 rcvevirereine $3.00
B "ﬁg‘gg $5.0110 $10.00 ..icvovvriverrivene $3.50
Write the isstie number(s} and guantity you want 18100110 $15.00 ...ovvescivriivenees $4.00
and send your order with payment to: $15.0110 $20.99 . vvcoesrsce $4.50
ADI » PO Box 10252 ¢ Eugene, OR 97440 $?1.00 10 $40.99 oo $6.00
7 You may order by phone using VISAor 841,00 10 $60.99 s .$7.50
: .7 Mastercard. : _ $61.00 to $80.99 ....icciivcinnns $9.00
“Phone 1.800.995.2464 a _ ~ $81.000r more i 10% of Subtotal
Preschool ~ + "

Effective School*Practices, Winter, 1999, Volume 17, No.3 :
ABSTRACT: For this issize we have selected contributions that provide research data and guidance toward
answering four important questions regarding preschool: :
1. Should preschool really be “school” or should it only be a time for socialization and play?
2. What can-we do at the preschool age to ensure that our children grow up to be well-adjusted adults?
/3. When should achild ideally start an academic preschool? _
4. If preschool js really a “school,” with some academic goals as well as social goals, what should the curriculum
* look like, especially in the area of reading?

Discipline and School Safety—Guest Editors: Shanna Hagan and Mack D. Burke
Effective School Practices, Fall, 1998, Volume 17, No.2 .

* ABSTRACT::Violence inischools is increasing nationwide, both in intensity and prevalence. Educators must
often balance the maintepance of a safe and orderly school with the needs of students entering with well-
established patterns of antisocial behavior. Many organizations have put forth positions calling for “zero
tolerance”; _até__ly(lbc:@@'i,ng that disruptive students either be expelled or removed to alternative settings. Lacking
from these emotionally ¢harged discussions are two critical questions: (1) What does research have to say about
intervening with children and youth that display antisocial behaviors?; and (2) What are the most effective
approaches of intervention thatare feasible for schools to implement?.This is the first of two special issues
intended to address these important questions, produced by guest editors Shanna Hagan and Mack D. Burke of
theé University of Oregon. ' :

Roadmaps for Success”

Effective School Practices, Winter, 1998, Volume 17, No.1
ABSTRACT: Roadmaps for Success was the theme of the 1997 Eugene DI Conference and this issue contains
implementation information on programs in Tllinois, Utah and Texas. Research includes the American Federation
of Teachers’ “Promising Programs for Raising Student Achievement: A Resource Guide for Redesigning Low-
Performing Schools” and an abstract from What Works in Education, published by the Cambridge Center for
Behavioral Studies. Also, winners of the Excellence in Education awards, presented at the conference, are
profiled. ‘ ‘

Coaching and Supervision—Guest Editor: Nancy Marchand-Martella

Effective School Practices, Fall, 1997, Volume 16, No.4
ABSTRACT: The research presented in this issue deals with the problems involved in getting teachers to imple-
ment DI with fidelity. The studies come from a variety of perspectives representing the needs of consultants
working directly in schools and of college instructors working with or without the luxury of a DI practicum. In
spite of the different contexts from which the ideas for solutions come, the findings have relevance for all these
service providers. This issue on classroom supervision was put together by our guest editor, Nancy Marchand-
Martella at Eastern Washington University. Nancy has published perhaps more research studies on the topic of
supervision than anyone else in the country who trains in Direct Instruction. '
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Serving Non-English Speaking Children
Effectwe School Practices, Summer, 1997, Volume 16, No.3 '
ABSTRACT: In California, more than one-fifth of pubhc school children participate in bllmgual education. Each
year only 5% of the students not previously proficient in English are found to have gained English proficiency.
Critics of bilingual education say it produces students illiterate in two languages. This issue presents two
seminal research studies on the effects of Direct Instruction on English language learners, both Asian and
Hispanic. Direct Instruction for English language learners, characterized as “structured immersion,” offer an
alternative to the more common forms of bilingual education, where the school programs are blhngual to enable
the children to remain monolingual for a longer period of time.

Tools for Middle School Success

Eﬁecuue School Practices, Winter-Spring, 1997, Volume 16, Nos. 1 and 2.
'ABSTRACT: Over the past decade, much of the research conducted under Doug Carnine’s leadershlp at the
University of Oregon has been investigating effective instructional interventions for middle school students, Zig
Engelmann and associates have also been applying Direct Instruction theory to higher level cognitive tasks of -
more sophisticated learners. The combined results of these efforts have been rewarding in terms of higher
achievement levels for at-risk populations. The instructional tools that resulted from this work and some of the
research studies that evaluate these interventions for higher level thinking are featured in this double issue.

Developing Professionalism

Effective School Practices, Fall, 1996, Volume 15, No.4
ABSTRACT: This issue contains Doug Carnine’s keynote address to the 1996 Eugene DI Conference: “How
Business Can Help Education Learn About Accountability.” Also, implementation news from Maryland,
Alabama, California and Delaware are included. In a case study, initial language instruction using a cumulative
progamming strategy is evaluated. Research articles measure the effects of videodisc instruction and question
whether method of teaching beginning reading should be matched to a student’s learning syle.

Ieading Recovery/Preventing Reading Failure

Effective School Practices, Summer, 1996, Volume 15, No.3
ABSTRACT: Reading Recovery advocates claim that the program brings the lowest performing children up to
the average level of their local class by the end of first grade within 60 lessons, or 12 weeks. However, indepen-
dent evaluations have found that Reading Recovery is far less effective and more costly than has been claimed,
and that learning gains are not maintained. Those independent evaluations are reprinted in this issue. In
contrast to the unscientific methods of Reading Recovery, the National Institute of Child Health and Human
Development (NICHD) for thirty years has conducted research into reading difficulties following the most
rigorous scientific procedures. In this issue, the Center for the Future of Teaching and Learning identifies best
practices based on NICHD research.

Regular Education Issues

Effective School Practices, Spring, 1996, Volume 15, No. 2 :
ABSTRACT: To achieve equity in education, the performance of traditionally low-performmg groups of children
must be improved. This issue includes a synthesis of the research in ability grouping and mixed-age grouping
and also describes school models where low achievers reach remarkably high performance levels. Also featured
is an article that compares traditional math textbooks with Connecting Math Concepis and reports the results of a
field study that was conducted by a school district prior to its adoption of a new mathematics basal. It's an
excellent example of the kind of small research project that districts should undertake before spending thousands
of dollars on new texibooks. A student teacher also reports on the success she had in her inner city classroom
using DI to teach basic mathematical skills.

What Was That Project Follow Through?

Effective School Practices, Winter, 1996, Volume 15, No. 1
ABSTRACT: Find out about the largest, most expensive educational experiment in history. What were the
results? Why weren't they publicized? In the history of education, no educational model has ever been
doucmented to acheive such positive results with such consistency across so many variable sites as Direct .
Instruction. '

Planning for a Direct Instruction Implementation
Effective School Practices, Summer, 1995, Volume 14, No. 3
ABSTRACT: A workbook and guidelines provide a framework for planning a Direct Instruction implementation.
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The planning stages include: 1. Feasibility planning (Does the school have the support and resources to begin a
DI implementation?), 2. Setting specific school policies (What policy changes regarding grouping and scheduling,
report cards and discipline, inclusion and evaluation, substitutes and so on, need to be made?), 3. Deciding on
the scope of the first year's implementation (Given the support and limitations, what level of implementation
should the school schedule for the first year?}, 4. Budget planning (What will the DI implementation cost?). A

* full set of placement tests for Reading Mastery, Reasoning and Writing, Spelling Mastery, and Connecting Math
Concepts are included. The planning guide is particularly appropr1ate for the school administrator or leader

‘ Handbook for Grassroots Reform

Effective School Practices, Winter 1995, Volume 14, No. 1
ABSTRACT: An article by Russell Worrall and Doug Carnine describes the problem to solve: the irrationality of
top-down educational decision-making. Individual school communities that wish to use a more rational process
are provided with reference materials and guides for establishing bottom-up reform, particularly in the selection
of the teaching practices and tools (textbooks, technology, media, software, and so on). A Handbook for Site
"Councils to use to improve schools guides local site councils in obtaining reliable information about what works,
_ that s, site councils should select validated practices and tools or cautiously monitor the implementation of
unvalidated practices. Reliable information is usually available in the form of research studies. Because research

is often misused and abused, a guide for using research to identify superior teaching practices and tools is also
provided,

Twenty Years of Effective Teaching

Effective School Practices, Fall 1994, Volume 13, No. 4
ABSTRACT: Two keynote addresses by Sara Tarver and Jean Osborn at the summer conference provide an

_ overview of the history of Direct Instruction. Headline news articles featuring Direct Instruction and/or disap-

pointing resuits from trendy approaches are reprinted. An exchange of letters between a Montana parent and
the National Council of Teachers of Mathematics highlights issues regarding school adoption of unproven,
faddish methods, textbooks, and philosophies. The NCTM is unable to provide evidence that the teaching
methods they promote improve learning. NCTM claims there are no measures that assess the kinds of outcomes
they wish to achieve. They expect to have a guide for assessment published in 1995, 4 years after the guide for

teaching practice was published. The Montana parent argues that the assessment should be used to evaluate the
practices before they are promoted nationwide.

OBE and World Class Standards

Effective School Practices, Summer 1994, Volume 13, No. 3
ABSTRACT: This issue is a critique of outcome-based education. Criticisms from educational researchers and
from the American Federation of Teachers are featured. Positive suggestions for education reform legislation are
offered, as well as somezguidelines for evaluating standards. The standards of most states are criticized for their
lack of rigor, for their non-academic focus, and for their evaluation systems that do not provide information
regarding the effectiveness of the school programs, but rather only evaluate individual students.

Achieving Higher Standards in Mathematics

Effective School Practices, Spring 1994, Volume 13, No. 2
ABSTRACT: The standards from the National Council of Teachers of Mathematics prescribe teaching practice
more than they set standards for student performance. Several research articles provide evidence that the NCTM

teaching practices are probably not the best practices for achieving the student performance standards implied in
the standards.

Beginning Reading Instruction

Effective School Practices, Winter 1994, Volume 13, No. 1
ABSTRACT: Research still shows that systematic phonics instruction with a code-based reader are important
components of effective initial reading instruction and are not incompatible with most whole language activities.
Read Keith Stanovich’s analysis of reading instruction issues in Romance and reality and Patrick Groff's review of
Reading Recovery research. Read how a highly successful school teaches reading to Spanish-speaking children.
Edward Fry also provides a set of tools for solving common reading problems.

Discriminatory Educational Practices

Effective School Practices, Spring, 1993, Volume 12, No. 2
ABSTRACT: Research has documented discriminatory effects for two popular school reforms: whole language
and “developmentally approptiate practice” as it has been defined by the National Association for the Education
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