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~OREWORD

This edition of the Least Restrictive Behavioral Interventions (LRBI) Technical
Assistance Manual provides guidance and information on interventions and best
practices for providing behavior supports to students in alignment with the Utah
State Board of Education’s (USBE) vision and mission.

In that context, this manual is intended as a resource for family and school teams in
their support of all students, including each student served in general education
classrooms as well as the portion of those students also receiving support through
special education.

This edition of the LRBI Technical Assistance Manual is a comprehensive resource
for best practice and support of appropriate and consistent practices leading to
improved student learning outcomes. Family and school teams can address student
needs by engaging in strengths-focused problem-solving, teaching and reinforcing
clear behavioral expectations, provide high-quality behavior support, and ensure
better outcomes for all.
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CHAPTER I INTRODUCTION TO THE LRB
MANUAL

PURPOSE OF THE LRBI GUIDELINES

Schools face a growing challenge in meeting both the academic and behavioral
needs of all students. To be effective and demonstrate positive educational
outcomes with diverse student populations, schools need to implement tiered
models of evidence-based academic and behavioral supports and interventions.’

The vision of the USBE is "Academic and organizational excellence in Utah
education."

e Participate in civic responsibilities

e Uphold and strengthen our constitutional republic

e Provide for themselves and their families

e Engage in post-secondary opportunities

e Pursue personal goals

e Embody strong moral and social values

To support this vision, the USBE specifies in Utah State Board of Education
Administrative Rules (after this referred to as “Board Rules”) r277-6092 that the
purpose of the LRBI Technical Assistance Manual is to provide “guidance and
information in creating successful behavioral systems and supports within Utah's
public schools that: (a) promote positive behaviors while preventing negative or
risky behaviors; and (b) create a safe learning environment that enhances
outcomes for students.”

GUIDING PRINCIPLES IN THE LREB! TECHNICAL ASSISTANCE
MANUAL

e All students can achieve positive outcomes when provided opportunities to
develop skills as a result of effective teaching.

e Student success centers around early prevention and interventions to meet
both behavioral and academic needs.
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e A comprehensive system of tiered interventions is essential for addressing
the full range of student needs.

e Student outcomes improve when ongoing behavioral and academic data
collection informs instructional decisions.

e All school personnel share responsibility for evidence-based instructional
practices, behavior support practices, and progress monitoring.

o Effective leadership at all levels is crucial for the maximum achievement of
student outcomes.

INTENDED AUDIENCE

This manual is written to be accessible to each person involved in teaching and
supporting Utah students. To accomplish these things, our students may be
supported by many different adults with different roles. This manual was
developed with the following audiences in mind:

e Parents and other family members

e General education and special education teachers
e Paraeducators

e Student support specialists

e School administrators

e Local education agency (LEA) staff

e State education agency (SEA) staff

e Community partners

HOW TO USE THE MANUAL

This manual discusses student behavior in the context of the various school
systems, environments and interactions that influence it. However, this manual is
not intended to serve as a comprehensive guide to all school factors that may play
a role in student behavior.

Information about specific evidence-based behavior interventions (previously made
available as a chapter in the body of the manual) are provided in a separate
resource. This allows the USBE to provide more frequent updates to this resource
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as new information about behavior interventions and supporting evidence
becomes available.

This manual does not, and is not intended to, constitute legal advice. Content in this
manual is presented for general information purposes only. Information about
some federal and state statutes and rules relevant to school-based behavior
support is presented alongside relevant content in each chapter. This allows the
reader to understand how these statutes and rules align with best practice in
behavior support. However, this manual should not be considered an exhaustive
resource for these legal citations. School personnel are responsible for knowing
and following the legal requirements associated with school-based behavior
support.
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NOTES ON CHAPTER |

' U.S. Department of Education, Office of Special Education and Rehabilitative
Services (2021). Supporting Child and Student Social, Emotional, Behavioral, and
Mental Health Needs. Washington, DC. Retrieved from
https://www?2.ed.gov/documents/students/supporting-child-student-social-
emotional-behavioral-mental-health.pdf

2N.B.: Board Rules are part of the larger Utah Administrative Code and deal with
section 277. These rules can be found in two places: the USBE Administrative Rules
webpage or the Utah Office Administrative Rules webpage. Therefore, Board Rule
r277-609 refers to the same rule as Utah Admin. Code r277-609. Additionally, it
should be noted that the Utah State Board of Education Special Education Rules
(SpEd Rules) are part of but distinguished from Board Rules. Though separate,
these Rules are incorporated into Board Rule by reference (see Board Rule r277-
750).

3 Board Rule r277-609. Retrieved from: https://www.schools.utah.gov/File/5cee272-
66b0-4a03-baf7-bf51ff3a65fa.
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CHAPTER 2. BEHAVIOR BASICS

WHY TEACH BEHAVIOR?

Some students, for a variety of reasons, may demonstrate inappropriate,
maladaptive, or problem behavior that inhibits their learning and/or the learning of
other students. Just as we would not expect students to teach themselves academic
content on their own, we would not leave students to correct their own behavior
without support. Without intervention or instruction, many students will continue
to engage in inappropriate behavior and may even develop patterns of problematic
behavior that increase in frequency and intensity.

Behavior problems often lead to academic challenges, difficulty with relationships,
and diminished postsecondary readiness. In addition, student behavior problems
that are not addressed can lead to educator burnout.” In response, many schools
rely on reactive disciplinary measures such as reprimands, suspension, and
expulsion as a way of correcting student behavior, but they are not generally
effective?. Chapter 7 outlines the correct use of these disciplinary measures as

Being proactive about behavior response
means investing time in strategies that
involve preventing inappropriate or
problem behavior and teaching
appropriate behavior. Understanding key
concepts in behavioral science can help
school teams select the best ways to teach
appropriate behavior to students.

KEY CONCEPTS IN BEHAVIOR

All humans engage in learned behavior and
follow similar behavioral principles. By understanding these principles, it is possible
to understand the behavior of student within the school system. One of the first
steps in helping change student behavior is taking the time to better understand
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why the inappropriate or problem behavior exists and assisting students in taking
personal ownership for their actions.

Teaching students that they can take responsibility for their actions within school
settings is a proactive approach to creating a successful school environment. This
concept reinforces the idea that students can control the outcomes related to how
they feel/their emotional state, engagement with others, academic learning, and
can be accomplished through the implementation of accountability practices. An
“accountability practice” is any evidence-based practice that increases academic
outcomes, as well as decreases behavior that disrupts the learning environment
and holds students accountable for their actions by requiring them to take
responsibility to repair harm and provide restitution when appropriate.

Applied behavior analysis can help family and school teams understand behavior
and is based on the following assumptions:

e Behavioris learned, so appropriate behavior should be taught

e Inappropriate or problem behavior is addressed by preventing those
behaviors from occurring, and by reinforcing the behaviors we want to see
instead

e Punishment does not teach new behavior

e Behavior improvement efforts must be progress monitored to determine
effectiveness

PRINCIPLES OF REINFORCEMENT AND PUNISHMENT

Behavioral learning involves finding the most efficient path to the greatest reward.
As humans, we excel at identifying behaviors that have a better pay off than others.
We develop preferences for many everyday things—the places we shop for
groceries, the paths we use to commute to work or school, and the people with
whom we spend our time—based on a history of learning which of those things
paid off for us in the ways we care about and which did not. This is an example of
how behavior is learned based on the principles of reinforcement and punishment.
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REINFORCEMENT

The term reinforcement means something is added to the student’s environment
or taken away from their environment that strengthens or increases the behavior. A
misconception about reinforcement is that it is synonymous with the term
“reward.” Instead, when an inappropriate or problem behavior is increasing or
continuing to occur, it is always maintained by some form of “reinforcement” that
follows it.

REINFORCEMENT

ad ad A, ¢ e, e

Positive reinforcement refers to situations in which something pleasant is
presented after a behavior, and that behavior then increases or stays the same in
the future. For example, when Gina makes an inappropriate joke and her friends
laugh, and over time the behavior of inappropriate joking increases, we could say
that laughter from her friends is positively reinforcing that behavior.

Negative reinforcement refers to situations in which something unpleasant is taken
away after a behavior, and that behavior then increases or stays the same in the
future. If Max throws school supplies at a classmate during an exam and is
immediately sent out into the hall, and over time Max's throwing behavior
increases, we could conclude that sending Max out into the hall (and away from
their exam) negatively reinforced that behavior.

Reinforcement is the way that all humans learn new behaviors and refine existing
behaviors.® Many things can function as reinforcement for students, and different
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students will be reinforced by different things. Because of this, it is important to
measure behavior and look at whether the behavior is staying the same or
increasing over time. If that is the case, then there is some form of reinforcement
following that behavior. However, that reinforcement may not be obvious at first
glance. For example, Tony is reinforced by attention of any kind, including teacher
reprimands—but because Tony’s teachers are not likely to view their reprimands as
reinforcing, the role of teacher reprimands in maintaining Tony's inappropriate or
problem behaviors might go unnoticed.

PUNISHMENT

The term punishment means something is added to the student’s environment or
taken away from their environment that weakens or decreases the behavior.
Positive punishment refers to situations in which an unpleasant stimulus is
administered after a behavior, and that behavior then decreases in the future. For
example, each time Blake runs in the hallway he is asked to go back and practice
walking appropriately instead, and over time Blake's hallway running decreases;
this decrease suggests that asking Blake to practice walking after he runs in the hall
functions as positive punishment for that behavior. Negative punishment refers to
situations in which a pleasant stimulus is taken away after a behavior occurs, and
that behavior then decreases in the future. For instance, if Paola loses a classroom
point each time she talks while the teacher is talking, and over time she talks during
instruction less frequently, that the loss of points suggests it is acting as negative
punishment for the behavior of talking out.

Punishment may feel like the fastest way to stop a student from engaging in an
inappropriate or problem behavior. However, punishment cannot teach new
behavior and thus does not lead to positive long-term behavioral change.* It's
important for all adults engaged in supporting students to understand that the
effects of punishment are short-lived. If students are not taught the appropriate
behaviors to use instead, and if those appropriate behaviors are not reinforced,
student behavior will not improve over the long term.
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ABCS OF BEHAVIOR

Learned behavior follows a predictable pattern. This is known as the ABC model of
behavior. First, something in the environment (the antecedent or “A”) creates the
conditions for a person to respond in a certain way. Then the person responds (the
behavior or “B,”), and that response creates its own impact on the environment (the
consequence or “C"). By breaking this pattern down, educators and parents can
gain an increased understanding of student behavior.
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ANTECEDENTS

A behavior’s antecedent is an event or condition that reliably precedes a behavior.
Antecedent conditions set the stage for the behaviors we observe and can be found
by recording the factors in the individual's environment immediately before that
behavior occurs. While it's possible to compare this concept to the notion of
“triggers,” it's helpful to remember that antecedents can involve 1) something
happening to the student before the behavior, and/or 2) something important that
is not happening to the individual before the behavior. For instance, the following
could both be antecedents for a particular behavior:

TABLE 2-1: EXAMPLES OF ANTECEDENTS TO A BEHAVIOR

Antecedent (trigger) Behavior

Katie raised her hand but was not Katie stood up, knocked her chair over,
acknowledged by the teacher for a full said “l don't need this,” and ran out of
minute. the classroom.

To observe antecedents, ask “What happened immediately before the behavior?”
Take note of ongoing factors in the student’s environment and then note any that
typically occur right before the inappropriate or problem behavior begins.

The following are some common antecedents observed in school settings. While
this is not an exhaustive list, it can illustrate what sorts of antecedent conditions to
watch for.

e Lack of adult and/or peer attention

e Rude comments from peers to the student (or others)

e Teacher reprimands to the student (or others)

e Being asked to complete certain types of schoolwork (certain content areas,
types of activities, etc.)

e Being asked to stop doing something preferred

e Being expected to stay on task for long periods of time, relative to the
student'’s current skill

e Unclear expectations about tasks, activities, and/or behavior expectations
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e Long transitions between activities and/or extended wait time
BEHAVIOR

Behavior can be defined as “an observable and measurable act of an individual.”> In
behavior intervention, the “B” in the ABC model is typically the inappropriate or
problem behavior. An inappropriate or problem behavior is a behavior that we wish
to change. Inappropriate or problem behaviors are generally unhealthy in some
way for the person engaging in it. A student’s inappropriate or problem behavior
may interfere with the student’s ability to access instruction, engage with
classmates, and/or stay safe in their environment.

It's important for school teams to keep in mind that not all unusual behaviors are
inappropriate or problem behaviors. For instance, a student with autism may
engage in hand flapping to self-regulate during class. While some may view this
behavior as atypical, the behavior poses no safety risk and likely aids the person
engaging in it to regulate their sensory needs and stay engaged with their
environment. It would not be appropriate for a school team to attempt to change
this behavior simply because others in the student’s environment find the behavior
unusual.

CONSEQUENCES

Many people use the word “consequence” to mean “disciplinary action.” However,
in behavior terms, a consequence is any event or condition that immediately
follows the behavior. Consequences can be pleasant, unpleasant, or neutral for the
person experiencing it. The purpose of observing a behavior’s usual consequences
is to determine what might be reinforcing the behavior. For instance, consider the
consequence of the behavior below.
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TABLE 2-2: EXAMPLE OF ANTECEDENTS, BEHAVIOR, AND THE CONSEQUENCE

Antecedent . Consequence
i Behavior
(trigger) (outcome)

Katie raised her hand but |Katie stood up, knocked |Katie sat in the hallway for

was not acknowledged by | her chair over, said “I a few seconds alone. Then

the teacher for a full don't need this,” and ran |her teacher came outside,

minute. out of the classroom. consoled her, and asked
her to come back to class.

To observe consequences, ask “What happened immediately after the behavior?”
Take note of anything that changed in the student's environment right after the
inappropriate or problem behavior occurred. Remember that consequences can be
pleasant, unpleasant, or neutral—the purpose is not to just look for disciplinary
actions, but to note anything that happened to the student following their behavior.

The following are some common consequences observed in school settings. While
this is not an exhaustive list, it can illustrate what sorts of consequences to look for.

e Reaction (verbal or nonverbal) from peers and/or adults
e Attention or one-on-one time with a particular person

e Delaying or avoiding schoolwork

e Getting away from an overwhelming situation

e Getting access to a desired item or activity

e Getting a basic need met (e.g., food, water, sleep)

e Getting or avoiding a particular type of sensory input

FUNCTIONS OF BEHAVIOR

Once we have observed the ABCs of inappropriate or problem behavior (the
antecedent, the inappropriate or problem behavior itself, and the consequence)
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enough times to detect patterns of behavior, we can develop a hypothesis—a best
guess—about the function of the behavior. The behavior’s function is the type of
underlying need that it meets for the individual.

Behavioral science holds that there are four functions of learned behavior:

e Escape: The behavior enables the person to delay or avoid doing something
they find unpleasant or difficult

e Attention: The behavior gets an immediate reaction of some kind from
others

e Tangible: The behavior allows the person to access a specific, preferred item
or activity

e Sensory/automatic: The behavior helps the person meet a basic physical

need

All behavior, whether perceived as appropriate or
inappropriate by others, serves a function. All
people have behavioral habits they engage in to get
attention, to escape undesired things, to access
tangible things they like, and to meet sensory
needs. However, as stated previously, some

behaviors people engage in may meet those

functions in unhealthy ways, and this is when
behaviors become inappropriate or problem behaviors. When this happens, the
focus should be on determining the function of the inappropriate behavior to
understand what the individual is unconsciously trying to obtain or avoid with their
behavior. Only once we understand the function of the problem behavior, can we
help them meet that need in a healthier way.

Usually, inappropriate or problem behavior occurs for two reasons:

1. Thereis a mismatch between the student’s needs and their environment

2. The student has accumulated learning experiences in which their
inappropriate behavior was more heavily reinforced than the appropriate
alternative behavior
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IMPACT OF ENVIRONMENT

Behavioral science holds that the environment has impact on the behavior. In
school environments, this means that things such as teacher/peer response to
behavior, physical features and organization of the classroom, and other factors in
the environment can have a large impact on student behavior. In addition, the
student’s individual needs may be driven by additional factors (like a disability,
communication barrier, or poor sleep schedule), leading to a greater risk for
inappropriate or problem behavior if the environment isn't set up to respond to
their needs. Finally, students' learning experiences play a significant role in shaping
behavior before they ever set foot inside a classroom. Understanding each of these
factors can enhance educators’ understanding of the behavior of their students,
and drive efforts to support students to behave their best at school.

LINK BETWEEN ACADEMICS AND BEHAVIOR

Behavior concerns and academic concerns are tightly intertwined in a vicious cycle.
Students who experience academic difficulties are at greater risk for developing
behavior difficulties, and vice versa. It can be extremely difficult to tolerate the
distress and discomfort of performing behind one’s peers academically. Some
students may escape these negative feelings through inappropriate or problem
behavior, especially when that behavior is addressed by removing the student from
the situation. Conversely, students who engage in inappropriate or problem
behavior for any number of reasons tend to miss academic instruction while their
behavior is addressed. That lost instructional time can contribute to the student
falling behind academically, leading to further problematic behaviors.
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NOTES ON CHAPTER 2

(1 Evers, W. J., Tomic, W., & Brouwers, A. (2004). Burnout Among Teachers:
Students’ and Teachers' Perceptions Compared. School Psychology International,
25(2), 131-148.

2 iCalsi, C., Osher, D., & Bailey, P. (2021). An Empirical Examination of the
Effects of Suspension and Suspension Severity on Behavioral and Academic Outcomes.
American Institutes for Research.

' Evers, W. J., Tomic, W., & Brouwers, A. (2004). Burnout Among Teachers: Students’
and Teachers' Perceptions Compared. School Psychology International, 25(2), 131-
148.

M LiCalsi, C., Osher, D., & Bailey, P. (2021). An Empirical Examination of the Effects of
Suspension and Suspension Severity on Behavioral and Academic Outcomes. American
Institutes for Research.

3 Cooper, )., et al., Applied Behavior Analysis.
4 1bid.

> Freeman, J., Briere, D., & Simonsen, B. (2019). Module 1: Behavioral Theory |
[PowerPoint slides], Slide 34. National Center on Intensive Intervention: American
Institutes for Research.
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CHAPTER 5 SCHOOL SYSTEMS AND
PRACTICES THAT SUPPORT
APPROPRIATE BEHAVIOR

School environments are complex, with many connected and overlapping systems
to advance student learning. Schoolwide factors have a significant and powerful
impact on the behavior of students overall—and having pre-existing school systems
in place can lead to more efficient and effective support for individual students who
need it.

POSITIVE BEHAVIORAL INTERVENTIONS AND SUPPORTS

Positive Behavioral Interventions and Supports (PBIS) is a framework that helps
schools to support social and behavioral learning for all students through evidence-
based instruction and prevention, with processes built in to efficiently provide extra
support to the students who need it. Implementation of a PBIS supports all
students in a school to achieve both social and academic success, leading to better
outcomes for students and lower stress for teachers. PBIS can promote the
development of several important protective factors for students, including
supporting students in developing social connections, adopting a strengths-based
approach that facilitates student resilience, and teaching key behaviors related to
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academic and social learning. Behavior support in PBIS is provided across three
tiers of intensity and individualization. Tiers are designed to improve the learning
environment for all students.

PBIS requires teaming and data monitoring to evaluate student needs within and
across tiers, so that students who need more help can get it quickly—before small
behavior problems become major concerns.

In schools where PBIS is implemented consistently and correctly, students are
excluded from the classroom less frequently,? achieve better outcomes in terms of
academics and behavior,®> and are less likely to engage in substance abuse.*
Teachers in schools that have consistent expectation and support for students are
significantly more likely to feel effective and prepared to meet their students’
needs, and less likely to report feelings of burnout.>® In addition, schools
consistently implementing PBIS are following the LEA requirements outlined by
USBE.”

SCHOOL RESPONSES TO BEHAVIORAL INCIDENTS

Occasionally, family and school teams need to address incidents of significantly
inappropriate and maladaptive behavior. Schools are responsible for providing
learning environments that are safe and that are free from the predictable threat of
substantial disruption, serious bodily injury, or repeated sexual harassment (Utah
Code § 53E-2-304'8). A predictable threat means a significant risk to the health and
safety of others that cannot be eliminated by a modification of policies, practices, or
procedures, or by the provision of auxiliary aids and services (28 CFR § 35.1042) that
can be anticipated or expected based on established patterns or conditions.
Serious bodily injury means bodily injury that creates or causes serious permanent

T Utah Code 8 53E-2-304. Retrieved from: https://le.utah.gov/xcode/Title53E/Chapter2/53E-2-
S304.html

2 Federal Regulation 28CFR & 35-104. Retrieved from:
https://www.ecfr.gov/current/title-28/chapter-1/part-35/subpart-A/section-35.104
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disfigurement, protracted loss or impairment of the function of any bodily member
or organ or creates a substantial risk of death (UCA § 76-1-101.5(17)3.

DISCIPLINARY REMOVALS: GENERAL REQUIREMENTS

Disciplinary removals, such as suspension
and expulsion, are at one end of a
continuum of responses to behavior

incidents in schools. Some schools may also
conduct disciplinary removals that staff refer
to using terms other than suspension and
expulsion. Schools must follow state
requirements related to school discipline.
Some of those requirements are outlined
below. However, this list is not exhaustive
and may change as the law does. Schools
are also required to adhere to additional

disciplinary protections and processes for students with disabilities (see Chapter 8).

School administrators have a responsibility to be aware of current legal
requirements related to school disciplinary removals. It is important to note that
schools may not establish policies that prevent disciplinary removals.

e The Utah legislature has established laws? related to disciplinary removals,
including but not limited to:

o The authority of school boards to delegate the ability to issue
suspensions up to 10 days to certain school administrators, including
principals and assistant principals

o The authority of school boards to issue suspensions exceeding 10 days
and expulsions for fixed or indefinite periods

o The types of incidents that may result in suspension or expulsion as
well as those that shall result in suspension or expulsion

o Specific penalties for certain incidents

3 Utah Code 8 76-1-101.5. Retrieved from https://le.utah.gov/xcode/Title76/Chapter1/76-1-
S101.5.html#:~:text=%22Serious%20bodily%20injury%22%20means%20bodily,a%20substantial%20r
isk%200f%20death.
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Required procedures for suspensions, expulsions, and readmission

o Requirement for LEASs to create remedial discipline plans for students
“prior to suspending or expelling a student for repeated acts of willful
disobedience, defiance of authority, or disruptive behavior which are
not of such a violent or extreme nature that immediate removal is
required”®

o Requirement for LEAs to establish alternatives to suspension and
expulsion

o Options for moving students who demonstrate significant behaviors to

more supportive settings

When a school administrator decides to select removal as a disciplinary response to
an incident, the following conditions should be met:

e The LEA has developed and implemented a policy for school discipline and
related plans that is compliant with all state requirements™

e That plan or policy is implemented at the school, and the student in question
has access to the supports/interventions outlined in the plan or policy

o If applicable, the school has implemented a remedial discipline plan for the
student in question’?

e The LEA has established alternatives to suspension, which have been given
full consideration for the student in question

e Removal from school is the appropriate action for the incident

e The penalty is consistent with LEA policy and is similar to what has been
issued for other students in the past

e Any mitigating circumstances surrounding the incident have been considered

When a student demonstrates a pattern of significant problem behaviors, they may

be moved to a more supportive setting. Schools have a responsibility to provide

education to all students in the least restrictive environment possible that does not

predictably threaten serious bodily injury, does not result in a pattern of behavior

that interferes substantially and materially with the instruction of other students in

the classroom, and that does not allow for repeated sexual harassment or sexual
assault (Utah Code § 53E-7-207"). Prior to moving a student, schools should
consider conducting a threat assessment utilizing an evidence-based threat
assessment program, such as Comprehensive School Threat Assessment
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Guidelines (CSTAG). For more information related to threat assessments, see the

“Threat Assessment” section (page 61).

Prior to moving a student, schools should consider least restrictive environment

requirements and additional protections for students with disabilities (see Chapter

8 and Utah State Board of Education Special Education Rules). If it is determined

that the student should be removed from the classroom, an action plan should be

developed with the child's team, including parents, and the student when

appropriate, according to the LEA's policy that could include:

Conducting a Functional Behavior Assessment (FBA)
Developing a Behavior Intervention Plan (BIP), or revising the BIP if one is

already in place
Reviewing academic, special education/Section 504 (if applicable), and

disciplinary records
A plan to complete additional assessments, if needed

Additional support needs (personnel, accommodations, etc.)

Immediate safety measures

Process for data collection, review, and progress monitoring of the action
plan

Review of the IEP or Section 504 Plan, if applicable

Timely follow up with the team (including parents) that includes a

reintegration plan.

If a student is suspended the parent shall be notified immediately:

“that the student has been suspended;

the grounds for the suspension;

the period of time for which the student is suspended; and

the time and place for the parent to meet with a designated school official to
review the suspension.”™

If the suspension extends beyond 10 days, in addition to the latter, the student and
the parent must be given a reasonable opportunity to meet with a designated
school official and respond to the allegations and proposed disciplinary action.
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Some LEAs may have a practice of addressing problematic student behavior
through less formal methods of removal than suspension or expulsion. These
methods might include a pattern of office referrals, extended time excluded from
instruction (e.g., time out), extended restrictions in privileges, or repeatedly giving a
student a “day off” or shortened school day. According to the Office of Special
Education and Rehabilitative Services (OSERS), “informal removals are subject to
IDEA’s requirements to the same extent as disciplinary removals by school
personnel using the school’s disciplinary procedures.”™ When implemented
repeatedly or as part of a pattern of responses to a student’s inappropriate or
problem behavior, these exclusionary discipline practices may constitute
suspension and be subject to the same requirements under the law.™ In addition, if
a student’s behavior is impacting their ability to learn, the team may have cause to
suspect the student may have a disability.

DISCIPLINARY REMOVALS: A NOTE OF CAUTION

Disciplinary removals are not generally
effective at changing a student’s
behavior, and so they should not be
viewed as a substitute for an evidence-
based behavior intervention. For some
students, disciplinary removals may
lead to continued behavior problems
and other poor outcomes.'®
Exclusionary discipline prevents
students from accessing learning, limits
access to opportunities that prepare

them for life after high school, and can
inhibit students’ academic, social, and
emotional growth.' Utah law reflects
best practice and directs LEAS to create a threat assessment.
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THREAT ASSESSMENT

In a school environment, moments of friction amongst adults and students at the
school—such as ultimatums, warnings, and demands—occur regularly. However,
occasionally these moments escalate into a threat to harm others. When a student
makes a threat, school staff must be able to objectively evaluate the threat and
determine the likelihood that it will be carried out.

A behavioral threat assessment “is a problem-solving approach to violence
prevention that involves assessment and intervention with students who have
threatened violence in some way."”"® By gathering information about the intent of
the student and the context of the behavior and maintaining a focus on connecting
the student with the help they need; threat assessment provides an evidence-based
alternative to ineffective zero tolerance policies. Schools with threat assessment
teams and processes can prevent students from acting on their threats.

The Comprehensive School Threat Assessment Guidelines (CSTAG) process is an
evidence-based process that is recognized in Utah as the model threat assessment
process. When employing CSTAG, a multi-disciplinary team uses a decision tree to
determine the seriousness of the threat and what steps need to be taken to
prevent the threat from being carried out. This process emphasizes mitigating
threats and connecting the person who made the threat to the support they need,
rather than punishing the person who made the threat. The unambiguous decision-
making that CSTAG facilitates helps teams respond appropriately to threats and
prevents both over- and underreactions to threats that have been made.

Schools using the CSTAG model see reductions in disciplinary referrals for students
who have made threats in the past,’ and the longer schools utilize CSTAG, the
lower their reported rates of student aggressive behavior.? Schools using this
model are also far less likely to use disciplinary removals or request law
enforcement involvement with students who have made a threat.?'
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CHAPTER 4 CLASSROOMS THAT
SUPPORT APPROPRIATE STUDENT
BEHAVIOR

INTRODUCTION

The term "classroom management” means the use of planned strategies that
establish an organized and successful learning environment, promote academic
excellence, teach behavioral, social, coping, and emotional regulation skills to all
students, and prevent a pattern of behavior that interferes substantially with the
instruction of other students in the classroom. The classroom management
practices in this chapter represent the most current evidence-based strategies to
teach students the skills necessary to succeed in school and grow into adults who
contribute positively to their communities. These teaching practices can be adapted
for any grade level or student need. Most importantly, a/l teachers can learn the
planning and skills needed to practice effective classroom management.

PLAN AND CREATE A POSITIVE LEARNING SPACE

SAFEAND WELCOMING ENVIRONMENT

The design of a classroom can significantly influence the behavior of students and
adults in the space. Well-designed classrooms are intentionally designed to
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promote focus and participation in learning activities, facilitate smooth transitions
between activities and movement through the space, support academic learning
and build a sense of community in the classroom.

FEATURES OF A SAFE AND W ELCOMING LEARNING
ENVIRONMENT: MANAGING THE PHYSICAL SPACE

e Furniture and classroom areas are arranged to create a smooth flow of
traffic for everyone in the classroom

e Expectations for classroom areas (e.g., art area, homework center, calming
corner) are planned and defined

e Student areas and materials are equally accessible for all, including students
with mobility devices, service dogs, or other accommodations

e The teacher can see and move around the entire classroom easily, allowing
for visual and proximity-based supervision and behavior support

e Classroom bulletin boards and other visual elements are easy for students to
see, support academic content within the curriculum and may reflect student
contributions, interests, communities, and cultures

e Clutter and distraction are minimized in all areas of the classroom, including
bulletin boards, surfaces, floors/corners, and storage

e Students have a regular place to store belongings and materials when not in
use

e Some spaces in the classroom allow for quiet activities

e The classroom has a designated break space in the classroom (away from
busy/loud areas of the room) where any student can take a brief break as
needed
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FEATURES OF AN EFFECTIVE LEARNING ENVIRONMENT:
MANAGING TIME

e Unstructured time (e.g., transitions
between activities, free time) is planned

and purposeful

e Transitions between activities and/or (('.
locations are practiced and efficient

e Expectations for free time (e.g., lunch, -
recess) have been clearly established
with supervision to support students in
meeting expectations

e Independent classroom time is intentionally designed to support students in

meeting learning objectives and practicing appropriate behavior

EXPECTATIONS, RULES, PROCEDURES, AND NORMS

Defined schoolwide expectations, rules, procedures, and norms set the stage for
learning. When designed well, they work together to create a cohesive, organized,
and stable environment in which students understand how to succeed. While these
terms are sometimes used interchangeably, they have some important differences.

Schoolwide expectations describe desired characteristics of students, staff, and the
school environment. Expectations are usually broad terms such as “responsibility”
or “safety.”

Rules connect schoolwide expectations to specific behaviors appropriate for a
specific setting.

Classroom rules are the set of rules that link schoolwide expectations to specific
student behaviors in the classroom.

Teams can create other sets of rules for a variety of school settings, including the
bus, cafeteria, and hallway. This can be helpful in teaching students that some
behaviors are context dependent. For instance, while a student might be expected
to raise their hand before speaking in a classroom, it would be unusual to do so in
the cafeteria.
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Procedures are the expected steps to follow to complete common classroom tasks,
particularly during activities involving multiple steps, independent work completion,
or transitions between locations. Procedures help clarify classroom rules in
common circumstances, such as how to turn in homework, move to different
places in the classroom or building, maintain voice volume in different activities,
and meet personal needs. Educators who teach rules and procedures in their
classrooms are equipping their students with the skills to navigate each school day
seamlessly.

Finally, norms are the habits that become the usual behaviors of a setting. Norms
might differ from posted rules if those rules aren't taught and reinforced. For
example, the rules might state “Raise your hand and wait to speak,” but unless
that's intentionally taught with clear follow-through, a norm might develop in which
students blurt out answers without raising their hands.

There are many benefits to teaching expectations, rules, and procedures. They help
build student independence and disincentivize inappropriate or problem behavior,
increasing the amount of time available for instruction and other fun activities.
When teachers and students can work together to set goals and reflect on progress,
students feel a sense of shared responsibility for the classroom. To achieve these
positive results, expectations, rules, and procedures must be taught and re-taught
throughout the year. While visibly posting expectations, rules, and procedures is
very helpful, that alone is not enough for students to internalize them—it's
important to dedicate time to the explicit instruction of rules and procedures.
Similarly, consequences for following or violating rules should be discussed, agreed
upon, and consistently followed by all students.

When teaching schoolwide expectations, rules, and procedures, it can be helpful to
use a systematic approach. The first step is to establish expectations, which are the
foundation of the behavioral core curriculum, and rules, which build on these
expectations. Both rules and expectations should be explicitly taught. This explicit
teaching helps support positive behavior and reduces behavioral errors. Once
students understand classroom expectations and rules, they should be consistently
reinforced. Reinforcement systems should be aligned with expectations and rules
and should be of sufficient intensity to build/maintain desired behavior. The final
step is to develop a system to correct behavioral errors and re-teach behavioral
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skills. The direct re-teaching of skills is critical and should be consistent across
settings and staff members. Strategies for selecting and teaching classroom rules

and expectations are outlined below.

Supportive Classrooms

Plan and Create
Positive Learning
Spaces

Safe, Welcoming
Environment

Expectations, Rules,
and Norms

Engaging, Relevant,
— and Personalized
Learning

Proactively Teach Monitor Respond to Student
Behavioral, Social, and Implementation Needs Using Data and
Emotional Skills Fidelity Reflection
Direct Tegchlng Increase Identify and
of Behavioral, Classroom
. ] 1 Define Problem
Social and Management Behavior
Emotional Skills Fidelity
Classroom Monitor Identify and Define
Community and —— Implementation — Replacement
Relationships Fidelity Behavior(s)
Build Behavioral, E\zf:easurmg Determine How
Social, and — Ma:zs;\sreorg:annt ] to Measure
Emotional Skills age! Behaviors
Fidelity
Discentivizing Collect Data
Problem Behaviors
— Track Data

CHARACTERISTICS OF EFFECTIVE AND PROACTIVE CLASSROOM

RULES

e Design rules to align with schoolwide expectations

e Ensure students can recall each rule by not exceeding 3-5 overall classroom

rules

e State expected behaviors clearly, using grade-appropriate language to avoid

misunderstandings
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Phrase each rule as a description of what students should do, rather than
what they should not do

Ensure each classroom rule corresponds to measurable and observable
student behavior (see Table 4-1)

Seek out feedback from all families and students to ensure that rules are
relevant and appropriate for all students

Choose rules that relate to behaviors that will build student skills and
contribute to learning, and avoid rules that are arbitrary or for adult
convenience only

Establish clear consequences related to classroom rules

Ensure posted rules are accessible for all students by including
accommodations such as visual aids, translated text, and/or braille

Place posted rules at student eye level in a visible part of the classroom
Teach and refer to classroom rules regularly and frequently

TABLE 4-3: EXAMPLE OF SCHOOL-WIDE EXPECTATIONS ALIGNED WITH CLASSROOM RULES

School-Wide Classroom Rules
Expectations

Be SAFE We are SAFE by...

e Stayingin personal space
e Keeping the classroom clean and uncluttered

Be RESPECTFUL We are RESPECTFUL by...

e Being seated when bell rings
e Relating discussion to current topic
o Listening when others are talking

Be RESPONSIBLE We are RESPONSIBLE by...

e Following directions quickly
e Being prepared with materials
e Turning assignments in on time

SUGGESTED PROCEDURES TO TEACH

Steps to follow during arrival (including late arrivals) and dismissal

Storage of personal items and materials

Expected use of classroom areas (e.g., art area, homework center, calming
corner)
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e Picking up and/or paying for breakfast or lunch

e Responding to attention signals, school bells, and other regular cues

e Accessing classroom items (such as a pencil sharpener) during instruction

e Engaging in independent work

e Participating in group work

e Turning in completed work

e Attending assemblies

e Using a hall pass

e Accessing the school nurse, counselor, or other student support staff

e Participating in emergency drills (e.g., fire drills)

e Using computers, iPads, and other technology

e Using facilities associated with a specific class (e.g., locker room, weights,
kitchen)

STRATEGIES FOR TEACHING RULES AND PROCEDURES

e Teach and re-teach rules and procedures regularly
o At the beginning of the year
When new students join
After breaks
o On aregular schedule, preferably monthly
o Any time students are having difficulty remembering the rules and/or
procedures

O
O

e Ensure all students know each rule/procedure and understand its rationale
e Reward students for following the rules/procedures several times a day
o Incorporate reinforcement during predictable routines (e.g., group
work)
o “Catch” students following the rules/procedures when they aren't
expecting it
o Plan ahead to provide temporarily higher levels of reinforcement at
the beginning of the school year and after breaks
o Maintain a steady level of reinforcement throughout the school year
e Respond matter-of-factly to students who do not follow a rule/procedure
with a planned mild consequence (e.g., a reminder, a lost point)
e Consider creative ways to teach rules/procedures
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Developing a classroom video or book together

Playing games involving the classroom rules

Asking students to teach a procedure or rule to others

Engaging in discussion or journaling about how classroom rules mirror

O O O O

expectations in the workplace
e Share information with families about the classroom rules and expectations

| Instructional
Strategies

INSTRUCTIONAL STRATEGIES THAT PROMOTE APPROPRIATE
BEHAVIORS

e Provide explicit instruction on appropriate behavior with examples and non-
examples of each skill (e.g., demonstrating self-awareness and self-advocacy
by asking to take a break)

e Help students understand appropriate behavior in relation to context (skill
use in different settings)

e Model appropriate behavior for students (e.g., demonstrating taking a deep
breath to calm oneself)

e Monitor students' use of appropriate behavior using proximity as a reminder
of behavioral expectations (e.g., reduce the distance between the teacher
and student when providing directions and/or when inappropriate or
problem behavior begins to occur)

e Teach students how to monitor their own behavior

e Allow students opportunities to practice appropriate behavior and
accountability practices, providing effective feedback on skill use
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e Use attention signals and/or scripts to help students know when to use a
certain skill (e.g., using a clapping signal that students echo as a signal that it

is time for quiet voices, or using precision directions to support students in
following directions)

e Give directions to students in ways that maximize the likelihood that they will
follow them (see Table 4-2).

e Remind students of expected behavior at the beginning of the day and prior
to routine transitions throughout the day

e Provide reinforcement for expected appropriate

TABLE 4-4: PRACTICES THAT HELP STUDENTS FOLLOW DIRECTIONS

Practice Rationale

State the student’s
name

Using the student’s name before a direction helps to get
their attention just before the direction is given.

Avoid phrasing
directions like
questions

Questions like “Isn’t it time to do your work?” or “Wouldn’t
you like to start to work?” are ineffective directions.
Instead, use a pleasant but firm tone and a clear
statement describing the behavior you expect, such as,
“Please open your book and start reading the chapter to
your partner.”

Limit directions to
1-2 specific steps

Give only one or two directions at a time and avoid
stringing many directions together. Make sure your
directions describe the specific behavior you want to see.

Give start
directions, not stop
directions

Most directions should be about what you want the
student to do. If most directions are focused on what you
want the student to stop doing, then some classroom
management strategies might need to be added or
revised. Consider using the self-assessment tool in to
identify any needs.

Stand close enough
to use a speaking
voice

Give directions in an indoor speaking voice. If you are too
far away to use this volume, you are too far away to give
an effective direction. The optimal distance is
approximately three feet. Do not give directions from
great distances or from behind your desk.

Look at the
student'’s eyes

Look at the student’s eyes when giving a direction. Don't
insist that the student make eye contact with you.
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Practice Rationale

Use wait time When giving a direction to a student, give them a full 10
seconds to begin to respond before repeating the
direction.

Avoid nagging Give a direction only twice. After that, if the student does

not respond, follow through with the planned
consequence. Repeating directions more than this
reduces the chance that the student will respond. Ask the
student to verbally state the direction and consequence.
Use a mild planned | Decide in advance how to respond when a student does

consequence for not follow a direction. Responses might include a lost

not followed classroom point, missing 1-2 minutes of the next

directions preferred activity, or an appropriate mild consequence
from the schoolwide PBIS program.

Be calm andin Demonstrate that you are in charge of the situation by

charge maintaining a calm and unruffled presence. Avoid

pleading with or threatening the student. (If you have
already determined your planned consequence for not
followed directions, this will be easy.)

Thank students for | Be sure to regularly give students your authentic thanks
following directions | for following directions. This includes students who nearly
always follow your directions. If you provide no
reinforcement for students who follow directions, they
may eventually stop.

CLASSROOM COMMUNITY AND RELATIONSHIPS

Developing relationships with students and encouraging supportive relationships
between students should be a foundational effort of every educator. Student
behavior is often tied to their perception of whether a teacher cares about them.1
Students are more likely to be engaged and successful in their learning if they feel
connected to the school and at least one trusted adult. Making intentional efforts to
build positive relationships leads to a sense of belonging and safe and supportive
classroom community. Providing students with clear expectations and
consequences improves their trust in adults as they know adults are going to create
a supportive environment for them. Positive classroom communities and
relationships can resolve many classroom management concerns and encourage
desired student behavior.
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STRATEGIES THAT PROMOTE RELATIONSHIPS AND COMMUNITY

Welcome students into the classroom at the beginning of the year and each
morning when they arrive in the classroom

Learn each student’'s name and correct pronunciation of their name
Engage in purposeful communication with each student

Engage students in activities to learn more about each other

Show interest in the interests of students

Consider preferences, interests, and experiences of students in planning
Maintain high expectations for all adults and students who enter the
classroom

Invite parents to be part of the school and classroom environments
partnership through email, phone calls, and home visits

Provide opportunities for students to take responsibility for their learning
and behaviors in the classroom

Provide students opportunities to make decisions in the classroom (e.g., co-
create classroom rules and routines)

Take opportunities to celebrate the successes of students and provide
compliments as often as possible

EFFECTIVE AND ENCOURAGING FEEDBACK

As students are learning new appropriate

behaviors, it's important to reinforce these lafadalolef ;\g)\

skills by positively acknowledging them as
much as possible. Just like with any other

areas of learning, like reading and math, *kk
behavioral learning errors are likely to occur,
and students may use inappropriate or

*

unexpected behaviors from time to time.

The right feedback can help students correct
these errors and continue to learn and grow.

Providing timely positive and corrective
feedback to students should be done in such
a way that allows students to understand
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classroom expectations and develop their skills without embarrassment.

WAYS TO PROVIDE STUDENT FEEDBACK

e Provide specific praise to reinforce the use of appropriate behavior, including
naming the skill or behavior and providing sincere positive feedback (e.g.,
“Nice work using a quiet voice while working with your partner”)

e Teach students the elements of specific praise and allow opportunities for
them to provide specific praise to one another

e Provide specific correction in a calm, neutral voice to redirect students to use
appropriate behavior (e.g., “Remember to walk when you're headed out to
recess”)

e When a behavioral error occurs, re-teach the expected behavior instead of
just telling a student what they did wrong

e Provide feedback regarding a behavioral error quietly and away from other
students

o Deliver five specific praise statements for every one specific correction
statement

o For students who frequently engage in inappropriate behavior,
consider increasing this ratio

e Deliver all feedback in a timely manner (as soon as possible)

e Understand how students prefer to receive feedback (e.g., public, private,
written, verbal) and provide feedback in that manner as often as possible

DISINCENTIVIZING |NAPPROPRIATE/INAPPROPRIATE OR PROBLEM
BEHAVIORS

Inappropriate or problem behaviors typically arise in school when students have
not mastered the behaviors expected and are getting their needs met in other
ways. Because all behavior occurs to meet a need, changing behavior requires the
removal of the reinforcement that the behavior produces. It is important to
recognize what reinforcement might be occurring for inappropriate or problem
behaviors and consider whether expected behaviors have equally appealing
reinforcement. For instance, if a student rarely gets noticed by the teacher for
appropriate behavior, but can quickly obtain attention for rude behavior, it's more
likely that the rude behavior will increase. By ensuring that the best “payoff” is
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available only from appropriate behaviors, educators can reduce inappropriate or
problem behaviors while teaching better behaviors instead.

The previous sections focusing on the classroom environment, climate, and
teaching strategies contain the best “bang for your buck” to reduce inappropriate or
problem behavior in a classroom. Some additional ways to disincentivize
inappropriate or problem behaviors in the classroom are:

Respond neutrally to inappropriate attention-seeking behavior

Ensure that students receive more recognition and attention for their
appropriate behavior relative to what they receive for inappropriate or
problem behavior

Be timely with recognition of appropriate behaviors

Use clear, frequent, and exciting rewards for behavior that follows classroom
rules

Ensure that students notice when rewards are available/handed out for
appropriate behavior

Vary rewards available to keep student motivation high

Use student input to define classroom behavior goals and rewards

Identify lagging skills in students and work to improve those skills

Plan corrective consequences for mildly inappropriate behavior (e.g., a lost
point, temporary removal of a privilege) to ease the stress of determining a
response in the moment
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Several ineffective practices to respond to student behavior are still in widespread
use in many schools. Some of these practices may even worsen student behavior.

Avoid the following:

e Excessive use of reprimands, reminders, or other corrective statements that
occur so frequently that students learn to tune them out

e Shaming or belittling a student for inappropriate or problem behavior

e Making sarcastic comments about a student’s behavior (e.g., “Looks like
someone’s having a hard day!”)

o Discussing the student’s behavior where the student (or others) may hear

e Engaging in one-sided conversations directed at a student about their
behavior

Finally, under Utah law, “a school employee may not inflict or cause the
infliction of corporal punishment upon a student.”2 Corporal punishment is
defined as “the intentional infliction of physical pain upon the body of a student as
a disciplinary measure.”3
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MONITOR IMPLEMENTATION FIDELITY

The term fidelity refers to how well a given practice or intervention is implemented
as intended. A practice implemented with high fidelity is performed consistently,
accurately, and skillfully. Measuring fidelity is important to help understanding why
a given classroom management practice is (or is not) effective. This can help
educators troubleshoot practices that don’t seem to be working (e.g., is this practice
ineffective because it's not a good fit for this group of students or is it ineffective
because it's not being implemented consistently?). Because of this, measuring
fidelity before changing an intervention or practice is the best use of educators’
limited time.

STRATEGIES TO INCREASE CLASSROOM MANAGEMENT FIDELITY

e Ensure that all adults in the classroom use a common language for
expectations, rules, and procedures
e Create a classroom management plan:
o Write down each strategy used as part of the classroom management
plan
o For each strategy, describe the steps or procedures to follow as
though an unfamiliar person (e.g., a substitute teacher) will need to
implement them
o Update the plan whenever classroom management strategies are
changed
e Invite a peer or mentor to observe the use of classroom management
strategies in the classroom setting, and encourage them to provide feedback
on the use of those strategies
e Build in prompts and visual cues to remember to use the strategy (e.g., a
recurring timer to provide reminders to reinforce students for following
classroom rules)
e Tell students about changes to classroom management strategies (e.g., a
new reward for completing the independent work procedure)
e Provide opportunities for students to give feedback
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MEASURING CLASSROOM MANAGEMENT FIDELITY

e Determine who will measure
fidelity

e Determine how frequently (e.g., a
coach, administrator, peer, or
yourself via video recording) to

measure fidelity

e Determine what strategy will be
observed and measured

e Determine how fidelity will be
measured

o Examples:
» Checklist of stepsin a
particular classroom management strategy
» Rubric of implementation effectiveness
» Count of specific praise statements to correction statements
e Decide how to use fidelity data to troubleshoot any classroom needs, reflect
on practice, and identify next steps

RESPOND TO STUDENT NEEDS USING DATA AND
REFLECTION

When students struggle with behavior in the classroom, classroom management
strategies can help accomplish two important goals: reduce the inappropriate or
inappropriate or problem behavior, and teach the skills students need to make that
inappropriate or problem behavior unnecessary in the future. Using data and
reflection is a key step in evaluating whether these support efforts are working.
Because behavior problems can be stressful to manage, it's critical that progress
monitoring is as objective as possible. Teams that rely on subjective measures of
behavior may not be able to quickly detect when efforts are starting to pay off.

Consider the following steps for data collection and reflection when responding to
student behavior needs using classroom management:
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o Identify and define the inappropriate or inappropriate or problem behavior
to decrease
o Identify and define at least one desired behavior to teach/increase instead
e For more accuracy, define these behaviors as specifically as possible
o For example, measuring “calling out” is simpler and less subjective
than measuring “rudeness”
e Determine how to measure both behaviors:
o Frequency counts / tally marks
o Duration measures / timers
o Rating scales
o ABC data (see Chapters 2 and 6)
e Decide on regular and planned opportunities to collect data on both
behaviors
o Measure the appropriate behavior(s) to be taught/increased to ensure
that teaching and reinforcement strategies are working
o Measure the inappropriate or problem behavior to ensure that
student behavior is no longer interfering with learning
e Track data over time using a visual method (such as a line graph)
It's important that data collection isn't done for its own sake—rather, it's best when
data is used to help answer questions about instructional practices and
interventions. Data can be used to guide decisions about the intensity and delivery
of classroom management strategies like the ones discussed in this chapter.
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CONSIDERATIONS FOR REMOTE LEARNING

When students participate in learning remotely, the home environment becomes a
classroom. It's natural for students and families to find this disruptive to their
ordinary routines. To reduce the effects of this disruption, parents and families can
use behavioral strategies to establish an effective learning environment at home.

(o

LINKING CLASSROOM MANAGEMENT ACTIVITIES TO THE HOME

Prior to remote learning opportunities, educators and administrators should be
engaged in creating partnerships with parents. This partnership and shared
responsibility will help to lessen the disruption when learning environments shift.
This partnership can be created by:

e Practicing a weekly appropriate behavior or skill in the classroom and
sending home information about that skill to practice at home

e Creating a bulletin board of the appropriate behavior or skill of the month
and allowing families the opportunity to share pictures of their student
engaging in the behavior or skill outside of the classroom

e Asking family volunteers to support in the classroom with teaching and
reinforcing rules

e Creating a grade level or classroom newsletter where school expectations
are introduced, and sharing ways to link those expectations to the home
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e Inviting families to discuss and ask questions about appropriate behavior in
the classroom so that they can be discussed at home

e Hosting a family night to share strategies for linking classroom management
strategies with behaviors outside the classroom as well as those that help
with completing homework

CREATING REMOTE LEARNING ROUTINES AND PROCEDURES

Homes and classrooms can be
positive extensions of each other
where students feel a continuity of
safety and consistency. The
classroom management strategies in
this chapter can be adapted for
home learning as well. These
supports in the home might look
like:

e Having consistent routines (e.g., meals, study, free time, bedtime)
e Establishing a consistent place in the home for school activities
e Setting age-appropriate rules and boundaries
o Consider adapting schoolwide expectations to the home learning
environment
e Setting aside time to engage with the student
e Supporting the student in working through problems on their own
¢ Giving frequent specific praise to the student
e Following through on positive and negative consequences
e Allowing for choice when appropriate
e Celebrating success
For best results, parent(s) can establish these supports even if their student is not
currently participating in remote learning. It's easier and less stressful to establish
these routines and procedures before they're needed most—and having them
already in place and familiar can lead to a smooth transition to remote learning.
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CHAPTER O TIERED SUPPORTS AND
PROBLEM SOLVING

UNDERSTANDING TIERED SUPPORTS

This chapter outlines a problem-solving process, designed with the framework of
Positive Behavior Interventions and Supports (PBIS) in mind, for parent and school
teams to follow to implement effective evidence-based interventions for students.
Because behavior is complex, educators and multi-disciplinary teams are
encouraged to use the problem-
solving process described in this
chapter when identifying student
needs, selecting appropriate
interventions, and collecting
progress monitoring data to
support students. Although this
chapter focuses on developing
successful evidence-based
interventions for students, the
classroom environment,
interactions, and relationships play
a large role in student behavior. In
other words, behavior intervention
is not about “fixing” students but
about creating a safe and supportive environment where each student can succeed
academically.

The three tiers represent a hierarchy, with Tier 1 being the least intense and Tier 3
being the most intense. Schools should focus first on creating the foundation for
their Tier 1 school and classroom strategies and intervention. Implementing
evidence-based Tier 1 practices can singlehandedly decrease the number of
students who need Tier 2 or Tier 3 interventions. Because Tier 1 is a universal
support, a student who is receiving behavior support through Tier 2 or Tier 3 will
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continue to be supported through Tier 1 practices used in their classroom and
school.

The problem-solving process described in this chapter is especially compatible with
the three tiers of interventions of the PBIS framework discussed in Chapter 3. While
it's not necessary to have a robust PBIS process established in a school to use the
problem-solving process, it does help. Teams may find that they have a
disproportionately large number of students who appear to need individual
behavior plans. Teams that have incorporated the PBIS framework typically have
regular team meetings to review student data, discuss progress, and determine
next steps for support. This allows teams to proactively address student needs
before larger problems develop. These steps are embedded in the problem-solving
process described in this chapter.
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INCLUSION OF STUDENTS WITH DISABILITIES ACROSS TIERS

services are not synonymous with

Tier 3 interventions and increasing a & S : 508 '

student’s support tier is not ECtIOI'! |
Compliant A

that provide support to all students -J‘

in distinct ways. All students with a &

disabilities should have equal access to Tier 1 universal supports, and teams should
take care to ensure that their Tier 1 materials, practices, and instruction are

Students with disabilities participate

fully in the tiered supports and
problem-solving process described in

this chapter. Special education

equivalent to an evaluation for

special education.1 In other words,
special education and PBIS are
uniqgue and complementary systems

evidence-based and apply to all students. Students with disabilities may also have
access to Tier 2 and Tier 3 behavior support as needed (just like their classmates
without disabilities). These tiered supports are provided in addition to what must be
provided to the student in accordance with their Individualized Education Program
(IEP) or Section 504 Plan.

MULTI-DISCIPLINARY [ EAMING IN BEHAVIOR

Throughout this chapter (and in preceding chapters), we will use “multi-disciplinary
team” as an inclusive term to refer to school teams which meet regularly to discuss
student needs across the whole school. Schools may refer to these teams in a
variety of ways (e.g., Multi-tiered System of Supports (MTSS) team, Response to
Intervention [RTI] team, Student Success Team [SST], etc.). No matter the name,
multi-disciplinary teams should engage in a variety of actions and processes to
problem solve student needs, including;:

e Defining student behavior
e Collecting and reviewing data
e Developing an appropriate and evidence-based intervention
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e Preparing intervention materials and training involved staff members in its
use
e Reflecting on the outcome of the intervention using data
e Coordinating team meetings, managing the team’'s agenda, and modeling the
problem-solving process
The specific individuals who comprise a school’'s multi-disciplinary team can vary.
The success of this team depends more on whether the individuals on the team are
prepared for the different responsibilities of the team (and less on having specific
individuals with specific job titles available to participate). While a small district or
charter school may not employ a behavior specialist or school social worker, they
should still have staff prepared to discuss and address student behavior who can
participate in a multi-disciplinary team.

In most situations, a typical multi-disciplinary team focused on behavior could
include the following:

e The student’s teacher(s), including:
o Classroom teacher(s)
o Special education teacher (if applicable)
o Other teachers working with the student, as needed
e Principal or assistant principal
e Student support specialists (e.g., interventionist, behavior specialist, school
psychologist, school social worker, school counselor, etc.)
It's helpful for someone on the team to act as the team'’s coordinator. This person
should be well-versed in a tiered problem-solving process like the one outlined in
this chapter so that they can facilitate the process with the rest of the team. They
can also schedule recurring meetings, organize data and other materials needed,
and ensure that any next steps agreed upon in the meeting are completed.

Finally, the team should encourage parent involvement in the problem-solving
process. This may vary based on the tier of support the student is receiving.

DATA COLLECTION AND TIERED SUPPORTS

Data collection is an essential and nonnegotiable component that teams must
incorporate for interventions to be successful.
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PROBLEM-5SOLVING PROCESS ACROSS TIERS

This section outlines a problem-solving process for behavior instruction and
support that can be used by individual school staff and multi-disciplinary teams
across each PBIS tier. This problem-solving process should not be reserved for
specialists—it should be used by general and special education teachers,
administrators, support staff, and any other school staff who work with students.
Included in this process are questions to guide work at each step. Problem-solving
at each tier should consider the context in which the behavior is occurring as well
as the available resources within the school. The resources and time needed to
thoughtfully complete the problem-solving process will vary depending on the
complexity and intensity of the problem behavior.

STEP | DEFINE THE INARPPROPRIATE OR PROBLEM BEHAVIOR AND
COLLECT BASELINE DATA

In Step 1, the team works together to identify the inappropriate so it can be
measured. Many students with behavior support needs may engage in multiple
undesired behaviors, so it's important that team members reach a consensus
about which behavior to focus on. Teams should prioritize behaviors that, if
changed, would result in a positive difference in the student’s quality of life and
educational/social environment. Teams are advised not to prioritize behaviors that
are of concern primarily due to staff convenience, individual pet peeves, or
expressions of the student’s disability that do not present a safety risk.

Once a behavior is selected, it should be defined in measurable and observable
terms so a person unfamiliar with the student could measure the behavior. The
team should then plan for a short period of baseline data collection to measure this
behavior. Baseline should be planned over a sufficient time period to capture a
representative picture of the behavior.

STERP 2. ANALYZE THE INAPPROPRIATE OR PROBLEM BEHAVIOR

In Step 2, the team reviews the baseline data to develop their understanding of why
the behavior is occurring. This is a critical step that helps the team identify any
patterns of behavior and develop a hypothesis that explains why the student is
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engaging in the problematic behavior. If the team does observe reliable patterns in
the behavior (e.g., rates of the behavior are higher in the morning and lower in the
afternoon), those patterns should be discussed thoughtfully to identify possible
explanations (e.g., the student does not have breakfast in the morning and
behavior improves after lunchtime).

STEP 3: CHOOSE A REPLACEMENT BEHAVIOR TO TEACH

After team members have reviewed the student’s baseline data, they can discuss
what behavior to teach the student as a replacement to the inappropriate or
problem behavior. This behavior should be defined in a measurable and observable
way. In this discussion, it's helpful for team members to share their observations
about the student’s strengths and needs. For instance, if the team would like to
provide instruction for the student related to asking for help when the student is
frustrated, and writing is identified as a student strength, the team might
incorporate written communication as part of the replacement behavior they will
teach the student to do to request help.

Replacement behaviors should help the student meet their needs in a strengths-
based way that can generalize to other similar situations. When selecting a
replacement behavior, teams should choose a behavior that is something the
student actively does, rather than a statement about what they will refrain from
doing. In addition, teams should choose a behavior that is both socially appropriate
and age appropriate. The replacement behavior should not be embarrassing or
unpleasant for the student in any way.

If the team has information from a functional behavior assessment (FBA) about the
function of the student’s behavior, or if the team has other insight into the possible
function of the behavior, that information should be considered so that the
replacement behavior matches the function of the inappropriate or problem
behavior. In other words, it's important that the replacement behavior meets the
same need for the student as the inappropriate or problem behavior has. For
example, if a student is making rude comments to get a reaction from others, then
an appropriate replacement behavior should also get the student attention in some
way.
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STEP 4! PLAN AND PREPARE INTERVENTION

In Step 4, the team takes the information from previous steps to plan a behavior
intervention. The intervention should be matched to the support tier the student(s)
receives. For instance, a team supporting a student in Tier 3 should design an
intensive, individualized intervention for that student; however, if the team is
evaluating Tier 1 supports instead, the intervention may be focused on making
changes to classroom management practices for the needs of the entire group of
students. Interventions provided above Tier 1 should be selected/developed in
collaboration with the student’s parent whenever possible, particularly in Tier 3.
The student may also be able to provide input or answer questions about
preferences for their intervention plan.

For further information about additional considerations for developing appropriate
and function-based Tier 3 interventions, see Chapter 6.

An important part of this step that teams may overlook is discussion of time,
resources, and staff responsibilities to prepare the intervention. It's important to
include meeting times to make these determinations. Teams are advised to discuss
all parts of the intervention needed to begin implementation, set a planned start
date when materials will be completed, and create staff assignments as needed to
prepare the intervention. This ensures that the intervention is ready to begin as
planned so that students can fully buy into the intervention right away. Teams that
skip this step run the risk of, for example, beginning a class-wide reward system
with students before purchasing reinforcers which may decrease student
excitement and motivation in the critical first few days of the intervention.
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STEP S IMPLEMENT INTERVENTION AND COLLECT INTERVENTION
[DATA

Once the intervention is planned and prepared, the team is nearly ready for
implementation. First, all team members involved must be trained in the
intervention. Without this crucial step, the intervention may be run improperly—
which could result in student confusion and the school staff diminished interest in
participating. The team should refer to their intervention start date, identify all staff
who may be involved in implementation, and arrange a time for training prior to
the start date. Teams may also wish to plan for a period of coaching so that staff
can get feedback on their use of the intervention. This could involve modeling of
the actual intervention, practice opportunities for staff to demonstrate their
learning, and feedback. This can also help team members troubleshoot practical
issues with the intervention that could hinder implementation.

Once everyone on the team is
trained, the intervention can begin.
Teams must remember that
behavior intervention involves

y

NEe—m
NE—
NE—

student learning, and all learning
takes time and practice. It's
essential to continue data collection
in this phase to be able to detect
small indicators that the student is
responding (or, alternatively, signs
that the student is not responding)
to the intervention and learning
new patterns of behavior. Data collection should be graphed frequently to assist
with progress monitoring, and there should be a clear separation between baseline

and intervention data.

Consistency, patience, and persistence are required for any intervention to
succeed. Teams should plan for periodic fidelity checks in which one person on the
team observes another person implementing the intervention. Staff involved in
implementation should be proactive by bringing up any unforeseen barriers to
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implementation with the rest of the team. Often those barriers can be addressed
with small changes to the intervention. Planning ahead to measure intervention
fidelity is necessary for the team to make necessary changes if the student’s
behavior doesn't improve. This allows the team to understand why the intervention
failed, such as 1) the intervention wasn't appropriate, 2) didn't motivate the student
enough, or 3) wasn't used consistently.

In some cases, shortly after the intervention starts, the student’s inappropriate or
problem behavior may sharply increase for a few days before decreasing. Data
collection can help the team identify when this pattern of behavior (referred to as
an “extinction burst”) might be occurring. In an extinction burst, staff may be
surprised by the student’s unwanted change in behavior and might be tempted to
modify or discontinue the plan. However, when this occurs, it is even more critical
that all staff remain consistent with the intervention plan and refrain from making
changes until well after the extinction burst is over.

STEP 6. ANALYZE DATA AND REFLECT ON STUDENT NEEDS

Team members should input and A | 4

graph data regularly enough to
paint a preliminary picture of the

intervention. Once the

student’s behavior during @ 0
e

intervention has been

implemented for approximately

4-6 weeks, the team should

reconvene to review progress J

data and determine how well the B

intervention is working. If any team members have concerns about the

intervention, require additional training, or need help addressing barriers to
implementation, those needs should have been proactively raised and addressed
before this meeting.

If the student’s behavior has improved since the intervention began, the team can
discuss any factors that seemed to be related to the student’s success. This can be
helpful to identify any future support needs the student may have. If the student's
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behavior has not improved sufficiently, there may be patterns in the data that can

assist the team in making any necessary changes. When reviewing graphed

progress data, the team may wish to consider the following questions:

e Did the student’s behavior improve, but not to the degree desired?

(@)

How can we increase the dose of the intervention to improve the
student’s response?

e Did the intervention work in some situations and not in others?

O

O

O

What can we learn about the situations in which the student’'s behavior
improved, so that we can replicate those conditions in other situations?
Are there certain situations in which the intervention isn’t currently being
implemented, but should be?

Are there certain situations in which the student particularly struggles
despite the intervention being implemented consistently? Does the
student need additional support or an increased dose of the intervention
in those situations?

e Did the intervention initially appear to be successful but then the student’s behavior
worsened again?

O

O

O

Did staff implementation grow less consistent after the student’s behavior
initially improved? How can that be addressed to ensure consistency even
when the student’s behavior improves?

Did the student run out of reinforcers?

Are the student’s reinforcers uninteresting or repetitive?

e /s there no noticeable change in the level (high or low) or trend (upward or
downward) of the student’s behavior within 4-6 weeks of the intervention’s start?

O

O

O

Was the intervention implemented as planned?

Were team members trained to implement the intervention?

Are there any unaddressed barriers to implementation? If so, how can
these be prevented or addressed for the next intervention?

Is the intervention a poor fit for the student’s needs in some way? If so,
what needs to change for the next intervention?

Does the student need the additional support of a higher tier of
intervention?
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STEP /- CONTINUE OR ADAPT INTERVENTION

Once the team is finished reviewing the student's progress data, they must
determine what to do next. If the intervention has been initially successful, it would
be appropriate to continue the intervention. Once an intervention has been
successful for a longer period of time and the behavior has improved sufficiently,
the team could decide at this stage to begin to fade the intervention. Fading must
be done gradually to ensure the student can maintain improvement without
reverting to the previous pattern of inappropriate or problem behavior. If the
intervention was not effective (or was less effective than the team anticipated), the
team should first identify the reason(s) for the lack of effectiveness in Step 6. After
this, the team should make changes to address why the intervention was not
successful.

Data collection should continue as long as any intervention is in place—even when
that intervention is slowly being faded—so the team can monitor the student'’s
progress and make changes to the plan as appropriate. The team should denote
any changes to the intervention on the graph to aid in ongoing progress
monitoring.
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TABLE 5-5; PROBLEM-SOLVING PROCESS FOR BEHAVIOR INSTRUCTION AND SUPPORT

Step Activities Questions to
Consider
a. Define the inappropriate/problem | ¢ What does the
behavior in measurable and inappropriate/
observable terms problem behavior
b. If multiple behaviors are a look like?
concern, reach agreement about | e What is the
which behavior to prioritize student expected
Step 1: Define c. Decide how to collect data on the to do, and what is
the inappropriate/problem behavior the student
Inappropriate or | d. Collect baseline data actually doing?
Problem o What specific,
Behavior observable
behavior are we
targeting for
change?
e How will we
measure this
behavior?
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Step Activities Questions to

Consider

e Where, when, and
how often does
the inappropriate/
problem behavior
occur?

e s the behavior a

a. ldentify any patterns to the skill problem (can't

Step 2: Analyze context in which the dojora
. . : performance
the inappropriate/problem behavior )
. problem (won't
Inappropriate or occurs doy?
Problem b. Hypothesize why the ' .
. . . : e |Is the behavior
Behavior inappropriate/problem behavior .
: : more likely to
is occurring

occur in particular
situations or with
certain people?

e What purpose (i.e.,
function) is the
behavior serving
for the student?

a. ldentify what the team would like
the student to do instead of the
inappropriate/problem behavior | e What does the

Step 3: b. Consider the student’s individual replacement
Choose a strengths, needs, and probable behavior look like,
Replacement function of the behavior when and how will it be
Behavior to determining a replacement measured?
Teach behavior e What is the goal
c. Set a goal for the student based for improvement?
on their use of the replacement
behavior
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Step Activities Questions to

Consider

e What changes can
be made in the
classroom
environment to
help prevent the
problem from

occurring
(antecedent
a. Generate a list of possible strategy)?
solutions and choose one e What skills can be
intervention to implement taught to the
b. Match the intensity of the student to help
Step 4: interventi'on to the student’s replace thfa
Plan and Prepare support tier inappropriate/
. c. Set a start date for the problem behavior
Intervention . : . .
intervention with a positive
d. Assign team members to alternative
prepare each part of the behavior (teaching
intervention prior to the start strategy)?
date e What

consequences, if
any, can be putin
place to reduce
the occurrence of
the inappropriate/
problem behavior
(consequence
strategy)?
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Step Activities Questions to
Consider
a. Train all staff involved on their
responsibilities for Is the intervention
Step 5: implementation and/or data being
P> collection implemented as
Implement .
. b. Ensure student understands the intended?
Intervention and . .
Collect intervention Are there any
. c. Collectintervention data and factors that may
Intervention . . .
Data enter/graph it regularly to be influencing the
monitor implementation effectiveness of
d. Check implementation fidelity the intervention?
often
Has the behavior
changed since the
: . ) intervention
a. Continue entering and graphing started?
data regularly and frequently If <o ar'e changes
Step 6: b. Meet after 4-6 weeks to review ' &
adequate?
Analyze Data & progress « What is the
Reflect on c. Determine whether or not the

Student Needs

intervention is working as
desired (and if not, determine
why)

discrepancy
between what the
student is doing
now and what the
student is
expected to do?

Step 7:
Continue or
Adapt
Intervention

a. Adjust the intervention, as
needed, based on the team’s
analysis of data

b. Document any adjustments made
to the intervention

c. Highlight any intervention
changes/dates

What do the data
reveal about the
effectiveness of
the intervention?
After reflecting on
the data, what
adjustments to
the intervention
needed to be
made?

Sprick, Coughlin, Garrison, and Sprick2 suggest the continual use of a problem-
solving process until the student’s behavior meets the behavioral expectations that
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have been defined. As the intensity of tiered support needed for a student
increases, the number of adults involved in the problem-solving process will also
increase. The interventions selected will be more time intensive and the data
collected may be more complex.

APPLYING THE PROBLEM-SOLVING PROCESS WITHIN TIERS

The problem-solving process outlined in this chapter can be used within and across
tiers of PBIS. In addition, there are some issues specific to each tier that teams are
advised to keep in mind, such as parent notification when a student moves to a
higher tier of support and parent consent necessary for an individual student
assessment. This section will discuss additional considerations for each PBIS tier
within the problem-solving process described above. It's helpful to remember that
the type of intervention isn't dictated by the student's PBIS tier—instead, the
student'’s tier guides the degree of individualization and intensity of the intervention
itself.

Intensive,
Individualized
Interventions

Tier 3

Targeted

T| e r 2 Interventions

Universal

Tl e r -l ;nns;ruction

Intervention

TIER ]: UNIVERSAL SUPPORT

Tier 1 supports are meant to teach behaviors that adhere to school/classroom
expectations and prevent inappropriate or problem behaviors from occurring.
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When Tier 1 practices are working smoothly, they feel less like “interventions” and
more like “the way we do things in this class.” By having strong, foundational Tier 1
supports for students, the number of students needing more intensive services will
be reduced.

TEAM CONSIDERATIONS FOR TIER 1

e Address overall classroom management practices first when multiple
students within a classroom are misbehaving

e Evaluate how appropriate behaviors are taught and reinforced, including
how to improve strategies used to engage and motivate students

e Design classroom management plans intentionally to reflect teaching style
and students’ needs

e Teach students to take responsibility for their learning and behaviors

e Ensure the primary adult support is from the classroom teacher

e Ensure interventions are easy for the teacher to use and require minimal
paperwork

e Provide training to teachers on effective classroom management
implementation

e UseTier 1 interventions prior to more time-intensive Tier 2 or Tier 3
interventions
e Use Tier 1 interventions school-wide and/or class-wide

PROBLEM-SOLVING AT TIER 1

The problem-solving process in this chapter can be used while developing Tier 1
interventions and strategies. Since Tier 1 interventions are universal, problem-
solving should be conducted with the entire group in mind. The process at this tier
should be simple, and practices should be easy, efficient, and feasible for both
general and special education teachers to implement.3 All teachers within a school
building should be familiar with and know how to implement several Tier 1
strategies and interventions.

TIER 2 TARGETED STRATEGIES

Tier 2 practices are intended to reduce the intensity, duration, and/or frequency of
inappropriate or problem behavior, and should be implemented as a supplement
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to the Tier 1 support already in place. Teams should reach out to the parent when
considering moving a student to Tier 2 and should follow any policies or procedures
at their school for involving parents when considering a change to a student’s
support tier.

TEAM CONSIDERATIONS FOR TIER 2 INTERVENTIONS

The following considerations were adapted from the Center on PBIS.4

e Provide students with additional support appropriate behaviors, social
connections with peers, and/or academic learning, as needed

e Ensure students receiving support at this tier have more adult supervision
and opportunities for positive feedback than are available at Tier 1

e Seek out opportunities to build relationships with students and use
interventions where relationship building is an essential part

e Fade out Tier 2 supports once the student is successful, but be sure the
student’s connections with school staff are preserved

e Focus on improving Tier 1 practices before connecting multiple students with
Tier 2 supports if many students are having difficulty in Tier 1 (particularly
within a single classroom)

PROBLEM-SOLVING AT TIER 2

The problem-solving process within this tier should be collaborative, meaning the
teacher should involve at least one other person in the process. Schools that follow
a PBIS model can use their multi-disciplinary team for collaboration and problem-
solving as outlined above. For staff in schools not implementing a PBIS framework,
teachers can collaborate with one or more colleagues knowledgeable about
behavior, such as another teacher, a school social worker, a school psychologist, a
board-certified behavior analyst (BCBA), and/or a school administrator.5 The
problem-solving process above can be followed just as easily by a pair of colleagues
or an entire team.

TIER 3 INTENSIVE, INDIVIDUALIZED INTERVENTIONS

Tier 3 interventions are intensive and may involve additional time and resources to
implement. If not developed and implemented carefully, the additional support
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provided to a student with a Tier 3 plan can sometimes create additional barriers
that must be addressed later (e.g., social stigma from others). However, Tier 3
supports offer the highest level of assessment and insight into the student’s
behavior needs, and the highest level of individualization to create an effective
plan. This tier should be reserved for students who continue to engage in
inappropriate or problem behavior after receiving both Tier 1 and Tier 2 support, or
for students already engaging in inappropriate or problem behavior that poses a
significant, imminent safety risk to themselves or others.

TEAM CONSIDERATIONS FOR TIER 3

Interventions at Tier 3 should be individualized to meet the needs of the specific
student for which they are being used.

For more information on processes and considerations specific to behavior support
at Tier 3, such as Functional Behavior Assessments (FBAs) and Behavior
Intervention Plans (BIPs), see Chapter 6.

PROBLEM-SOLVING AT TIER 3

Problem-solving at this tier involves more time and resources from multiple school
personnel, including a behavior expert within the LEA and the student’s parent. This
process may include conducting an FBA and collaboratively developing a BIP.
Following policies and procedures within an LEA, an FBA can be completed and a
BIP created for any student in need of this intensive support. This process is not
reserved solely for students with disabilities; however, parent consent must be
obtained prior to conducting an FBA. Problem-solving may also include
collaboration with community service providers.
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DATA-BASED DECISION MAKING

Behavior support and problem
solving cannot proceed without
data collection and review. Without
accurate and reliable data,
educators cannot make informed
decisions about the effectiveness of
interventions and may invest effort
into practices that are a poor fit for
student needs. Data collection
within the problem-solving process

described earlier in this chapter is
an ongoing practice for the
student’s team—no matter whether the student’s behaviors improve, worsen, or
continue unchanged, data collection is required to monitor progress and
understand what changes are necessary for the student to be successful.

When designed correctly, data collection can help the team understand important
questions about the student and their behavior. It should not be burdensome or
tedious for team members. This section will discuss the usefulness of data
collection for teams supporting students with behavior learning, including the
following questions:

e How do we collect behavior data for progress monitoring?

e What can behavior data do for us?

e How do we collect behavior data?
It's important to keep in mind that the intensity and individualization of data
collection can parallel the student’s support tier. This means that progress
monitoring for Tier 2 interventions should be much simpler than progress
monitoring for a Tier 3 plan might be.

WHAT PROBLEMS CAN BEHAVIOR DATA HELP US SOLVE?

High-quality behavior data can help teams answer key questions that are essential
to any problem-solving process for behavior support.
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|S INTERVENTION WARRANTED?

Is the student engaging in inappropriate or problem behavior to a degree that
warrants the intervention (and tier) that the team is considering? If not, the team
should consider increasing the quality of the supports available at a lower tier. This
question is often asked in the baseline phase but might also be appropriate in the
intervention phase once the student has made significant progress. Teams should
take note that this question can be especially difficult to answer if the student’s
behavior poses a significant safety risk but occurs infrequently.

|S THE INTERVENTION WORKING?

Has the intervention led to the desired change in the student’s behavior? High-
quality data can show small early changes in the student’s behavior that can
indicate to the team that the intervention is working. Inappropriate or problem
behaviors are not learned overnight, and new behavior patterns will also take time
to establish. However, it's usually possible to see initial signs of the desired
change—if the intervention is appropriate—within 1-2 weeks.

If the intervention isn't working, the team should reconvene to discuss the
intervention, determine if it is being implemented as planned or if staff need
additional training, and consider making changes to the student’s current supports.

DOES THE STUDENT NEED MORE SUPPORT?

Is the student making less progress than the team anticipated? One possible
solution is to increase the “dose” of the intervention. This is often a more
lightweight change than revising the entire plan, so it should be considered prior to
changing the plan in most cases. For instance, if the team is implementing a token
economy system in which the student can earn a token twice a day for appropriate
behavior, the team could increase the dosage by modifying the token system so
that the student can earn a token once an hour for meeting the same behavior
expectation.
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For more information about evaluating patterns of student data to make changes
to the intervention, see “Step 6: Analyze Data and Reflect on Student Needs”
section of this chapter.

DOES ANYONE ON THE TEAM NEED ADDITIONAL RESOURCES OR
TRAINING™

Is the student making little progress despite the team'’s efforts to create an
engaging and appropriate plan? It's important to consider whether the plan is being
implemented with fidelity. If the plan isn't being implemented, teams must
determine why. Certain implementers may require additional training or support to
address any unexpected barriers to implementation. In some cases, the plan may
not be sufficiently practical to implement, and/or data may be too cumbersome to
record. The intensity and individualization of the plan should reflect the tier of
support the student is receiving. Teams should take that into consideration and
avoid creating plans that are not a good match for the student’s support tier (e.g.,
needlessly complex Tier 2 plans, minimal or generic Tier 3 plans).
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How DO WE MEASURE BEHAVIOR?

There are a variety of ways to measure a student’s behavior. Behavior
measurement methods fall into one of two broad categories: direct measurement
and indirect measurement. Within each of those categories, there are a variety of
specific methods to measure behavior depending on how frequently the behavior
occurs and whether the behavior is discrete or non-discrete. Discrete behaviors
have a clear start and stop (for example, a student raising their hand to ask a
question). Off-task behavior, on the other hand, is an example of a non-discrete
behavior. It can be difficult to see a clear start or stop to being “off-task” since the
student may be engaged in multiple behaviors that are off task (e.g., out of seat,
talking to neighbors, looking off into space, sleeping during instruction, working on
things not related to the task). Different measurement types may be better suited
to measure discrete or non-discrete behaviors, and those distinctions are included
in the sections below. Whatever method of data collection the team uses, that
method should be the same across baseline and intervention phases to allow for
accurate comparisons between phases.

DIRECT MEASUREMENT

Direct measurement, also known as event recording, refers to any method of data
collection that measures a particular dimension of a behavior exactly. For instance,
if the team is interested in knowing how many times a behavior occurs each day
frequency data will provide that information. Direct measurement can often be the
most simple and efficient way of measuring certain behaviors. Examples of direct
measurement include:

e Frequency

e Duration

e Latency

e Controlled presentation
e Permanent product data

FREQUENCY

Frequency data collection answers the question, “How often does this behavior
occur?” To collect frequency data, record a tally mark each time the behavior occurs
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during data collection. This method is appropriate for discrete behaviors with a
clear start and stop, and for behaviors with low to moderate frequency. Behaviors

that occur with extremely high frequency (e.g., many times per minute) are usually
not practical to record with frequency data. Supplies needed to record frequency
data are a pencil and datasheet (or blank paper).

For an example of frequency recording using a datasheet, see Figure 5-2. Please
note that these data correspond to a portion of the graphed data depicted in Figure
5-9 and Figure 5-11. Clickable lap counters are a good alternative when
pencil/paper data collection is not practical (see Figure 5-3).

FIGURE 5-1: EXAMPLE FREQUENCY RECORDING DATASHEET

Behavior: Verbal aggression

Definition: Insulting comments; verbal threats to harm others or wishing harm upon others. Each
sentence is counted as 1.

Day Date Phase Frequency

Mon |9[5/22 [nlerverhon | —— (o sd«m{fhohblmo
Tue | 9/e/22 | |nfarverdin | I -
Wed | 9/2/22 | Inkenrabn | [|[

Thu | 9/8/22. | [honedn | JHE |

Fri | 9/2/22 | Jndevenhin [

Weekly total: |5
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FIGURE 5-2: LAP COUNTER FOR FREQUENCY RECORDING

DURATION

Duration data collection answers the question, “How long does this behavior last?”
To collect duration data, write down the start time and end time for each instance
of the behavior. After that, subtract the earlier time from the later time to measure
the duration. Be sure to note whether the duration measure is in seconds, minutes,
or hours. Duration data is appropriate for behaviors that are non-discrete. Supplies
needed are a clock, pencil, and datasheet (or blank paper). A stopwatch (or
equivalent app) may also be helpful as long as the data collector writes down each
behavior's duration and clears the stopwatch before measuring another occurrence.

For an example of duration recording, see Figure 5-4. Please note that these data
correspond to a portion of the graphed data depicted in Figure 5-10.
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FIGURE 5-3: EXAMPLE DURATION RECORDING DATASHEET

Behavior: Avoiding class

Definition: Sitting in the hall or outside the counselor's office during class time. Duration is counted in minutes.
Mon: 5}20]/22 Tue: 8/:_‘50/2?_ Wed:  g/3 J22 || Thu: ‘5)/]/2_2_ Fri: g/2/22
Phase: Paglina || Phase: Pasebing | Phase: Baseline || Phase: Raselne || Phase: Baseline
Starttime | End time || Starttime | Endtime || Starttime | Endtime || Starttime | Endtime || Starttime | End time
910 727 3125 | %5 || g5 G:23 || %20 7:05 19:21 | 1080
fo:8] | 10:39 || j1:20 | Bi00 9:l0 9:80 1:{0 1335 || 16740 | 10:5i
10'25 | 10759 143 2-03
1:35 21

Total time: 2.5 mia || Total time: | B0 min || Total time: 7‘5 rain || Total time: ‘70 raim || Total time: 70 raim.

LATENCY

Latency data collection answers the question, “How long between an antecedent
and a behavior?” Latency recording involves measuring the time between the
presentation of an antecedent (e.g., the teacher giving a direction) and the
beginning of a desired behavior (e.g., the student beginning to follow the direction).
This requires careful observation during specific moments. The team may also wish
to record information about the antecedent, such as a specific level of prompt, that
was presented to the student before latency was measured. This can support the
team in addressing needs like prompt dependency. Supplies needed are a clock,
pencil, and datasheet (or blank paper). A stopwatch (or equivalent app) may also be
helpful as long as the data collector writes down each behavior’'s latency and clears
the stopwatch before measuring another occurrence.

For an example of latency recording, see Figure 5-5.
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FIGURE 5-4;: EXAMPLE OF LATENCY RECORDING DATASHEET

Behavior: Starting assigned work

Definition: Beginning independent work in the general education setting in a timely manner when asked. Latency from the request to
the time the student begins the expected task is counted in seconds/minutes as measured by a stopwatch.

Error correction: If latency reaches 2min, log the data and give a new prompt one step to the left of the prev. prompt (see key below).
For instance, if the student does not respond in 2min to an indirect verbal prompt, give a direct verbal prompt and restart the
stopwatch. Record the latency to that prompt on a new line. Omit the higher-level prompt data from total and avg. latency for the day.

Mon: “/7/12, Tue: n/g’]zz Wed: 'i‘\jo[/'l?- Thu: L\jkO/ZZ Fri: 1\/n/z&
Phase: lhl'.r-fvcl‘kw\ Phase: lhm;m“m Phase: [, by penlien Phase: [Mon Phase: [h{m}mﬁm
Prompt Latency Prompt Latency Prompt Latency Prompt Latency Prompt Latency
DV  lma50sc| | DY |lmia AUz | DV Shec N Zmin (N 20 sec.
Dy [ 4ls DV 55sec ) 495ec NV 15 see \\J 2L sec
OV | | 30s DV | 4% s OV [lm 10se] [ 1 | [ria 108 IV | 15sec
Y im DOs OV i lse v L2sec N 46 s 4 49 sec
Ve 22s| | DV | 3se | | DV | 19see | | [V | 298| | WV | $2sec
OV |l 30c] | OV | dese| Dy | 0see | | IV | el | WV |26
Total time: Fa Ofg| |Totaltime: G |Gg | [Totaltime: 3,4 4| |Totaltime:d, . 23| |Totaltime: Zm 405
Avg. time: |, ADs Avg. time: S rec Avg. time: 38 Sec Avg.time: S (psec Avg.time: 277 sec.

Key — Prompts (from most to least intrusive) and their abbreviations:
DV v G WGV
Direct Verbal Indirect verbal Gesture Whole Group Verbal
(individuals) (individual) (individual) (group)

CONTROLLED PRESENTATION

Controlled presentation data collection can answer questions about the percent of
opportunities the student engaged in a specific behavior when given the
opportunity, such as “What percentage of teacher directions did the student
follow?” It's more accurate to answer these sorts of questions using this

measurement (rather than frequency data) because the number of opportunities

presented to the student can vary from day to day.

To measure a behavior using controlled presentation data, record two sets of tally
marks: the number of opportunities the student should engage in a behavior (e.g.,
number of teacher directions given), and the number of times the student actually
engages in that behavior (e.g., the number of teacher directions the student

followed). Supplies needed to record controlled presentation data are a pencil and
datasheet (or blank paper) with columns for both measurements described above.
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For an example of controlled presentation recording, see Figure 5-6.

FIGURE 5-5;: EXAMPLE CONTROLLED PRESENTATION RECORDING DATASHEET

Behavior: Following teacher directions
Definition: Complying with a teacher’s direction within 30 seconds. Any direction followed within 30
seconds is tallied under “directions followed;” otherwise, it is tallied under “directions not followed.”
Each direction should result in a tally mark in one of these two columns.
Day Date Phase Directions followed Dirg:lt(i)?:: dnot dli:;‘.a;gﬁ(r)]:vzz
Mon |(0/iD/22. | Basdkine | I | @) a1 (D len=35%
Tue [10/i\/22 | Basthine, | I I\ (D || @ |8/14 =573,
Wed | 10/iz/22. | Basine | 11l @ [ (9 [4/¢ =223
Thu |0/i3[22 | Basddine | JiT| @ | e (09 |24 = 255
Fi | iofie/22] Basine i @ w19 [ve = 47z
Weekly totals: 33 50 |33/9L = 36

PERMANENT PRODUCT

Permanent product recording involves measuring artifacts left behind by the
behavior. For example, if the team wants to measure the inappropriate or problem
behavior of ripping up books, then permanent product recording would involve
collecting any book(s) that were damaged during the day and counting them. This is
a very easy and efficient method of data collection, but its use is limited to
behaviors that produce permanent products. Specific data collection strategies vary
based on the specific behavior and permanent product being measured but may
involve measures similar to frequency or controlled presentation described above.

INDIRECT MEASUREMENT

Indirect measurement refers to methods of behavior data collection that yield
estimates of an aspect of the behavior. When considering indirect measurement,
it's helpful to remember that indirect measures can never be converted to direct
measures. If it's important to the team to collect information about the behavior’s
frequency, for example, then an indirect measure can never provide precise
information about that dimension of behavior. However, indirect measurement can
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sometimes be more practical and efficient than direct measurement. Two common
types of indirect measurement are:

e Interval recording
e Behavior rating scales

INTERVAL RECORDING OVERVIEW

Interval-based methods of data collection involve dividing a predetermined
timeframe into equal intervals of time, continuously observing the student, and
marking whether a behavior was present (+) or absent (-) during each interval. Like
all indirect measures, this type of data collection provides an estimate of the
behavior and cannot give information about a behavior’s frequency or duration. For
example, it's inaccurate to describe results of a 10-minute interval-based
observation in which the student was off task for 6 out of 10 one-minute intervals
by saying “The student was off task for 6 minutes.” Interval recording only yields the
percent of intervals in which the behavior was observed. This is calculated by
dividing the number of intervals scored with a plus (+) into the total number of
intervals observed.

It can be difficult to determine the best interval length—shorter intervals are far
more precise but can be harder on the observer. In most cases, interval lengths
longer than 60 seconds are not advisable due to a loss of accuracy. If the team is
interested in recording ongoing data about a behavior that continues for many
minutes or hours at a time, duration data collection is a more efficient and precise
alternative.

Supplies needed to collect interval data are an interval data sheet (see Figure 5-7)
and a timer/app for timing intervals. There are three types of interval recording
methods:

e Whole interval

e Partial interval

e Momentary time sampling
Interval recording types should never be mixed within one observation. Also,
results from one type of interval observation cannot be compared to results from a
different type of observation (this is an apples-to-oranges comparison).
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For an example of whole interval recording, see Figure 5-7.

FIGURE 5-6;: EXAMPLE OF INTERVAL RECORDING DATASHEET

Behavior: On-task behavior
Definition: Being appropriately seated and within personal space, quietly attending to the teacher’s
instruction, raising a hand before speaking, talking with classmates only when permitted, limiting
conversations to the assigned task, and engaging in the assigned task as directed by the teacher.
Directions: Observe the student continuously and score one box every 10 seconds. Mark (+) if the
student engaged in the specified behavior for the entire interval, otherwise, mark (-).
Date Time Observer Activity Interval length | Interval type
|O/2 3/2?. 10:[Sa.m. JE 50;:_\; SPM |10 seconds Whole
Minute :00 110 20 M3 40 :50
1 - —+ —_— — —+ i i
2 + — ¥ - — —
3 e -+ —_ = g =
4 + + + - — —
5 o} & = + — i
6 + -— — — + —
7 — 4 — — T —
8 = T = = = '
9 — — = i — —
10 i — ; 3 s + +
- G
Percent of intervals scored (+) 0 = 45 4

WHOLE INTERVAL RECORDING

Whole interval data collection involves scoring the interval with a (+) if the behavior

of interest occurred for the entire interval. For example:

e Ateacheris measuring screaming behavior using intervals that are 15
seconds long. The student screamed for the entire 15 second interval, so the
teacher marks that interval with a (+).

e A school social worker is measuring on-task behavior using intervals that are
30 seconds long. The student was on task for the entire 30 second interval,
so the school social worker marks that interval with a (+).

e A paraeducator is measuring out of seat behavior using intervals that are 60
seconds long. The student was out of her seat for the first 55 seconds and
seated for the last 5 seconds of the interval, so the paraeducator marks that
interval with a (-).
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This method of interval recording can be appropriate when measuring non-discrete
behaviors with a long duration. Whole interval recording is not usually appropriate
for behaviors best measured with frequency data (e.g., hitting, swearing). In
addition, whole interval recording tends to underestimate behavior since the
interval is only scored if the behavior occurs for the entire time. To address this,
select a shorter interval length, or consider a different measure (such as duration
recording or momentary time sampling).

PARTIAL INTERVAL RECORDING

Partial interval data collection involves scoring the interval with a (+) if the behavior
of interest occurred at any time during the interval. For example:

e Ateacher is measuring screaming behavior using intervals that are 15
seconds long. The student screamed once during the interval, so the teacher
marks it with a (+).

e A school social worker is measuring on-task behavior using intervals that are
30 seconds long. The student is briefly on task for one second at the start of
the interval, so the school social worker marks that interval with a (+).

e A paraeducator is measuring out of seat behavior using intervals that are 60
seconds long. The student is seated for most of the interval, but stands up
once for a couple seconds, so the paraeducator marks that interval with a (+).

This method can be appropriate with behaviors that occur at a low frequency or
that are hard to anticipate. It tends to overestimate behavior since the interval
must be scored if the behavior occurs at all during the interval. To address this,
select a shorter interval length, or consider a different measure (such as frequency
recording or momentary time sampling).

MOMENTARY TIME SAMPLING

Momentary time sampling involves scoring the interval with a (+) if the behavior of
interest is occurring at the moment the interval ends. For best results, the observer
should look away from the student until the last moment of the interval, then look
at the student to determine if the behavior is occurring. This allows for the most
accurate measurement without allowing the rest of the student’s actions leading up
to that moment to influence data collection.
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For example:

e Ateacheris measuring screaming behavior using intervals that are 15
seconds long. The student screams twice during the interval, but neither time
was at the 15-second mark, so the teacher marks the interval with a (-).

e Aschool social worker is measuring on-task behavior using intervals that are
30 seconds long. When the school social worker glances up at the end of 30
seconds, the student is on task, so she marks that interval with a (+).

e A paraeducator is measuring out of seat behavior using intervals that are 60
seconds long. The student is seated when the paraeducator looks up at the
60-second mark, so he marks that interval with a (-).

This method balances some of the disadvantages of whole interval and partial
interval recording. It is appropriate for a variety of behaviors but still carries the risk
of underestimating behavior if intervals are inappropriately long.

BEHAVIOR RATING SCALES

Behavior rating scales developed for the specific situation are another way to
provide an estimate of the behavior for progress monitoring purposes. Using this
method, teams can create a simple scale based on their knowledge of the student
and behavior. Rating scale data for progress monitoring should be collected
frequently enough that it can inform decision making. For example:

e Ateam wants to collect baseline data for a student’s behavior using a 3-point
rating scale. Using this scale, the teacher will circle the appropriate rating on
a datasheet at the top of each hour. The points on the scale are defined as
follows:
TABLE 5-6: EXAMPLE OF 3-POINT BEHAVIOR RATING SCALE

Point Definition

1 The student followed all classroom rules with 0-1 reminders and
continued to follow the rules for at least 10 minutes without further
reminders.

2 The student needed 2 reminders to follow the rules and continued to
follow the rules for at least 10 minutes without further reminders.

3 The student refused to follow the rules even after receiving 2 reminders.

N/A | The student was absent or not in class during this hour (e.g., in the
nurse's office)
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If the team prefers to use a pre-existing scale, one research-based option is the
Direct Behavior Rating (DBR)6 scale. Using this scale, teachers can estimate
occurrence of a behavior using a 0-10 scale. A rating of 0 estimates that the
behavior occurred 0% of the time, while a rating of 5 estimates the behavior
occurred 50% of the time, and so forth. DBR is likely a better option for showing
behavior progress over time measured by the same person, rather than comparing
ratings across people on the student’s team.7 In other words, teachers may
disagree on their subjective rating using DBR, so it works best for showing
differences in a single teacher’s ratings over time.

A rating scale is often the most feasible measure for many teachers. It can be
appropriate when the student engages in many different inappropriate or problem
behaviors (as an alternative to collecting multiple measures). It's important to
predefine the points on the rating scale using definitions that are as measurable
and observable as possible. All team members should have a shared understanding
of which end of the scale corresponds to desired behavior. Teams should also plan
ahead for when and how often a rating should be recorded.

For an example of rating scale recording using a DBR scale, see Figure 5-8.

FIGURE 5-7: EXAMPLE DIRECT BEHAVIOR RATING (DBR) SCALE DATASHEET

Behavior: Disrupting class

Definition: Calling out, making jokes during instruction, making inappropriate noises (e.g., burping loudly), or playing music/videos
loudly enough to be audible to others.

Date Phase Teacher / 0% of 50% of 100% of
Class: the time the time the time
‘i['l'i{-zz Boseline Joms/ELA 0 1 2 3 4 5 @ 7 8 9 10

Y2.3/72 Pasdine |Smbn/Makh | 0 1 2 3 4 5 6 8 9 10

G/ 3y Prsding, RW“!‘YZ/:S‘MW.L. 0 1 2 3 (4_/) 5 6 7 8 9 10

‘7]&5/& Paseling Mo@nﬂ/ﬁe«ﬂi\ 0 1 2 @ 4 5 6 7 8 9 10

HOW TO COLLECT BEHAVIOR DATA FOR PROCRESS MONITORING

To evaluate a student’s response to behavior intervention at any tier, the team
must collect high-quality behavior data. Behavior data collection involves small
reliable measurements of a given behavior and must be graphed to show progress
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over time. Progress monitoring data for behavior does not involve pie charts,
teacher survey results, or anecdotal notes—it must be quantitative and graphed
using a line or bar chart. Behavior data are measured over two main phases: a
baseline phase and an intervention phase. Separating graphed data by phase
allows the team to determine if the intervention resulted in the desired change to
the student’s behavior when compared to their behavior during baseline. This is the
best way for teams to determine if the intervention is working. Including a trend
line can help with this determination; however, it is important to generate a
separate trend line for each phase (baseline and intervention).

For an example, see Figure 5-9. Please note that this graph also corresponds to the
example data collected and depicted in Figure 5-2 and the example spreadsheet in
Figure 5-11.

FIGURE 5-8: GRAPHED DATA IN BASELINE AND INTERVENTION PHASES WITH TREND LINES FOR
EACH PHASE
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TABLE 5-7: KEY FOR FIGURE 5-9

Item Description \
1 Baseline data path (shown in blue)
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Item Description \
2 | Trend line showing the trajectory of graphed baseline

data

Intervention data path (shown in green)

4 | Trend line showing the trajectory of graphed intervention

data

5 | Key that denotes data taken during different phases

(baseline and intervention)

6 | Title of the graph describing the behavior and

measurement timeframe

7 | Subtitle with the operational definition of this student’s

behavior

8 | Vertical axis label including the dimension of the behavior

being measured (e.g., frequency)

9 | Horizontal axis label indicating measurement dates

w

The team should first determine which behavior(s) to select for data collection. If
the team is following the problem-solving process outlined earlier in this chapter,
then the inappropriate or problem behavior was defined in Step 1 and should be
selected for data collection. In addition, if the team is planning to teach the student
a replacement behavior, they may wish to measure that behavior as well. Chapter 2
describes basic information about replacement behaviors, and Chapter 6 provides
information about selecting an appropriate replacement behavior to teach.

Next, the team must determine how often to collect behavior data. In general, it's
best to collect data every day (and regularly throughout the day) to facilitate
meaningful problem-solving. However, this can sometimes be adjusted if the team
has identified predictable patterns in the behavior's occurrence. For example, if a
student on a block schedule only engages in inappropriate or inappropriate or
problem behavior in one class, it might be appropriate to collect data only on the
days when the student attends that class (and perhaps limit data collection to that
class period). Teams must determine this in advance. It is not appropriate to
conduct data collection on an “as needed” basis or allow for informal changes to
how often data are collected, as these practices can produce serious errors in data
interpretation.
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Next, the team should plan for the baseline phase of data collection. This is typically
a short phase of pre-intervention data collection that establishes how often the
behavior occurs, whether it is trending up or down, and whether any other patterns
can be identified. Teams are advised not to skip the baseline phase, as it allows
teams to make comparisons between baseline and intervention data. This can help
teams evaluate whether the intervention led to improvement in the behavior,
produced no change, or made things worse. Once the team has collected baseline
data, they can use that information to analyze the behavior, choose a replacement
behavior to teach, and plan and prepare an intervention.

For an example of graphed baseline data, see Figure 5-10. Please note that this
graph corresponds to the example data collected and depicted in Figure 5-4.

FIGURE 5-9: GRAPHED BASELINE BEHAVIOR DATA
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When the team is ready to implement their intervention, data collection moves to
the intervention phase as well. This should be collected in the same way as baseline
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data so that the two phases of data can accurately be compared. On the behavior
graph, the intervention phase should be separated from the baseline phase to
allow for a visual comparison across phases.

For an example of how to set up a graph showing the difference between phases,
see Figure 5-11. Please note that this figure also corresponds to the example data
collected and depicted in Figure 5-2 and the example graph in Figure 5-9. Teams
should use graphed data to analyze data, reflect on student needs, and make
decisions about continuing or adapting the intervention.

FIGURE 5-10: SIMPLE SPREADSHEET SET UP TO GRAPH BEHAVIOR DATA ACROSS BASELINE AND
INTERVENTION PHASES

A B c D E F G H J
1 Verbal aggression
Insulting comments; verbal
. threats to harm others or wishing
harm upon others (each
sentence counted as 1).
D At (S;,hr\?)ol? Baseline Intervention Notes

8/23/22 Y - 0

8/24/22 Y - 1 Verbally aggressive behavior to others (daily)

8/25/22 Y - 3 Insulting comments; verbal threats to harm others or wishing harm upon others

8/26/22 Y 1 5 20
8 8/29/22 Y v 10 E
s 83022 Y 8 S s
10 8/31/22 Y 9 i
1n9/1/22 Y 5 g
2 9pr2 Y 20 g 10
13 9/5/22 N No school E
4 oBl22 Y 5 g 5
15 9/7122 Y 4 ;
16 9/8/22 Y 6 g 0 o - = y
: 99/?2//2222 i - i £ gwgmgwgwg% e *\r&‘*’@o}@’”@ {L@‘{L\\"%&
19 9/13/22 Y - 0 Date
0 9N4/22 N - Absent (sick) H Baseline @ Intervention
21 9/15/22 Y - 7
22 9/16/22 Y - 0

HOW TO EVALUATE STUDENT PROGRESS WITH BEHAVIOR [DATA

To evaluate student progress using graphed behavior data, the team should
compare data between phases to determine if the desired change in the level (high
or low) and/or trend (upward or downward) has occurred.

In most cases, the team will be comparing data between the baseline and
intervention phases; however, if the intervention has been modified and that
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modification has been denoted on the graph, the team can also compare data
between the initial intervention phase and the modified intervention phase. In a
successful intervention, the change in data from one phase to the next should be
clearly visible on the graph. At the same time, even highly successful interventions
may require several weeks of data before a change is apparent. In addition, if the
student’s data in baseline showed a high degree of variability from one day to the
next, it can take longer to distinguish a change.

GETTING STARTED

With a clear understanding of how to collect progress monitoring data for behavior,
team members may wonder where to get started. When planning interventions, it's
important to ensure the following steps are followed so that a team'’s data
collection practice is sustainable, organized, and designed to facilitate effective
problem-solving.

First, the team develops a brief plan for collecting accurate data for the student's
behavior. This should include information about which team members will

participate in data collection and training to ensure consistency in data collection.
To address concerns about a new team member's accuracy, the team may wish to
have a trained person collect data at the same time as the new person so the two
staff can compare how they measured the behavior. This allows the trained person
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to give the new person feedback about recording the behavior according to the
team’s definition and practices.

Next, the team determines who will be responsible for data entry. If this
responsibility will be shared, all team members should use the same spreadsheet
or other location to enter data. It's helpful to establish norms for when data entry
should occur. Establishing a daily habit of data entry can ensure that this important
step is not overlooked. Once team members are trained, data entry should take no
more than 2-5 minutes at the end of each day.

Finally, the team ensures that data collection materials are organized and
accessible to team members who need them. Each person involved in data
collection should have all necessary materials available and know where to find
additional materials if needed (e.g., blank copies of datasheets). Team members
should also know where to file completed copies of datasheets once they have
been graphed.

CONCLUSION

The tiered problem-solving approach to behavior support described in this chapter
allows teams to efficiently implement and monitor behavior supports across all
three tiers of the PBIS framework. Data-based decision making is necessary for this
approach to function correctly and promote student success across the tiers. By
using this approach, teams can prevent most student inappropriate or problem
behaviors from occurring and will be ready to respond quickly and effectively as
soon as a student needs support.
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' School teams must always consider their child find obligation when supporting
students at any tier of MTSS. See Chapter 8 for more information about child find.

2 Sprick, R., Coughlin, C., Garrison, M., and Sprick, J. (2019). Interventions: Support for
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USBE LRBI Technical Assistance Manual (2025) | 93


https://dbr.education.uconn.edu/

CHAPTER 6: SUPPORTING STUDENTS
WITH EXTENSIVE BEHAVIOR NEEDS

FUNCTIONAL BEHAVIOR ASSESSMENTS (FBAS) AND
BEHAVIOR INTERVENTION PLANS (BIPS)

Most students can be successful behaviorally with universal (Tier 1) supports. Some
students may also need targeted (Tier 2) practices to learn appropriate behavior.
However, what happens when those practices are not enough to support a
student’s behavior needs? The intensive, individualized behavior support available
at Tier 3 typically involves two steps for the team—completion of a Functional
Behavior Assessment (FBA) and subsequent development of a Behavior
Intervention Plan (BIP). The FBA is a process of structured information gathering
about an inappropriate or problem behavior that poses a significant barrier to the
student’s learning, safety, and/or social relationships. Through the FBA, the school
team can determine why the student is engaging in inappropriate or problem
behavior and what underlying need (or function) that behavior currently meets for
the student. This information is used to design a cohesive set of function-based
interventions, otherwise referred to as the Behavior Intervention Plan (BIP). The BIP
must provide behavioral instruction and support to the student so they can learn a
more appropriate way of meeting that underlying need, or function, that was
previously met by the inappropriate or inappropriate or problem behavior.
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FBA vs. BIP
At a Glance

FBA is the Functional
Behavior Assessment

BIP is the Behavior
Intervention Plan

A systemic process used to
collect information about a
problem behavior and
determine its function.

A formal written document
developed following the
completion of an FBA.

Data is collected via direct
(observation/data collection)
and indirect measures
(rating scales/interviews).

Outlines the interventions
that will be used to reduce,
replace, or reinforce
behavors.

The results are used to
hypothesize a function
(determine why) a problem
behavior is occurring.

The BIP provides staff with
the most up-to-date
behavioral interventions in
place for a student.

The FBA and BIP are separate parts of the same process and should be developed
together. Consider following this process when a student demonstrates a pattern of
serious or chronic inappropriate or problem behavior that does not improve with
Tier 1 and 2 behavior supports, even if the student has not yet received disciplinary
action for the behavior.

Teams must remember that many students with extensive behavior needs require
support in more areas than just behavior. Behavior problems are often symptoms
of larger support needs that the team must address. A BIP is not a substitute for:

e A welcoming and supportive school climate

o Effective classroom management that addresses student learning, safety,
and social relationships (see Chapter 4)

e Mental health services

e Counseling
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e Social work services

e Substance use prevention

e Absenteeism and dropout prevention

e Bullying prevention

e Gang prevention

e Suicide prevention
For many students, the FBA is developed as part of the evaluation (or re-evaluation)
process involved in determining eligibility under the Individuals with Disabilities
Education Act (IDEA) or Section 504. In addition, it is often the case that a student’s
need for an FBA and BIP may cause the school team or the student’s parent(s) to
suspect that the student has a disability. However, both an FBA and a BIP can be
developed for a student without a disability as well. This chapter discusses general
principles and requirements for conducting FBAs, developing BIPs, and teaming to
support each student served in Tier 3 of PBIS for behavior (regardless of whether
they are currently identified as a student with a disability or not). While content in
this chapter incorporates the requirements outlined in the Utah State Board of
Education Special Education Rules (SpEd Rules) for FBAs and BIPs, it is important to
remember that these resources are available to any student (with or without a
disability).

For information about further considerations and requirements relating to
behavior support for students with disabilities, see Chapter 8.

COMPLETING THE FUNCTIONAL BEHAVIOR ASSESSMENT (FBA)

Completing an FBA will help the team identify the function of the student’s
inappropriate or problem behavior. The behavior’s function is the type of
underlying need that it meets for the individual (for more on this concept, see
Chapter 2).

FBA REQUIREMENTS

According to SpEd Rules, an FBA:

“is a systematic process used to understand the function and purpose of a
student’s specific, interfering behavior and factors that contribute to the
behavior's occurrence and non-occurrence for the purpose of developing
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effective positive behavioral interventions, supports, and other strategies to
mitigate or eliminate the interfering behavior.

a. An FBA must involve direct observation of the student engaging in the
inappropriate or inappropriate or problem behavior, with descriptive
information recorded about the behavior, its antecedents, and its
consequences. An FBA may also involve methods of indirect assessment,
including:

(1) Interview measures designed to yield information about the
function of the student’s inappropriate or inappropriate or problem
behavior conducted with the parent(s), teacher(s), related service
providers, other school staff familiar with the student’s behaviors,
and/or the student;

(2) Checklist measures designed to yield information about the
function of the student’s inappropriate or inappropriate or problem
behavior conducted with the parent(s), teacher(s), related service
providers, other school staff familiar with the student’s behaviors,
and/or the student; and

(3) Review of relevant student records regarding patterns of behavior,
previous interventions, and/or other information which may be
analyzed to develop a hypothesis about the function of the
inappropriate or inappropriate or problem behavior.

b. An FBA should produce four main results:

(1) Baseline data on the inappropriate behavior's occurrence using an
appropriate quantitative measure such as frequency, duration,
latency, percent of opportunities, and/or rating scale.

(2) Data gathered from direct observation (and, if applicable, indirect
assessment) that includes:

(@) An operational definition of the inappropriate behavior,
written clearly enough for an unfamiliar person to reliably
measure the behavior's occurrence,

(b) Descriptions of the antecedent events that reliably precede
the inappropriate behavior,

(c) Descriptions of the consequent events that reliably follow
the behavior.
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(3) Description of the possible function(s) of the inappropriate
behavior determined by analyzing all information obtained during
the assessment

(4) A hypothesis statement summarizing the following features of the
inappropriate behavior: 1) antecedents, 2) operational definition of
the inappropriate behavior, 3) reinforcing consequences, and 4) the
function(s) maintaining the behavior.

c. An FBA should facilitate the development of a BIP.”
For more information about writing a hypothesis statement as well as an example
that meets the above requirements, see “Hypothesis Statement” section of this

chapter.

LEAs are required to follow all relevant state and federal regulations for obtaining
parental consent for individual student evaluations, including an FBA.

GATHERING INFORMATION FOR THE FBA

There are a variety of information sources that can be valuable in completing an
FBA. When planning for what information to gather, teams should consider both
direct and indirect measures to develop the most accurate picture of the student’s
behavior needs.

DIRECT MEASUREMENT

Direct measurement in the FBA involves observing the inappropriate behavior as it
occurs in the natural environment and identifying patterns of events that occur
before, during, and after the inappropriate or problem behavior. Recommended
practice for FBA involves including at least one direct measure of the inappropriate
behavior.

ABC (antecedent-behavior-consequence) recording, sometimes also called descriptive
assessment, involves observing the student during their usual routines/activities
and taking descriptive notes about inappropriate behavior observed (B), the
antecedents (A) that come before the inappropriate behaviors, and the
consequences (C) that follow inappropriate behaviors. This process allows the
observer to capture information about each inappropriate behavior (rather than all
the behaviors that may comprise an “incident” of behavior). ABC recording
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observations should be conducted multiple times across multiple contexts to
develop a representative picture of the student’s behavior.

For a fictional example of ABC recording during a classroom observation, see Table

6-1.

TABLE 6-8: EXAMPLE OF ABC RECORDING

Antecedent Behavior Consequence Possﬂ_)le
Function

Erick was in the Erick pushed his chair [Ms. Richards (special |Attention

classroom alone at his |back and started education teacher) got|and/or

table staring at a yelling, “Aw, | can't do |up to follow him. He |Escape

worksheet. He this! | give up!” He hit |was standing outside

seemed the desk with his the door and seemed

overwhelmed. Ms. ruler, got up, and ran |to be waiting to be

Jones (classroom out of the room. followed. Ms. Richards

teacher) approached returned to the

and said “Erick, just classroom to wait for

start. Don't think too him. He hovered there

hard - just tell me the looking at her.

first answer. Look at

my eyes.”

Erick was hanging out (Erick yelled “I'm Erick was ignored. Attention

in the doorway starting to get mad!”

looking at Ms.

Richards. No one

attended to him.

Previous verbal Erick yelled "l don't Ms. Richards Attention

outburst was ignored. |like you!" beckoned him over.

Ms. Richards Erick yelled "Thisisa [Ms. Jones went to him |Attention

beckoned to Erick. bad class with bad and said “When you're |and/or
guys!" ready, | wantyou to |Escape

come back to get your
point. What do you
need to do to get your
point?”
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Consequence

Possible

Antecedent Behavior )
Function
Ms. Jones approached |Erick ran away from  [Ms. Richards ran after |Escape
Erick and reminded  |the door and down Erick.
him about earning his |the hall.
point.
Ms. Richards caught |Erick said “I'm angry  |Ms. Richards Attention
up to Erick in the hall. |'cause of that test! prompted him to ask [and/or
She said, “How are Sometimes friends get |for a break. (“What do |Escape
you feeling?” angry!” you need when you're
angry? Sometimes you
need a...")
Prompt from Ms. Erick ignored the Ms. Richards quietly |Attention
Richards. prompt and walked to the door of [and/or
continued talking her classroom and Escape
about the worksheet |waited expectantly for
and how he was him to enter.
frustrated. He told Ms.
Richards he wanted to
be in the hall.
Ms. Richards walked |[Erick hesitated, then |Erick had no demands |Escape
away from Erick to the |ran into Ms. Richards’ |presented and was and/or
door. classroom. He given no attention. He [Tangible

crumpled up his
worksheet and yelled,
“I will throw this in the
trash and never see it
again!” He kicked the
filing cabinet a few
times and then
crawled under Ms.
Richards' desk.

was able to access the
items in Ms. Richards'
desk drawer (which
had items for the
prize box inside).

Scatterplot recording is a lightweight method of identifying patterns of behavior that
relate to specific situations or activities. A scatterplot is a visual grid designed to
show relative frequency of specific behaviors across different days, times, and
activities. In a typical scatterplot, activities and times are listed down one side of the
grid and observation days are listed across the top. Observed behaviors are noted
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on the grid space corresponding to the current day and time. Typically, behaviors
are recorded with some visual system to separate low, medium, and high rates of
behavior. This allows team members to quickly identify any patterns in the
behavior's frequency and escalation across activities.

For a fictional example of scatterplot recording using 15-minute time intervals
across a 10-day period, see Figure 6-1.

FIGURE 6-11: EXAMPLE OF SCATTERPLOT RECORDING

Student Initials Behavior Selected for Obsenvation Dbserver
AR Physical agoression te others (eag., iting, ockeeg, potg, Hhrowsng iterns of ofbers) Flork lnnes
Time | Activity Dayl | DayZ | Day3 | Day4d | DayS | Deys | Day7 | Day® | Dey9 | Day 1o
B:00-8:14 Arrival
H15-509 | AM announcements
Br30-8:44 Opening activity
A:45-5:59 ELA {whole group)
Do00-5:14 ELA {whole groug)
9:15-9.29 | FILA {senell growp)
LRk independant reading
D:45-0:00 | Al recess
20000-100 14 Science/Social Studies
10:15-10:29 Scicnce/Social Studies
30103 Sprevinls
10:45 10:59 Spociols
01118 | Sprecials |
11:15-11:29 Limrch
1:70-11:00 | turmch
11:45-11:59 PM recess
12:00012:14 PM rocess T
12:15.12:29 | Mith {while group) | ]
P2:30-12:44 Motk (seoenl groep)
12:5-1258 | aMath {small gron) [ o — —
1:00-1:14 Math (independent)
1:15-1029 Selence/Social Studies
1:30-1:44 Science/Social Studies . e ! e
1:45-1:59 FLA {while group) ] e B el e T el el [ el
2:00-2:14 ELA fsmall group) " -
Z15-2.29 | FILA fseneall grosup) —— ——
20 2:44 Closing activity e e | —_—
2:45-3:00 Closing activity/bus ]
Lngages in above selected behavior during the interval 1x = : = L More than 2= -

Both ABC and scatterplot recording procedures are useful ways to identify the
factors that may trigger or reinforce the student’s behavior. Team members may
wish to pre-identify specific routines or activities in which the student is most likely
to demonstrate the specific inappropriate or problem behavior of concern. This
allows observations to be scheduled during times when the student is most likely to
engage in the inappropriate behavior.
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It is also helpful to observe activities in which the student’s behavior is usually
appropriate, or which represent particular strengths for the student. This allows the
team to compare these conditions and incorporate factors that are already shown
to support the student's appropriate behavior in the BIP. For instance, say the team
observes that a student is likely to pester her classmates when she’s disengaged
from schoolwork, and that she is far more engaged and on-task when her
schoolwork is appropriately challenging. This comparison allows the team to
support this student’s behavior by providing her with more challenging work—a
great outcome for everyone involved.

INDIRECT MEASUREMENT

Indirect measurement in the FBA involves gathering information based on others’
recall or reporting. While indirect measures do not involve firsthand observations of
the inappropriate behavior, they should still capture information to allow the
assessor to identify patterns of events that occur before, during, and after the
problematic behavior. Indirect assessment methods include the following:

. Structured interview with an individual who knows the student and their
behavior well, such as the parent or a school team member (e.g.,
Functional Assessment Interview1)

. Structured interview with the student referred for the FBA
. Rating scales or checklists
. Questionnaires (e.g., Inappropriate or problem behavior Questionnaire,2

Questions about Behavioral Function,3 Motivation Assessment Scale4)

. Records reviews

. Data reviews
Indirect measures are not a substitute for direct measures. While indirect measures
often provide valuable information, they are also more susceptible to error and
thus should not be the sole source of information in the FBA. Interviews, checklists,
and questionnaires may yield very different results from one person to the next
depending on that person’s specific experiences and responses to the student’s
behavior. For more accurate results, it's best to plan ahead to conduct these
measures with multiple team members.
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FOUR MAIN RESULTS OF THE FBA

BASELINE DATA ON THE INAPPROPRIATE BEHAVIOR'S OCCURRENCE

A complete FBA includes baseline data on the occurrence of the inappropriate
behavior. For information and resources on collecting baseline data, see Chapter 5.

RESULTS OF OBSERVATION OF THE INAPPROPRIATE BEHAVIOR

OPERATIONAL DEFINITION OF THE INAPPROPRIATE OR PROBLEM BEHAVIOR

The operational definition of the inappropriate behavior is a measurable and
observable description of exactly what that behavior looks like when the student
engages in it. It is individualized to the student and their specific patterns of
behavior. The operational definition should provide additional context beyond just
a shorthand descriptor of the behavior that might be ambiguous and shouldn’t
include assumptions about the student’s motivations or anything else that the team
can't observe directly.

For examples and nonexamples that illustrate how to write operational definitions,
see Table 6-2.

TABLE 6-9: EXAMPLES AND NONEXAMPLES OF OPERATIONAL DEFINITIONS OF INAPPROPRIATE
OR PROBLEM BEHAVIOR

Examples Nonexamples

“Refusal to follow directions, defined as | “Noncompliance”
verbally refusing a teacher’s direction
(e.g., 'No! or 'l won't!") or physically
refusing by falling to the floor when
given a direction”

“Calling out, defined as blurting out “Any behaviors that disrupt the
qguestions, jokes, exclamations, or classroom”

sarcastic comments during instruction”

“Intruding into others’ personal space, | “Trying to bother classmates”

defined as poking others, blowing on
others, pushing nearby objects at
others, squeezing others’ arms without
permission, or colliding with others.”
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ANTECEDENTS THAT PREDICT THE INAPPROPRIATE BEHAVIOR

The behavior's antecedent is an event or condition that reliably precedes the
behavior. Antecedent conditions can be found by recording the factors in the
student’s environment immediately before that behavior occurs. The FBA has
multiple methods for capturing information about the behavior's antecedents and
analyzing them to identify consistent patterns.

CONSEQUENCES THAT MAINTAIN THE INAPPROPRIATE BEHAVIOR

Many people use the word
“consequence” as another word for

< “disciplinary action.” However, in an FBA,
the behavior’s consequence is any event
R or condition that immediately follows
PROSIEND the behavior. Consequences can be
pleasant, unpleasant, or neutral for the
Z person experiencing it. The purpose of

observing a behavior's usual
consequences is to determine what
might be reinforcing the behavior.
Examples of consequences and how to
identify them in the FBA can be found
throughout this portion of the chapter.

POSSIBLE FUNCTION OF THE INAPPROPRIATE BEHAVIOR

After all information has been gathered for the FBA, the assessor should analyze
the collected information about the behavior's antecedents, consequences, and the
behavior itself. During this analysis, the assessor should look for patterns that may
indicate the function of the behavior. This requires training and experience to do
accurately. Table 6-3 provides a fictional example of information gathered by direct
and indirect assessment; this information is first categorized by antecedent,
behavior, and consequence, and then analyzed to determine the possible function.
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TABLE 6-10; EXAMPLE ANALYSIS OF INFORMATION GATHERED DURING AN FBA

Antecedents Behaviors Consequences Possible Function
Presented with Running out of the | Offered breaks Escape
work with classroom after engaging in
multiple complex inappropriate or
steps Running outside problem behavior
the school building
Presented with Allowed to hide
independent Crying or under the
work that may be | screaming teacher’s desk
difficult
Verbally refusing | Avoided or
Pressured to delayed
respond quickly | Arguing about the | schoolwork by
task refusing, arguing,
Pressure to get or running from
the right answer the room

HYPOTHESIS STATEMENT

After the analysis is complete, the assessor should write a hypothesis statement
(often referred to as a summary statement) that summarizes the “best guess”
regarding the reason(s) for the inappropriate behavior. The hypothesis statement
contains a description of the antecedent conditions that may trigger inappropriate
behavior, a description of the inappropriate behavior, and the consequence and
maintaining function of the inappropriate behavior.

A hypothesis statement for the information in Table 6-3 might read as follows:
“When Erick is presented with difficult or complex schoolwork and/or pressured to
respond quickly or correctly, he may refuse, argue, and/or run out of his classroom
in order to escape the task and/or the adult placing demands on him.”

ADDITIONAL CONSIDERATIONS FOR FBA CONTENT

To develop a well-rounded FBA that analyzes the student’s behavior, consider
including information from the following additional areas.
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STUDENT STRENGTHS

Understanding the student’s strengths can give
the team insight into their behavior needs. For
instance, noting that the student thrives during
outdoor recess and other physical activities
may shed light on a possible reason they might
struggle after extended periods of time at their
desk. Identifying the situations in which a
student feels “happy, relaxed, and engaged” (a
term coined by researcher and behaviorist Dr.
Greg Hanley®) can help teams bridge the skills
gap between situations in which the student
feels confident versus when they feel stressed. Capturing information about the
student’s strengths also allows the team the chance to discuss the student as a
whole person first, rather than as a person defined by the struggles they are

currently experiencing.

SOCIAL CONNECTIONS AND INTERACTIONS

Many students who engage in frequent inappropriate or problem behavior become
increasingly isolated at school, and their lack of healthy social connections can
contribute to a variety of negative patterns of behavior. Some students may also
lack certain social skills and may be perceived negatively by their classmates and
teachers as a result. In some cases, inappropriate behaviors may develop because
of social skills difficulties. For example, a student who hasn't learned socially
expected ways to initiate social interactions may learn that making provocative or
odd comments is an effective way to get attention from others in the short-term. It
can be helpful for the team to collect this sort of information about the student’s
interactions with others to determine how best to support the student.
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RBASIC NEEDS AND COMMUNICATION SKILLS

Physical, mental, and emotional needs can all contribute to inappropriate or
problem behavior. However, these factors may be difficult to observe when
completing an FBA for a student. In addition, many students use inappropriate
behavior when they have difficulty communicating their needs. As part of the FBA,
the team should consider asking questions about the student's health (e.g., sleep,
diet, medication, and other medical needs) and how the student communicates
their needs to others. Including this information in the FBA can help the team
support the student to get their needs met and communicate those needs in a

healthy way.

- -

PRECURSOR BEHAVIORS

While it may sometimes feel like a student’s inappropriate or problem behavior
comes out of the blue, it is often the case that other behaviors (called “precursor
behaviors”) can signal an incoming outburst. When teams can spot precursor
behaviors, they can learn a lot about the antecedents that precede behavior
problems—and, more importantly, they can then develop a BIP that allows them to
intervene before the behavior escalates.

While every student’s behavior is different, here are a few examples of precursor

behaviors:

e Josie usually gets more giggly and silly a few minutes before running around
her preschool classroom crashing into her classmates
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e When Matthias, a 6th grader, inappropriate or problem behavior is off-task
with his head down on his desk, it's usually after arriving in class unprepared
and making rude comments about school

e Damian’s high school life skills teacher can tell when his stress is escalating
towards a behavioral outburst when he starts humming, then bouncing in his
seat, and then shouting lines from Star Wars

REINFORCER PREFERENCES

While conducting the FBA, consider identifying the student’s interests and
preferences. This is especially helpful if members of the team have expressed a
belief that the student “doesn’t care about reinforcement.” Effective reinforcement
systems are designed by considering both the student’s interests and the function
of their inappropriate or problem behavior. Are there particular topics the student
is interested in, or activities they return to in their free time? Does the student have
hobbies that aren't part of their life at school? Information about these things can
refresh the team’s perspectives about rewards that are exciting and relevant to the
student'’s interests, which can lead to a more effective BIP.

[DEVELOPING THE BEHAVIOR INTERVENTION.-PLAN

Once the FBA is complete, the team should use the data collected and analyzed in
the FBA as the foundation for the BIP. The purpose of the BIP is to identify a
replacement behavior, specify how that replacement behavior will be taught to the
student, and outline strategies that change adult responses to behavior and the
learning environment to help the student learn the replacement behavior.

BIP REQUIREMENTS AND RECOMMENDED PRACTICES

According to the Utah State Board of Education, a BIP:®

“means a component of a student’s educational program or IEP designed to
address behaviors that interfere with the student’s learning or that of others
and behaviors that are inconsistent with school expectations, based on the
results of an FBA. A BIP includes:

a. Adescription of the student’s strengths, interests, and reinforcer
preferences;
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An operational definition of the inappropriate or problem behavior,
written clearly enough for an unfamiliar person to reliably measure the
behavior's occurrence;

A replacement behavior the team will teach the student which matches
the function of the inappropriate or problem behavior as determined by a
functional behavior assessment (FBA);

Descriptions of antecedent strategies used to reduce the occurrence of
the inappropriate or problem behavior and/or increase the occurrence of
the replacement behavior;

Descriptions of reinforcing consequence strategies used to reward
occurrences of the replacement behavior and/or other appropriate
alternative behavior(s);

Description of intervention effectiveness data to be used to monitor the
student’s progress, including the type of data that will be collected and a
schedule for ongoing collection and analysis of progress data;

The date the team will reconvene to review progress data;

The effective start date for the BIP and description of any necessary
training and/or materials needed to implement the plan with fidelity by
the start date;

Descriptions of reductive consequence strategies used in response to
occurrences of the inappropriate or problem behavior; and

If applicable, any safety protocols necessary to protect the student and/or
others. Safety protocols must be immediately communicated to all team
members including substitute teachers (e.g., additional supervision in
specific routines, modified or alternative materials needed for safety).”

INAPPROPRIATE BEHAVIOR AND REPLACEMENT BEHAVIOR

The BIP must include information about the inappropriate behavior. This should
include the inappropriate behavior's operational definition (as developed in the
FBA) and information on how the inappropriate behavior will be measured and

monitored over time.

The BIP must also include information about the replacement behavior the team
will plan to teach. This behavior should be carefully selected to align with the
function of the inappropriate behavior. For example, in developing a BIP for Erick, a
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student who may run out of the classroom and hide when presented with difficult
tasks, the team should carefully consider the escape function when developing a
replacement behavior to teach Erick. An appropriate replacement behavior for Erick
would involve a more socially appropriate way to escape, such as asking for a five-
minute break. In addition, the replacement behavior should be socially acceptable
and should not stigmatize or embarrass the student.

Once the replacement behavior is identified, the BIP should also include behavioral
teaching strategies that the team can use to teach the student to engage in the
replacement behavior. Even with the best possible BIP, behavior change does not
occur overnight. Teaching a new behavior requires sustained support and planned
learning opportunities with just enough support for the student to be successful.

For behavioral teaching strategies, see the USBE “Evidence-Based Interventions for
Student Behavior Support” guide.

ANTECEDENT STRATEGIES

Antecedent strategies are changes to the
learning environment that happen before a given
behavior occurs. With the information in the FBA
in mind, the team can develop appropriate
antecedent strategies for the BIP. Antecedent
strategies can accomplish two important things -
they can reduce the likelihood of the
inappropriate behavior occurring, and/or they
can increase the likelihood of the student
engaging in the selected replacement behavior. For best results, both types of
antecedent strategies should be included in the BIP.

CONSEQUENCE STRATEGIES

Consequence strategies are immediate responses to a given behavior. The FBA can
help the team identify two types of consequence strategies to include in the BIP.

First, the team must determine how they will respond when the student engages in
the replacement behavior. This response must involve reinforcement of some kind.
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Second, the team can also specify how they will respond if the student engages in
the inappropriate behavior. Typically, this response would involve a mild
punishment strategy appropriate for school use.

In developing consequence strategies, it's important for the
team to remember the function of the problematic behavior
as identified in the FBA. A student who is motivated to escape
unpleasant tasks might find extra free time (contingent on
engaging in the replacement behavior) to be very rewarding.
Likewise, if the student’s behavior is already thought to be
motivated by escape, then punishment strategies that
provide an escape from schoolwork (e.g., going to the
principal’s office) will likely be ineffective.

Teams are required to include reinforcement strategies in

any BIP. Teams may also choose to include reductive

A 2

consequence strategies as a response to inappropriate o
behavior.

COLLECTION AND REVIEW OF INTERVENTION EFFECTIVENESS DATA

The team must include information about the type of data team members will
collect on the student’s inappropriate behavior and/or replacement behavior once
the BIP is implemented to monitor the student's learning and progress. For best
results, data collected once the intervention is in place should be the same type of
data collected in baseline. This will allow the team to easily compare the student’s
behavior before and after the BIP and determine if the BIP made a positive
difference for the student.

Once the team has agreed on how the inappropriate behavior and/or replacement
behavior will be measured and monitored, the team must schedule time in the
future to review those data. The BIP must include a date for the team to review
progress monitoring data and determine if the plan has been effective. This is
typically a date within 4-6 weeks of the intervention’s effective start date (see “Start
Date, Training, and Materials” section below). It's best for the team to agree on the
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review date before the BIP is finalized and signed. This ensures that all parties,
including the parent(s), can plan ahead to attend the review meeting.

In addition to intervention outcome data, the team is encouraged to include data
on the intervention’s consistent implementation. For more information on this
topic, see “Team Implementation and Fidelity” section of this chapter.

START DATE, TRAINING, AND MATERIALS

A thorough BIP includes information about the next steps required to begin
implementation. While this is not a required component of a BIP, it is extremely
helpful to have expectations clarified for all team members up front. This portion of
the BIP could include:

e Additional resources needed to implement the plan (e.g., preparing
materials, ordering reinforcers, modifying schedules)
o Team member(s) responsible for each resource
o How and when the resource will be available
e Additional training needed to implement the plan
o Team member(s) responsible for training
o How and when training will be provided
Teams are also required to include an effective start date in the BIP. The start date
is the date that all specified resources and training will be completed, and all team
members are fully prepared to implement the BIP consistently and accurately.
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SAFETY PROTOCOL

As a component of the BIP, teams may
wish to include a safety protocol.7 A
safety protocol outlines any =, Q‘

requirements the student needs to ~

safely navigate their day, such as m
supervised drop-off and pick-up, an

assigned seat on the bus, or alternative

materials (e.g., safety scissors). It may

also include specific steps for

responding to emergency situations A

(e.g., a student attempting to run out of -

the building). Any modifications along

these lines should be included in the BIP regardless, but there are some advantages
to highlighting safety requirements and practices in this way. This allows the safety

protocol to be shared with school staff who might have a role to play in ensuring
the student’s safety but who are not otherwise involved in implementing the BIP.

In addition, if the student’s behavior necessitates the inclusion of physical restraint
or seclusion (referred to as emergency safety interventions or ESIs) to maintain
safety in emergency situations, those procedures are appropriate to include in this
section. Teams should remember that ESlIs are not behavior interventions and
their use as a means of discipline or punishment is explicitly prohibited.8
Therefore, they should not be considered an intervention for inappropriate
behavior and must not be included in the interventions portion of a BIP. ESls are
only appropriate to consider in highly specific circumstances that should rarely
occur in an LEA.

Whether an LEA includes a practice of including a safety protocol in its own section
of the BIP or not, it's important to know and follow LEA policy in all areas regarding
school safety.

For more information about ESIs and legal requirements governing their use, as
well as additional information about handling crisis situations, see Chapter 7.
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INDICATORS OF QUALITY IN THE BIP

In addition to the areas required for the BIP, there are a variety of quality indicators
that, when followed, can result in more complete and effective plans overall. Some
key quality indicators are:

Plan to develop and revise the BIP as a team

Consider the various needs a student might have

Develop an individualized, function-based plan
4. Consider feasibility

These are described in more detail below.

wN =

PRINCIPLE I: PLAN TO DEVELOP AND REVISE THE BIP AS A TEAM

As the team comes together to develop an initial BIP, team members should
include the student, their parent(s), and the individuals who will be implementing
the plan in the development of the BIP. For a plan to have the best outcomes, these
individuals must find the plan acceptable and feasible. It's important for team
members involved in implementation to feel confident that they can implement the
plan and have adequate support and training to do so. Some team members may
be inexperienced with behavior intervention or may feel that they don’t have ideas
to contribute; however, including all parties ensures that the team develops a BIP
that reflects all voices and is not impractical for the team or inappropriate for the
student’s needs.

The BIP is a working document, not a “set it and forget it” support for the student.
Its effectiveness comes from small changes driven by ongoing review. When the
team finalizes the initial BIP together, they must look ahead and schedule the next
meeting to review the student's progress. The team must collect ongoing data to
monitor the student's progress.

PRINCIPLE 2: CONSIDER THE INDIVIDUAL STUDENT

When writing a BIP, it is important for the team to consider the individual student.
In this context, that means considering a variety of factors when determining how
to support the student. The school team may want to ask the following questions:
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e How can student strengths be reflected in this plan?

e Does this student have any health or mental health concerns that need to be
considered?

e How may a student’s culture influence what strategies and interventions are
selected?

e Does the student have accommodations or modifications on a Section 504
plan or IEP that must be factored into the BIP?

PRINCIPLE 3 DEVELOP AN INDIVIDUALIZED, FUNCTION-BASED PLAN

The BIP should provide intensive, individualized support. This means that it must
reflect a different arrangement of preventive and responsive strategies than the
team has used with the student in the past. Interventions specified in the BIP
should not be a recycled set of practices that have already been found to be
ineffective for the student and should not be copied and pasted from one student
to the next. The team should also consider the function of the inappropriate
behavior when determining what replacement behavior to teach and how to teach
it. The purpose of completing an FBA prior to writing the BIP is to allow for this high
level of individualization and function-based instruction.

0‘ [ \ -
Individualized Plans

PRINCIPLE 4 CONSIDER FEASIBILITY

The team developing a BIP may be inclined to create a complex or time-intensive
plan to support the student, particularly if the student's behavior needs are
significant. However, elaborate plans should not be written for their own sake.
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Needlessly complex plans may create frustration for team members and
inconsistencies in implementation. The team should allow the data to drive their
planning and intervention development. In many cases, carefully factoring in the
function of the student’s behavior at all points in the BIP can allow the team to craft
a more streamlined plan. Additional intervention components may be added to the
BIP as the plan as deemed necessary as the team reviews the plan on a continual
basis.

When considering supports to include in the BIP, team members may wish to
consider existing resources appropriately adapted/modified to suit the student’s
individual needs. The team can also examine their existing Tier 1 and 2 strategies
and identify ways to create connections to those supports from within the student’s
BIP.

MONITORING IMPLEMENTATION AND OUTCOMES OF THE
BlP

TEAM IMPLEMENTATION AND FIDELITY

While the team should always be optimistic that a brand-new BIP will succeed, it's
important to plan for a possible scenario in which it doesn’t. One of the most
common reasons an intervention might not succeed is inconsistent use. Even a
well-designed and evidence-based intervention plan is likely to fail if team members
are inconsistent. Worse, if the inconsistency is not addressed, any changes to the
plan are likely to end in failure in the same way—resulting in lost time, frustrated
team members, and no clear course of action.

Measuring an intervention’s consistency helps teams confidently answer the
question, “Why didn't this intervention work?” An intervention has high
implementation fidelity when it's carried out similarly across team members
following the agreed-upon plan. When a BIP has low implementation fidelity,
different team members might be holding the student to different expectations,
changing or omitting different parts of the BIP, or adding new parts to the BIP
without first discussing with the team. When the team measures implementation
fidelity as an initial part of the BIP, the team can respond much more quickly to

USBE LRBI Technical Assistance Manual (2025) | 116



problems with the BIP. It also ensures that all staff are sufficiently trained to
implement the BIP and helps teams identify staff who need more support.

Measuring the implementation fidelity of a BIP takes thoughtful planning. Most BIPs
have more than one intervention component. Even a simple intervention like a
sticker chart for hand raising might have several components:

e Was a sticker given for the correct behavior, or a different behavior?
e Was a sticker given as frequently as indicated in the plan? (for every hand
raise, for every other hand raise, etc.)
e Did the student receive a reward when the sticker chart was completed?
A well-written BIP should spell out each of these parameters so there is no

confusion in day-to-day implementation. If all these details are included in the BIP,
planning for implementation fidelity measurement is straightforward.

Implementation fidelity can be measured in several ways. The most common
method is a fidelity checklist (for an example, see Figure 6-2). A fidelity checklist lists
each component of the plan and includes checkboxes for whether that component
was observed being used correctly or not. It's also helpful to include a “not
applicable” checkbox in case there wasn't an opportunity for the person to use the
intervention component during the observation.
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FIGURE 6-12; EXAMPLE FIDELITY CHECKLIST FOR BEHAVIOR SUPPORT

Behavior Support Fidelity Checklist: Structured Breaks

Ohbserver: Jegrica Staff abserved: Mike Setting: Me. Cmith'e roem  Date/Time: 10/12/27 @ 10 am
During the observation, the staff member... Yes MNo NiA
Honored appropriste student requests for bresks within the predefined "y

limits in the plan (e.g., number of breaks permitted, length of breaks)

Fositively acknowledged the student for requesting breaks x
appropriately (“Thanks for using your break card!™)

Frovided any materials needed for the student to request & break if

specifizd in the plan (e.g. bresk cards) v
Provided a location for breaks to take place as specified in the plan J
Allowed the student access to certain items/activities/materials as o
specified in the plan
Freventad access to certain items/activitiesimaterials as specified in the J
plan
Assisted the student in returning from breaks on time X
Fideli
Total Yes | Total No "’;"“
Owerall fidelity 5 2 71%

An alternative method of measuring fidelity involves using a rating scale to rate how
well a person implemented each component or how many reminders were needed
for the person to use the component during the observation (for an example, see
Figure 6-3). For teachers who are accustomed to standards-based grading, this
method of fidelity measurement may feel more familiar and comfortable than a
simple yes/no checklist. This method has the advantage of providing an additional
role for the person observing. If the observer is expected to step in with reminders
or coaching when an intervention component isn't used, that allows additional
training to take place during the fidelity observation without affecting how fidelity is
measured.

Regardless of the format, all team members should have access to fidelity
measurement materials ahead of time.
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FIGURE 6-13; EXAMPLE FIDELITY COACHING RUBRIC

Standards-Based Fidelity Rubric for Behavior Intervention Plans
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To measure fidelity across team members, it can be helpful for team members to
schedule times to observe one another implementing the BIP. This allows team
members to coach one another, discuss shared questions, or raise concerns about
aspects of the BIP that are not feasible in practice. Staff in support roles, such as an
interventionist or school social worker, can also participate in fidelity observations.
It's also advisable, as noted above, for school leaders to be trained to implement
the BIP so they can also support with fidelity observations. Any team member who
completes a fidelity observation should check in with the person being observed
before and after the observation to put the person at ease and share what they
observed. Team members may also be able to record themselves implementing the
BIP for later fidelity self-review.

Fidelity measurement does not need to be carried out continuously. It should be
conducted at the start of the BIP to ensure that all team members are fully trained.
Once it's clear that each implementer can run the BIP consistently, fidelity
observations can be decreased and/or discontinued when no longer needed.
However, if a previously effective BIP becomes less effective over time, teams are
advised to conduct another round of fidelity observations to determine whether
implementers have inadvertently drifted from the BIP.

USBE LRBI Technical Assistance Manual (2025) | 119



PROCRESS MONITORING AND EVALUATING THE BIP

The true potential of a BIP can be achieved when the team makes changes to the
plan that are driven by intentional and steady progress monitoring. If changes are
made impulsively or out of frustration, the BIP can become ineffective. Similarly, if
the team presumes that the student will never be able to be successful without the
BIP, the plan can become stagnant and limiting. Instead, the team should rely on
well-designed progress monitoring data to reveal when and how the plan needs to
change.

When a team first determines that a student needs the intensive services a BIP
provides, they must keep in mind the long-term goal of the student accessing their
educational setting independently without the need of a BIP. In the spirit of this
long-term goal, the BIP must be thought of as a working document that the
student’s team can shape through deliberate monitoring and evaluation of
progress data. Over time, as the student makes progress, the BIP should fade
gradually.

Graphed behavior data, collected in phases (as described in Chapter 5), can provide
the team with very important visual information that can illustrate patterns in how
the student is responding to the BIP. Graphed data is a useful way to denote and
visually represent specific factors that may contribute to changes in the student’s
behavior. This can help the team consider all of the student’s needs and prevent
possible misinterpretations of the data. Important things to highlight on a student’s
graph are illustrated in Figure 6-4, and might include:

When the intervention began

When the intervention was modified

Changes to medication and other significant health events

Significant life events, custodial changes, and other changes in the
home/family

Long absences

Other events known to be associated with significant increases/decreases in
the inappropriate behavior for the individual student

o O O O
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FIGURE 6-14; REPRESENTING STUDENT FACTORS IN GRAPHED BEHAVIOR DATA
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As previously discussed, the team should meet at regular intervals to ensure that
the BIP is being implemented with fidelity, monitor the student’s progress, and
identify appropriate changes to the plan (including fading supports when indicated
by progress monitoring data). Meeting regularly helps to build an effectual team by
building trust through sharing data regularly, collaboration, understanding and
appreciation of roles. Convening these meetings every four to six weeks is an
appropriate initial target. The team may elect to meet more frequently depending
on the student’s needs and intensity of interventions required. If the BIP involves
restrictive interventions, the team should prioritize meeting frequently to allow for
small changes to the plan as appropriate; this reduces the likelihood that the team
will continue the use of a restrictive intervention for longer than necessary for the
student. As the BIP becomes effective, team meetings may occur less frequently.
However, it is still necessary to meet about a plan that is effective, as that allows the
team to discuss fading elements of the BIP as appropriate.
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MULTI-DISCIPLINARY TEAMING FOR STUDENTS WITH
EXTENSIVE BEHAVIOR NEEDS

Supporting student behavior through the FBA and BIP can sometimes feel complex
and overwhelming. Team members may have additional responsibilities for
planning, implementation, and review, as well as the possibility of additional stress
in responding to student inappropriate or problem behavior. In some cases, the
team members responsible for behavior support in a school may feel isolated or
believe their work is poorly understood by others. The best outcomes can be
achieved when school staff work together to ensure that all adults and students
feel supported.

SUPPORTING TEAMS TO SUPPORT STUDENTS WITH EXTENSIVE
BEHAVIOR NEEDS

Effective behavior support starts with the culture of learning established by school
leaders. When school administrators include behavior as an expected part of
teaching and learning, and support school staff accordingly, all adults in the school
can be well-prepared to support students in this important area without undue
stress. Unfortunately, in many schools, behavior support may still be viewed as
something only certain staff are expected to address. In some cases, there may
only be one teacher or paraeducator who is expected to manage problematic
student behaviors across all classrooms in the building. This lopsided dynamic
often results in burnout and high turnover in the one/few behavior support
position(s) and low behavior management skill amongst the rest of the school staff.
The far better approach is to build the behavior support skills of all staff—and that
starts by making behavior support a visible priority.

To support a team intervening at Tier 3 with a student, school leaders:

e Understand that inappropriate behavior is learned and can be changed
through specific teaching strategies
e Adopt a tiered approach to problem-solving student behavior needs (see

Chapter 5)
e Lead efforts to develop authentic positive relationships with the student
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e Know the student’s BIP well enough to support with fidelity monitoring and
help implement when needed
e Check in regularly with staff responsible for implementation
o Debrief with staff after any incident involving crisis de-escalation (see
Chapter 7)
e Establish norms of communication about student behavior support needs
e Celebrate the team'’s efforts and successes (no matter how small) in
supporting the student
o Create space to recognize and thank staff for their hard work in behavior
support
e Challenge other staff to emulate their peers who are successful with these
students
e Build the capacity of all teachers to support students with behavior needs,
rather than overloading the few teachers especially skilled in behavior
management
School staff also have a role to play in supporting one another to support students
with significant needs. Regardless of the level of involvement with any particular
student, all school staff can contribute to a culture of effective behavior support in
their school. Table 6-4 illustrates key responsibilities all staff share to improve the
effectiveness of behavior support at Tier 3.

USBE LRBI Technical Assistance Manual (2025) | 123



TABLE 6-11; OPPORTUNITIES FOR ALL SCHOOL STAFF TO SUPPORT STUDENTS AND TEAMS AT
TIER 3

Responsibility Description

Creating a Create a school environment that is welcoming, supportive,
climate of and kind. This helps the student find a place in the school
support community which can improve their behavior on its own.

Maintain a calm demeanor and relaxed body language to
create a comfortable atmosphere. Limit comments or
discussion about the student’s behavior to confidential spaces.
Confidentiality | Limit conversations about the student and behavior to what is
needed for safe implementation and teamwork. Refer
questions from curious or concerned parents to a designated
person on the team. Do not discuss the student’s behavior with
other parents or staff outside the student’s team. Use
professional language and conduct, and avoid gossip or
speculation about the student, situation, or the team'’s efforts.
Relationship- Find opportunities to build rapport with the student. If
building with necessary, talk with the student’s support team in advance to
the student help identify times/situations when these interactions can take
place (or when they should not). Take care that relationship-
building interactions are positive, enjoyable, and not centered
on their behavior for the day. Be mindful of body language.
Supporting the | Take opportunities to encourage staff involved in

team’s efforts | implementation. Point out student successes or things you
have learned from them about effective behavior support.
Provide a listening ear when appropriate.

RESPONSIBILITIES FORSCHOOL TEAM MEMBERS SUPPORTING THE
STUDENT WITHAN FBA AND BIP

Members of the team involved in completion of the FBA and development/
implementation of the BIP have further responsibilities (in addition to the items
illustrated in Table 6-4). Some of these responsibilities may be ongoing, and others
may only occur at certain points over the course of implementation of the BIP. To
support teams in developing a streamlined process, general responsibilities are
outlined in Table 6-5. As specific team members and roles may vary from one LEA
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to the next, specific roles are not highlighted in this table—however, it is important
that team member(s) complete these responsibilities when needed.

TABLE 6-12: ROLES AND RESPONSIBILITIES OF TEAM MEMBERS SUPPORTING A STUDENT AT TIER
3

Collaborative development | Designated team member(s) should be

of the FBA responsible for coordinating the completion of
each portion of the FBA, as well as preparing the
results report and scheduling a meeting to review
with the whole team. Other team members may
support by completing ABC recording and/or
scheduling times for others to conduct ABC
observations in their classrooms, participating in
interviews, completing checklists, etc. Parent(s)
should be involved throughout the process by
providing information for the FBA and
participating meaningfully in the review of FBA

results.
Collaborative development | Designated team member(s) should be
of the BIP responsible for coordinating the completion of

the BIP and scheduling a meeting to review with
the whole team. Other team members should
collaborate in developing a draft or ideas for
possible interventions prior to the meeting.
Parent(s) should be involved in this collaboration
and the development of the completed initial BIP.
A member of the team should take minutes to
document the team’s discussion.

Team member training and | Designated team member(s) should schedule
fidelity time to train all team members involved in
implementation and complete fidelity
observations/coaching to verify that
implementation is occurring as specified in the
BIP. Any additional staff needed solely for support
with the safety protocol should be trained on that
portion of the BIP. Training should be
documented.
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Implementation All team members involved in
teaching/supporting the student should be
involved to some degree with implementing the
BIP and should be familiar with the BIP in its
entirety. Specific roles should be discussed during
BIP development and training.

Data collection, entry, Designated team members involved in

graphing, and review implementation should record data on the
student’s behavior as specified in the plan. At
least one team member should be responsible for
entering behavior data so it can be graphed. The
school team must schedule time to review
graphed data after 4-6 weeks of implementation.
Parent(s) should be involved in this review.
Modifying BIP in response | During the progress review meeting, team

to data; communicating member(s) should carefully analyze the available
changes to team data to determine what (if any) changes are
needed. If changes are made, a designated team
member should communicate those changes with
any team members who were not present at the
review and arrange for additional training, if
needed. A member of the team should take
minutes to document the team'’s discussion and
changes to the plan.

Documentation and Team member(s) involved in the use of an ESI
notification related to must document its use and notify parent(s). All
emergency safety team members who may be involved in ESI use
interventions (ESIs) must be trained to do so safely and in compliance

with Board Rule r277-609.

CONCLUSION

The FBA and BIP processes are vital tools in an educator’s toolbox when supporting
students with behavior learning needs. This chapter described requirements and
best practices for completing an FBA, developing a BIP based on the FBA's findings,
and monitoring implementation and outcomes of a BIP using data. In addition, this
chapter outlined positive and effective strategies to support the needs of team
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members involved in the implementation of a BIP. Following the processes as
described in this chapter will build school teams’ capacity to develop and
implement successful BIPs that are well-suited to a student's strengths,
preferences, and behavior learning needs.
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CHAPTER 7: BEHAVIORAL/EMOTIONAL
CRISIS PREVENTION AND MANAGEMENT

One of the most challenging situations
related to student behavior is that of the
% behavioral/emotional crisis. Even with
comprehensive efforts to prevent
: inappropriate behavior and teach
prosocial, appropriate behavior, all

schools can realistically expect this sort of
crisis to occur occasionally. While these
situations typically occur infrequently, it's
essential to be prepared to ensure the
best possible outcome for all involved.
The response of school personnel to a student in crisis—particularly with respect to
the use of the emergency safety interventions (ESIs) of physical restraint and
seclusionary time out—can create significant additional safety risks for all involved
and may have lasting negative impact on the student. This chapter will cover core
concepts in behavioral/emotional crisis prevention and management, preparation
of schools and teams for crisis de-escalation, and the use of ESls.

CORE CONCEPTS

BEHAVIORAL/EMOTIONAL CRISIS

A behavioral/emotional crisis is a situation in which a person’s repertoire of coping
skills and/or capacity is overwhelmed, leading to less control of their actions and
escalation to a state in which their behavior poses a significant safety risk to
themselves and/or others. Behavioral/emotional crises are different from other
types of emergency situations, such as an environmental hazard, natural disaster,
medical emergency, or school shooting. One element that distinguishes these crises
from other emergencies is a concept known as the crisis cycle—distinct and
observable phases of escalation and de-escalation that provide specific
opportunities to intervene for safety.
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Behavioral/emotional crises are, by their nature, hard to predict. No student is
immune to experiencing this type of crisis at school; it may be brought about by
stress, trauma, pressure to perform well, unmet mental health needs, social
conflict, or even as an adverse reaction to an ordinary medication or supplement.
The ideal outcome of any behavioral/emotional crisis is safe de-escalation, and this
outcome is only possible through preparation. LEAs should not make the mistake of
dismissing this type of crisis as something “only certain students experience” or that
“doesn’t happen at our school.” Instead, LEAs should plan ahead for the eventuality
that a crisis will occur at some point and be prepared to provide compassionate
support to the student in crisis so they can return to their classroom ready to learn.

CRISIS CYCLE

The crisis cycle is a model of how an individual responds to acute distress. Acute
distress may be caused by many different sorts of circumstances, such as one
highly stressful event, one or more moderately stressful events, one or more
ongoing stressful events, or some combination of these circumstances. Each phase
in the crisis cycle is distinct and predictable, although the exact behaviors present
in each phase will vary from one individual to the next. The appropriate response
from staff will change based on the individual's phase, so it's critical that staff
involved in supporting a student in a crisis are all trained in the crisis cycle and can
recognize each phase when it occurs.

The crisis cycle is depicted in Figure 7-1 below. It involves phases of escalation
(shown on the left side), a peak, and phases of de-escalation (shown on the right
side). Escalation can be successfully interrupted with the right response from staff,
causing the individual to move across to the de-escalation side of the cycle.
Interfering with the process of de-escalation can cause the individual to move back
to the escalation side of the cycle and begin re-escalating. The crisis cycle does not
end until the individual has fully de-escalated—a process which takes time and
patience even under ideal circumstances. An individual in the crisis cycle should
never be pressured to de-escalate quickly as this will lead to re-escalation. More
information about each phase of the crisis cycle, as well as recommended adult
responses in each phase, is included in Table 7-1 below.
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FIGURE 7-15; PHASES OF THE CRISIS CYCLE
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TABLE 7-13: DESCRIPTION OF CRISIS CYCLE PHASES AND ADULT RESPONSES

Phase Intensity Description Adult Responses

1 Baseline The student behaves and | e Continue classroom
responds to others in a management plan.
way that shows they are e Remember to maintain
comfortable and content. engaging and positive

interactions with the
student.

2 Catalyst Something has occurred | ¢ Acknowledge the stressor.
to generate distress e Remove or minimize the
and/or anxiety for the stressor if possible/beneficial
student. for the student.
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Phase Intensity Description Adult Responses

3 Escalation | The student begins to e Support the student in
Begins show signs of distress problem-solving to address
through increased the stressor.
internalizing behavior e Provide the student with two
(e.g., withdrawing or to three concrete choices to
appearing to shut down) manage or move away from
or externalizing behavior the stressor.

(e.g., arguing or engaging
in what appears to be
attention-seeking or
conflict-seeking behavior,

etc.)

4 Escalation | The student’s behaviors e Neutrally set and hold

Intensifies | and/or emotional expectations for the student.

response continues to e Use language that is
escalate in frequency and concrete rather than
intensity. The student may | emotional.
begin to direct their ¢ Avoid being drawn into a
behaviors towards others negotiation or argument
or self or appear to try to with the student.
provoke a response from
others.

5 Crisis Peak | The student’s behaviors e Interact with the student
and/or emotional only as needed to maintain
responses have reached safety and refrain from
their peak. The student unnecessary interactions.
has far less control over e Keep any interactions as
their behavior than in brief as possible.
other phases. Injury to the | ¢ Ensure enough staff are
student or another present to maintain safety
person is more likely and all staff know their roles.

during this phase than
any other. Safety is the
highest priority.
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Phase Intensity Description Adult Responses
6 De- The student begins the e Give the student the space
Escalation | slow process of calming and support needed for de-

down and regaining escalation to progress safely.

control over their e A student can easily re-

behavior. escalate from this phase.
Avoid making demands,
discussing the incident, or
asking the student to take
any actions to repair harm
until they have fully de-
escalated.

7 Exhaustion | The student is physically, | e Be understanding of the
mentally, and emotionally student’s need for rest.
drained from their crisis e Invite the student to return
experience and may need to the expectations of their
time and/or rest before day when they are ready.
they return to their
baseline state.

8 Recovery | The student has finished | e Support the studentin re-

the process of de-

escalating and is at
reduced risk of re-

escalating.

entering their daily routine.

o If the student will be
expected to take actions to
repair harm or otherwise
address their behavior
following the crisis,
determine when they will be
expected to do those things.

e Expectations may be
presented during this phase
or after this phase has
ended.

e Present any such
expectations in a matter-of-
fact manner without shame
or guilt.
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To support a student who enters the crisis cycle frequently, it may be helpful for
school teams to develop a shared understanding of what each phase of the crisis
cycle looks like for that student. (The school team should also consider developing a
behavior intervention plan (BIP) to teach this student healthier patterns of
behavior.)

The crisis cycle is a response to stress that all people experience to different
degrees and in different ways. As school staff work to support a student through
the crisis cycle, it's important to remember that each person involved is also in a
phase of the crisis cycle themselves. The most effective staff response incorporates
intentional self-awareness and self-management of one’s own stress response.

PRINCIPLES FOR SAFE DE-ESCALATION

The ideal outcome of any behavioral/emotional crisis is safe de-escalation. When a
student experiences this sort of crisis at school, their immediate environment—
including staff and other students—can determine whether the crisis escalates or
de-escalates. Staff who understand the crisis cycle can respond more appropriately
to the student and increase the likelihood of de-escalation. The following principles
support safety and de-escalation across all points of the crisis cycle.

-~

$
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PRINCIPLE T: UNDERSTAND STUDENTS' BASELINE

When things are going smoothly, it's easy to pay less attention to students’
behavior. However, engaging with students and learning their usual patterns of
behavior is an important aspect of crisis prevention. Understanding a student’s
baseline behavior allows for quick recognition when the student’s behavior begins
to escalate. This is important because intervening early may prevent the student
from progressing further into the crisis cycle. Getting to know each student can also
help educators identify antecedents that may lead a student to escalate and can
help staff redirect a student away from the source of their frustration and towards
something that may help them de-escalate. This can allow staff to limit the
student’s exposure to the antecedent or prepare the student for when the
antecedent occurs, reducing the likelihood of escalating behavior.

PRINCIPLE 2: HONOR STUDENTS' NEED FOR SAFETY, DIGNITY,
AND RESPECT

Staff who establish positive relationships with students provide a foundation to
prevent behavioral/emotional crises and support de-escalation. During a crisis, staff
who project a sense of compassion and patience may help create a space of safety
and alleviate some of the student’s stress. As paradoxical as it may seem, many
students in crisis feel an intense lack of physical and/or emotional safety during the
situation. De-escalation involves honoring the student’s need for safety by actively
listening to the student, seeking to understand what the student’s behavior might
be communicating, responding in ways that fit the current phase of the crisis cycle,
and refraining from discussing the student’s behavior in front of them or other
students.

PRINCIPLE 3: MANAGE ONE'S OWN EMOTIONS AND STRESS IN
RESPONSE TO THE STUDENT

When engaging with a student in crisis, staff must keep in mind that the crisis state
temporarily changes the student’s abilities to reason, communicate, and
comprehend. Staff interacting with a familiar student in a crisis for the first time
may be alarmed to see how differently the student behaves in certain respects (or
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how their behavior appears unchanged in other respects). It's important to
understand that this is not the student's “true nature” revealing itself, but rather a
temporary change in behavior due to physiological responses to acute distress. If a
student says or does hurtful things in a crisis state, staff should be mindful not to
personalize those behaviors. In many cases, the student may not be fully aware of
their actions and may not clearly recall them once the crisis has ended.
Broadcasting a sense of calm unhurriedness (instead of shock, dismay, tension, or
urgency) can support the student in de-escalating, so staff must maintain self-
awareness and self-control over their own emotional responses to the situation.

PRINCIPLE 4: LESS IS OFTEN MORE

In the stress of a crisis, staff may feel pressure to be seen taking action. However,
there are many moments in a crisis in which less action results in more effective de-
escalation. Staff must be trained to recognize when the situation calls for minimal
(or no) interaction with the student. A trained school team can often help a student
de-escalate without ever physically engaging with the student or placing a team
member or student at risk of injury. Since the student’s reasoning is increasingly
inhibited the closer they are to the peak of the crisis, communication with the
student should also be limited as the student moves through the crisis cycle. At the
peak of the crisis, communication should be limited to only to what is essential for
safety. A student in crisis can be quickly re-escalated by a well-intentioned team
member pressuring or prompting the student. Staff members must keep in mind
that the ideal outcome of any behavioral/emotional crisis is safe de-escalation—not
compliance or adherence to a behavior plan. Once the crisis has resolved, those
expectations can resume.

PRINCIPLE 5: EMERGENCY SAFETY INTERVENTIONS ARE A LAST
RESORT

The use of physical restraint and seclusionary time out is limited to situations in
which a student’s behavior poses an immediate and significant threat to themselves
and/or others. Teams should remember that, in many circumstances, it is safer to
wait and allow the student to de-escalate in place than to initiate physical restraint
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or seclusionary time out. These measures should only be used as a last resort when
other measures to establish safety are not possible or have not been successful.

For more information about the use of ESls, see the “Emergency Safety
Interventions” section of this chapter.

PREPARING SCHOOLS AND [ EAMS FOR SAFE CRISIS
DE-ESCALATION

CRISIS PREVENTION, PREPAREDNESS, RESPONSE, AND RECOVERY

Maintaining school safety during a behavioral/emotional crisis involves a four-stage
continuum: prevention, preparedness, response, and recovery. Not all parts of the
school will be in the same stage at the same time. This continuum should enable
school staff and systems to provide a stable environment with the capacity to
respond quickly and effectively when needed. Each stage of the continuum
contributes to reducing the likelihood of a crisis occurring and/or reducing the
impact of a crisis on those directly and indirectly involved.

PREVENTION

Effective prevention work involves building the skills of students and staff to create
the sort of learning environment in which a crisis is unlikely. Previous chapters have
discussed several important preventive strategies that reduce the likelihood of a
crisis, including consistent policies, clear expectations throughout the school,
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teaching and reinforcing behavioral expectations, appropriate academic supports
that promote learning, relationship building, etc. To build students’ skills, teachers
should use awareness of student characteristics (e.g., strengths, needs, behavioral
antecedents, home environment) to design instruction and other elements of
classroom management; to build staff skills, administrators should use awareness
of staff needs to inform professional learning. Teachers should also consider
proactively teaching students skills they may benefit from using in a stressful
situation (e.g., deep breathing). This allows teachers to remind students to use their
skills during times of stress, which may prevent a student from escalating to higher
phases of the crisis cycle or even prevent them from entering the crisis cycle in the
first place.

Classroom management is also a vital part of crisis prevention. Teaching and
reteaching expectations, rules, and procedures can help students feel a sense of
safety and mastery in their learning environment.

PREPAREDNESS

Preparation for a behavioral/emotional crisis must begin long before the crisis
does. For a school to maintain safety during a crisis, the entire school team should
share an understanding of how to respond to behavior support needs and crisis
situations. This can ensure that, in the event of a crisis, staff know their role and the
procedures to follow in order to manage the situation safely. In contrast, the
situation is more likely to become unsafe if the team is unprepared and does not
clearly understand what to do.

One often-overlooked aspect of crisis preparation is supporting educators and
students in continuing their daily routine while a behavioral/emotional crisis is
occurring nearby. This is especially important if the school team is aware of a
particular student who is likely to experience a behavioral/emotional crisis at some
point during the school year. Teachers can ensure their students experience
minimal disruption to their learning by preparing them in advance for what they
might see or hear, teaching them what to expect for continuing with their routines
and classroom work, reassuring them that school staff will be working hard to make
sure that everyone involved is safe, and demonstrating compassion for the student
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in crisis. Establishing procedures for this in advance will help these students quickly
and confidently move on with their day if a crisis does occur nearby.

RESPONSE

A safe and successful crisis response is one that is thoughtful, predictable, and
emotionally steady. Staff responding to a behavioral/emotional crisis should project
the same sense of safety and calm as they do when responding to a student injury
or medical need. It's important that staff are able to set aside emotions or stress
from past experiences with a student when responding to a crisis with that student.
The crisis response should allow the student to maintain and build trust in the
adults at their school, and should never cause harm, shame, embarrassment, or
loss of dignity for the student.

Staff who are not directly involved in the crisis response have important roles to
play as well. Continuing to follow classroom procedures can signal to students that
the situation is under control. Staff can also ensure they are actively setting an
example of compassion and respect for students to follow. It's critical that staff
refrain from passively spectating or making negative comments about the student
experiencing the crisis. Instead, staff responses should reflect empathy, patience,
and understanding. This helps support the student in crisis and the staff managing
the crisis. It also provides critical information for other students about the level of
emotional safety and empathy created by the adults in the school environment.

RECOVERY

Effective prevention efforts should continue past the end of the
behavioral/emotional crisis. School leaders should consider adopting a post-crisis
debriefing process that all staff are aware of and expect will occur. Staff debriefing
is an important process involving emotionally processing the event, reflecting on
what went well, and considering what to do differently in the future. Staff debriefing
has been shown to be an effective way to use a crisis to create learning and
improve practice.” In addition, staff debriefing is a critical component of self-care
and an important strategy used to reduce secondary trauma, compassion fatigue,
burnout, and post-traumatic stress.
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Students should also be able to debrief with a trusted and trained adult. All
students should be made aware of the adults in the building who they can
approach to talk with about the crisis and process their feelings about what they
heard, saw, and/or experienced. Student debriefing should be available to any
student, including the student who experienced the behavioral/emotional crisis.
The purpose of student debriefing is for the student to share their perspective on
what happened during the crisis, what they expected to happen, and what
concerns they still have. The process should feel neutral rather than adult-directed,
and it should focus on the student’s experience rather than the adult's reaction to
their experience. Allowing students to process what may be a traumatic event for
them may help to reduce stress caused by the event and reduce any long-term
negative impact.

COMPREHENSIVE EMERGENCY SAFETY INTERVENTION (ES/)
TRAINING NEEDS

In addition to foundational behavior support training, LEAs are required to provide
comprehensive ESI training for key identified school employees. LEAs are
responsible for defining who the key identified school employees are within their
LEA. The comprehensive ESI training must be completed before a school employee
is authorized to use an emergency safety intervention with a student, and annually
thereafter. It should cover the following topics, in addition to the topics covered in
the foundational behavior support training:

e The appropriate, safe, and effective use of ESIs

e Physical restraint including appropriate use, prohibited practices, and timing

e Risks associated with using ESIs

e Federal, state, and local requirements related to appropriate use of physical
restraint and seclusionary time out, and possible consequences of
inappropriate use

e Monitoring, documentation, reporting, and parental and school
administration notification after the use of an ESI

School leadership should consider having multiple multi-disciplinary team
members complete a comprehensive ESI training and certification. This improves
the response to crisis situations and alleviates the pressure on a single individual to
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respond. Staff must be trained and certified to implement physical restraint or
seclusionary time out. Under no circumstances should an untrained staff member
be expected or asked to implement physical restraint or seclusionary time out with
a student.

ROLES IN CRISIS SITUATIONS

In a behavioral/emotional crisis, there are many responsibilities that require more
than one person to address. In some cases, this can create confusion about how
many school staff are needed to respond to the crisis or what they should do to
help. It's important that each person present knows why they are involved and
what their role is. When each person intervenes individually rather than cohesively,
the likelihood of a poor outcome increases dramatically. It's also important that the
number of staff present is carefully managed. A disproportionately large response
(and/or any number of onlookers) can escalate a situation unnecessarily, so it is
essential that the size of the team responding to the student in crisis is well-
matched to the student’s present phase of the crisis cycle, and that any onlookers
are asked to move along.

CRISIS DE-ESCALATION AND THE SCHOOL RESOURCE OFFICER
(SRO)

When a student experiences a
behavioral/emotional crisis, the team
may consider requesting support from
their school resource officer (SRO). As
a member of the team responding to

the student in crisis, an SRO trained in
the LEA's de-escalation practices is an
invaluable resource. However, the
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SRO’s support does not replace the
need for a team response. Expecting or
asking the SRO (or any other team

member) to manage the crisis situation
on their own will not promote safe de-escalation. Likewise, the presence of the SRO
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does not negate the team'’s responsibility to follow the guidelines described in this
chapter and in the LEA's comprehensive ESI training.

Whenever possible, the SRO responding to a student in crisis should be made
aware if the student has a disability and/or BIP.? In these situations, the SRO is
advised to communicate with and follow the lead of the special education teacher
(or other member of the student’s team with knowledge of the student’s needs and
individual plan) to consider the student's individual needs. For example, a student
with a disability impacting auditory processing might have difficulty understanding
or responding to verbal directions, especially in a high-stress situation. Team
members, including the SRO, should be advised of the student’s communication
needs to avoid misunderstanding, to approach interactions with the student with
their needs in mind, and to ensure continued safe de-escalation.

School staff should have a clear and shared understanding of when it is appropriate
to request support from the SRO and when it is not. For instance, while an SRO may
be able to provide support during a behavioral/emotional crisis, it would not be
appropriate to ask the SRO to intervene in routine discipline concerns or other
aspects of classroom management. An LEA may develop a memorandum of
understanding or other guidance to outline the responsibilities and training
requirements of SROs employed by (or contracted with to support) the LEA. Any
staff expectations regarding crisis de-escalation practices, professional learning,
and LEA policy should be communicated to the SRO to ensure a seamless response
in the event of a crisis.

Regarding the use of physical restraint and seclusionary time out by SROs, LEAs are
responsible for the safe and nondiscriminatory use of these practices regardless of
whether they are implemented by a teacher or an SRO. “Schools cannot divest
themselves of responsibility for the nondiscriminatory administration of school
policies, including restraint, by relying on SROs, school district police officers,
contract or private security companies, security guards or other contractors, or
other law enforcement personnel to administer school policies.” LEAs must
establish policies in compliance with state requirements regarding the use of
emergency safety interventions in the LEA. These requirements are covered at
length in the “Emergency Safety Interventions” section of this chapter.
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EMERGENCY SAFETY INTERVENTIONS

As discussed throughout this manual, the
USBE supports a proactive and teaching-
focused approach to behavior to create safe
learning environments and evidence-based
de-escalation practices to be used in the
event of a behavioral/emotional crisis. The

USBE also recognizes the rare occasion in
which, despite these efforts, a student’s

)
." _ behavior may escalate to a degree that poses
m immediate and significant threat to the

I student and/or others.

Both the USBE and Utah legislature* have addressed these extraordinary

circumstances with requirements concerning the use of emergency safety
interventions (ESIs; physical restraint and/or seclusionary time out) with students,

including limiting the use of these practices to situations in which a student’s
behavior poses an immediate and significant threat to the student and/or others.
This portion of the chapter will discuss practices LEAs and educators must follow to
protect the safety of students and staff, maintain compliance with relevant Utah
rule and statute, and follow professional standards and evidence-based practices
related to ESls.

DEFINITIONS
EMERGENCY SAFETY INTERVENTION (ESI)

The use of seclusionary time out or physical restraint when a student presents an
immediate danger to self or others. An ESI is not used for disciplinary purposes.®

IMMEDIATE AND SIGNIFICANT THREAT

The immediate and significant threat of physical violence towards self or others or
other physical behaviors, which are likely to cause imminent risk of substantial or
serious bodily injury.®
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IMMEDIATE AND SIGNIFICANT THREAT AND THE USE OF PHVYSICAL RESTRAINT

Physical restraint is permitted to be used in several types of situations that fall
slightly outside the definition of immediate and significant threat—for example, to
ensure the safety of a student about to run into a busy street. Utah Code §53G-8-
302 permits the use of physical restraint by Utah school employees under the
following circumstances:

(2) A school employee may use reasonable and necessary physical restraint in self-
defense or when otherwise appropriate to the circumstances to:
(a) obtain possession of a weapon or other dangerous object in the
possession or under the control of a student;
(b) protect a student or another individual from physical injury;
(c) remove from a situation a student who is violent; or
(d) protect property from being damaged, when physical safety is at risk.
(3) Nothing in this section prohibits a school employee from using less intrusive
means, including a physical escort, to address circumstances described in
Subsection (2).

PHYSICAL RESTRAINT

A personal restriction that immobilizes or reduces the ability of a student to move
the student’s torso, arms, legs, or head freely.’

SECLUSIONARY TIME OUT

Seclusionary time out or seclusion means the involuntary confinement of a student
alone in a room or areas from which the student is physically prevented from
leaving, including placing a student in a locked room or placing a student in a room
where the door is blocked by furniture or held closed by staff. The safe enclosed
area must comply with the requirements described below in “Preparing an Area for
Seclusionary Time Out.”

PHYSICAL ESCORT

A temporary touching or holding of the hand, wrist, arm, shoulder, or back for the
purpose of guiding a student to another location. A physical escort is less intrusive
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than a physical restraint and is not considered an ESI. It is defined here solely to
clarify the difference between a physical escort and physical restraint.®

PHYSICAL PROMPT

Physically guiding a student through the proper motions to complete a task or
demonstrate a skill. Physical prompting may be delivered as part of special
education (e.g., provision of specially designed instruction or related services) and
does not restrict, immobilize, or reduce the ability of the student to freely move
their torso, arms, legs, or head. Physical prompting is not considered an ESI. It is
defined here solely to clarify the difference between a physical prompt and physical
restraint.

UNDERSTANDING EMERGENCY SAFETY INTERVENTIONS
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Neither seclusionary time out nor physical restraint are effective in reducing the
long-term occurrence of behaviors that pose immediate and significant threat to
the student or others—and that is not their purpose. ESIs are emergency measures
of last resort to prevent imminent serious harm to an individual in a school setting,
not teaching strategies or behavior interventions. ESIs are highly intrusive and carry
the risk of significant harm to the student and staff involved (including trauma,
injury, and death). They may be used only by trained personnel who have
demonstrated competency in their use.

ESIs may only be used in response to emergency situations in which the student’s
behavior presents an immediate and significant threat to self or others. Even in
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these circumstances, ESIs should be avoided if less restrictive means of managing
the student’s behavior and ensuring safety are available.

ESIs are prohibited for use for any non-dangerous or non-emergency reasons, such
as noncompliance, disrespect, disobedience, or misuse or destruction of property.
A student’s behavior may present a serious concern for a school team (and may
even require Tier 2 or Tier 3 behavior support) without meeting the threshold for an
immediate and significant threat defined earlier in this document. Examples of
concerning behaviors that, on their own, would likely never pose an immediate and
significant threat to the student and/or others (and thus should not be responded
to with an ESI) include:

e Not following teacher directions

e Refusing to complete schoolwork

e Skipping class

e Using disrespectful or profane language

e Ripping student projects off a bulletin board

e Destruction of property (unless done so in a fashion that presents an
immediate and significant threat to self or others)

ESIs are also prohibited for use as a disciplinary response contingent on a particular
type of behavior. ESIs must not be identified in a student’s BIP as a planned
consequence that the student “earns” based on a particular behavior, although they
may be included in the safety protocol as described in Chapter 6. The decision to
use an ESI should occur during the behavioral incident involving an immediate and
significant threat to the student or others. The educator making the decision to use
an ESI must have a clear reason to believe the student’s behavior presents an
immediate and significant threat to the student or others that cannot be managed
safely with less restrictive interventions.

Key principles related to the appropriate use of ESIs in Utah are summarized in
Table 7-2. These principles also align in part with the U.S. Department of
Education’s 2012 publication, “Restraint and Seclusion: Resource Document.”®
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TABLE 7-14: FIFTEEN PRINCIPLES FOR USE OF PHYSICAL RESTRAINT AND SECLUSIONARY TIME
OuT IN UTAH

Principle Description

1 Unless otherwise stated, the USBE's requirements for and restrictions
on use of restraint and seclusion apply to all students, not only
students with disabilities or students without disabilities.

2 Restraint and seclusion are measures of last resort. They are not
behavior interventions and do not lead to improved student
behavior. Every effort should be made to prevent the need for
restraint and seclusion for any student, including the use of less
restrictive strategies and de-escalation practices.

3 The USBE prohibits the use of restraint and seclusion except in
situations where the student’s behavior poses immediate and
significant threat to self or others. Restraint and seclusion must be
discontinued as soon as the immediate and significant threat has

ceased.
4 The USBE prohibits the use of restraint or seclusion as punishment or
discipline, as a means of coercion or retaliation, or as a convenience.
5 Restraint and seclusion may only be implemented in a safe manner

that does not endanger the student. Any practices that obstruct or
compress the student’s airway or adversely affect the student’s
primary mode of communication are prohibited by the USBE.

6 Each use of restraint or seclusion must be continuously monitored
(visually/auditorily for the duration of use) to ensure the
appropriateness of its use and safety of the student, other students,
teachers, and other personnel.

7 The USBE prohibits most uses of mechanical and chemical restraint,
as well as any prone or supine physical restraint, in Utah schools.
8 Behavioral interventions must be evidence-based, ethical, free from

abuse, and must honor the student’s dignity. Corporal punishment in
Utah schools is prohibited by law.

9 Any use of restraint or seclusion for a student should prompt the
team to review the student’s individual needs, ensure behavioral
supports are appropriate, and consider additional/revised supports.
10 For a student with a disability, the USBE requires the completion of a
functional behavior assessment (FBA) and corresponding behavior
intervention plan (BIP) prior to incorporating restraint and/or
seclusion into any part of the student's IEP.
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Principle Description

11

Educators must participate regularly in professional learning on
preventive behavior practices that prevent the need for restraint
and/or seclusion, on crisis de-escalation practices, and on the safe
and lawful use of restraint and seclusion.

12

The student’s parent must be notified as soon as possible (and before
their student leaves the school) following each use of restraint or
seclusion with their student. The parent must also be immediately
notified if an instance of restraint or seclusion exceeds 15 minutes.
School administration must also be notified in both cases.

13

Each use of restraint or seclusion must be documented.
Documentation must include information about the specific incident
as well as each individual use of restraint or seclusion during the
incident. Parents have the right to request this and any other
information about the use of restraint or seclusion with their student
and must be notified of this right within 24 hours of the use of
restraint or seclusion with their student. Parents may request a
meeting with school staff and administration to discuss the use of
restraint or seclusion with their student.

14

Each LEA must establish an ESI Committee to review documentation
of restraint and seclusion, ensure its accurate submission to the
USBE, and address any related policy and professional learning
needs. The LEA should ensure that incident documentation allows
the LEA’s ESI Committee to review and make decisions related to
each of these fifteen principles in the LEA.

15

Each LEA must establish policies and procedures regarding the use of
restraint and seclusion, including the requirements specified in these
fifteen principles. Schools are advised to inform parents of these
policies and procedures regularly.

PHYSICAL RESTRAINT

DEFINITION OF PHYSICAL RESTRAINT

Physical restraint is defined'® as a personal restriction that immobilizes or

significantly reduces the ability of a student to move the student's arms, legs, body,

or head freely. The term “physical restraint” does not include a physical escort.

“Physical escort” means a temporary touching or holding of the hand, wrist, arm,
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shoulder or back for the purpose of inducing a student who is acting out to walk to
a safe location.

CONDITIONS FOR USE

Physical restraint may never be used as a means of discipline or punishment.
According to Utah Code: "

“A school employee may use reasonable and necessary physical restraint in self-
defense or when otherwise appropriate to the circumstances:

a) in self-defense

b) to obtain possession of a weapon or other dangerous object in the
possession or under the control of a student;

c) to protect a student or another individual from physical injury;

d) to remove from a situation a student who is violent; or

e) to protect property from being damaged, when physical safety is at risk.”"?

This does not mean that physical restraint is required to be used in the situations
described above. A school employee can always use less intrusive means, including
a physical escort, to address these situations.

IMPLEMENTATION OF PHYSICAL RESTRAINT

Any use of physical restraint must be consistent with the LEA's policy described in
Board Rule r277-608-3."3

TRAINING/CERTIFYING STAFE

Safe implementation of physical restraint requires specific training/certification for
any staff member who may be expected to participate in its use. LEAs are required
to establish procedures for ongoing training of key identified school employees in
comprehensive ESI training, which includes physical restraint.’ LEAs are also
responsible for ensuring that those employees renew their physical restraint
certification as often as necessary based on the requirements of the certifying
program, but at least biannually. Improperly performed physical restraints may
result in trauma or serious injury for the student or staff member involved. Physical
restraint must never be attempted by untrained staff. Under no circumstances
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should an untrained staff member be expected or asked to physically restrain a
student. No staff member, regardless of training, should invent their own form of
physical restraint. Staff implementing physical restraint may only use the
restraint(s) they are certified to perform.

SAFEGUARDING THE STUDENT' S WELL-BEING

Physical restraint must never interfere with the
student’s ability to breathe easily and naturally.'
Appropriate and safe physical restraint techniques
(e.g., those provided by evidence-based de-
escalation training providers) are designed so that
no pressure is ever placed on a student’s face,
throat, chest, or stomach occur during the restraint.
Restraint of a student in a prone (lying down facing
down) or supine (lying down facing up) position is
prohibited. The student’s face must remain
uncovered and visible to ensure monitoring of the
student and situation can occur (see “Monitoring
Implementation of the Physical Restraint”).

For more information about specific physical restraint procedures which are
prohibited by the USBE, as well as general physical restraint practices which are
widely considered to be dangerous and should not be used when following the
guidelines provided in this manual, see the “Prohibited Practices” section of this
chapter.

MONITORING IMPLEMENTATION OF THE PHYSICAL RESTRAINT

If the need for physical restraint is anticipated, the LEA should ensure at least one
additional staff who has been appropriately trained/certified in the use of the
physical restraint can be present to monitor the restraint. Implementing physical
restraint alone is dangerous for both the student and staff member, and it does not
allow for appropriate monitoring due to the positioning involved in most physical
restraints (e.g., the student facing away from the staff member(s) applying the
restraint). The individual monitoring can provide feedback to ensure the restraint is
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performed correctly and safely, relieve the staff engaged in the restraint if needed,
and observe the student for any indication of physical distress (e.g., flushed face,
blue lips, changes in breathing or consciousness). The restraint must be
immediately terminated if the student shows any such signs of severe distress.

ENSURING THE STUDENT CAN COMMUNICATE

School staff must ensure that a student placed in a physical restraint can
communicate freely using their primary mode of communication.’ A student with a
disability affecting verbal communication must be able to communicate in whatever
method they primarily use (e.g., sign language, picture exchange, assistive
technology, etc.). This may necessitate the selection of a physical restraint that does
not immobilize the student's hands. Teams are advised to plan ahead to ensure a
student who uses assistive, augmentative, or alternative communication (AAAC) has
both the ability and vocabulary to communicate discomfort or distress if needed. If
a student communicates discomfort, adjustment should be made to the restraint as
needed. The restraint must be immediately terminated if the student is in severe
distress.

Sign Picture Assistive Verbal

Language Exchange B Technology Speech

TRANSITIONING FROM PHYSICAL RESTRAINT TO SECLUSIONARY TIME QUT

In some cases, it may be necessary or advisable to move the student from a
physical restraint to seclusionary time out (e.g., if the team determines seclusionary
time out will better allow the student to safely de-escalate). An LEA's comprehensive
ESI training may include content specific to safely moving a student in a physical
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restraint. Unless certified to do so safely using a designated carry procedure
included in the LEA's comprehensive ESI training, school staff should never pick up
a student to move them during a restraint.

TERMINATING THE PHYSICAL RESTRAINT

Physical restraint must be immediately terminated as soon as the student no longer
presents an immediate and significant threat to self or others, or if the student is in
severe distress. Physical restraint must not exceed the minimum time necessary to
ensure safety, as reasonably understood by the school employee.

The maximum duration of a single instance of physical restraint is the shortest of
the following:"”

“a) the amount of time described in the LEA's emergency intervention
training program;

b) 30 minutes; or
¢) when law enforcement arrives.”

LEAs must outline release criteria in compliance with the above requirements in
their ESI policies. LEAs are not permitted to establish a minimum or maximum
length of time a student will be restrained in excess of the above requirements.

ASSESSING THE STUDENT AFTER PHYSICAL RESTRAINT ENDS

If, at any point during or after the use of physical restraint, the student was in
physical distress or otherwise appeared unwell, then school health personnel must
assess the student immediately. Any injuries or other health concerns should be
addressed and documented, and this information should be communicated to the
parent when they are notified of the use of the physical restraint. As part of their
ESI policy, LEAs are required to include procedures for post-ESI assessment and
monitoring of students.
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SECLUSIONARY TIME OUT

DEFINITION OF SECLUSIONARY TIME OUT

\ /
: ~ ’
’ ~

/ i \

"Seclusionary time out" means is the involuntary confinement of a student alone in
a room or areas from which the student is physically prevented from leaving,
including:

a) Placing a student in a locked room; or
b) Placing a student in a room where the door is blocked by furniture or held
closed by staff

An LEA may have adopted their own terminology (e.g., sending a student to the
“calming room”). However, this does not excuse the LEA from knowing this
definition of seclusionary time out. If all of the above conditions occur for any
amount of time, the LEA has implemented seclusionary time out and must adhere
to all corresponding requirements described in this chapter.
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CONDITIONS FOR USE

Seclusionary time out may never be used as an intervention or disciplinary practice,
for coercion retaliation, or humiliation; or due to inadequate staffing or the for the
staff member’s convenience. It may only be used as an ESI under certain
conditions.

Seclusionary time out may only be used for a student in grade 1 or higher, when
the student presents an immediate and significant threat to self or others. School
staff should exercise the utmost caution when considering seclusionary time out
for a student who is engaging in, or who has a history of, self-injurious behavior, as
the risk that the behavior may increase for some students in that setting.

In addition to the conditions above, a school employee may use seclusion only
when:

a. the LEA has developed and implemented written policies and
procedures as described in 53G-8-301(10)(b((i);

b. less restrictive interventions have failed;

C. a staff member who is familiar to the student is actively supervising
the student for the duration of the seclusion; and

d. the use is time-limited to a maximum time of 30 minutes and
monitored.

IMPLEMENTATION OF SECLUSIONARY TIME OUT

Any use of seclusionary time out must be consistent with the LEA’s policy described
in Board Rule r277-608-3."®

TRAINING STAFF

Safe implementation of seclusionary time out requires specific training/certification
for any staff member who may be expected to participate in its use. LEAs are
required to establish procedures for ongoing training of key identified school
employees in comprehensive ESI training, including seclusionary time out.™
Seclusionary time out must never be attempted by untrained staff. Under no
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circumstances should an untrained staff member be expected or asked to
implement seclusionary time out with a student.

PREPARING AN AREA FOR SECLUSIONARY TIME QUT

The space selected for seclusionary time out should be inspected and prepared
prior to use. It must be a safe, clean, well-maintained space that meets the fire and
public safety requirements described in sections r392-200 and r710-4 of the Utah
Administrative Code (Utah Admin. Code).?° Objects in the room that are not
necessary for safety or for the student’'s communication should be removed prior to
the use of seclusionary time out. The space must facilitate continuous monitoring
as described below. It should have a window that permits monitoring from outside
the room. Any door must remain unlocked consistent with the fire and public safety
requirements described in Utah Admin. Code r392-200 and r710-4.2' A door on an
enclosed area designated solely for the purpose of seclusionary time out may not
be fitted with a lock unless it is a self-releasing latch that releases automatically if
not physically held in the locked position by an individual on the outside of the
door.??

While building an enclosed area for the sole purpose of seclusionary time out is
allowable, it is not required. Each LEA policy will include whether this is allowable
within the LEA. It is important to note, however, that makeshift spaces (e.g., a
cardboard box, a classroom cupboard, or a barricade assembled from school
materials) are prohibited for use for seclusionary time out. LEAs must use a school
space that complies with all relevant building requirements under the Utah Admin.
Code, including those described in this section.

MONITORING THE STUDENT DURING SECLUSIONARY TIME OUT

If a student is placed in seclusionary time out, the student must be monitored
continuously by a staff member who has been trained in the use of ESI. The
monitoring staff must maintain line of sight to the student at all times.?®> Monitoring
the student once every few minutes is not acceptable. If the student moves out of
view, the monitoring staff must reposition themselves so they can see the student.
The monitoring staff should also be able to hear the student. If the student appears
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to be in physical distress, engages in self-injurious behavior, or appears in any other
way to be at risk of harm, seclusionary time out must be immediately terminated.

ENSURING THE STUDENT CAN COMMUNICATE

School staff should ensure that a student placed in seclusionary time out can
communicate freely using their primary mode of communication. A student with a
disability affecting verbal communication must be able to communicate in whatever
method they primarily use (e.g., sign language, picture exchange, assistive
technology). Teams are advised to plan ahead to ensure a student who uses
augmentative or alternative communication (AAC) has both the ability and
vocabulary to communicate discomfort or distress if needed.

TERMINATING SECLUSIONARY TIME OUT

Seclusionary time out must be immediately terminated as soon as the student no
longer presents an immediate and significant threat to self or others, or if the
student is in physical distress, engages in self-injurious behavior, or appears in any
other way to be at risk of harm. Seclusionary time out must not exceed the
minimum time necessary to ensure safety, as reasonably understood by the school
employee.?* The maximum duration of a single instance of seclusionary time out is
30 minutes.

LEAs must outline release criteria in compliance with the above requirements in
their ESI policies. LEAs are not permitted to establish a minimum or maximum
length of time for seclusionary time out in excess of the above requirements.

ASSESSING THE STUDENT AFTER SECLUSIONARY TIME QUT ENDS

If, at any point during or after the use of seclusionary time out, the student was in
physical distress or otherwise appeared unwell, then school health personnel must
assess the student immediately. Any injuries or other health concerns should be
addressed and documented, and this information should be communicated to the
parent when they are notified of the use of seclusionary time out. As part of their
ESI policy, LEAs are required to have procedures for post-ESI assessment and
monitoring of students.
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PROHIBITED PRACTICES

This section summarizes practices which are prohibited for use in Utah schools
related to punishment and management of emergency situations. In addition, the
sections above describe prohibited practices related to physical restraint and
seclusionary time out. For reference, all prohibited practices are listed in brief in

Figure 7-2.
CORPORAL PUNISHMENT

Utah Code §53G-8-302 prohibits the use of corporal punishment in public schools,
and states, “A school employee may not inflict or cause the infliction of corporal
punishment upon a student.”? Corporal punishment is defined in Utah Code 853G-
8-301 as “the intentional infliction of physical pain upon the body of a student as a
disciplinary measure.”%

CHEMICAL RESTRAINT

Chemical restraints are prohibited by the USBE for use in LEAs. Chemical
restraint refers to the use of medication administered to a student (including
medications prescribed by the student’s physician or other qualified health
professional) on an as-needed basis for the sole purpose of involuntarily limiting
the student’s freedom of movement. Chemical restraint does not include:

1. Prescription medication that is regularly administered to the student for
medical reasons other than involuntarily limiting the student’s freedom of
movement

2. Administration of medication for voluntary or life-saving medical
procedures

MECHANICAL RESTRAINT

Mechanical restraint?” refers to the use of any device or equipment to restrict a
student's freedom of movement. The term does not include devices implemented
by trained school personnel or utilized by a student that have been prescribed by
an appropriate medical or related services professional and are used for the
specific and approved purposes for which such devices were designed, such as:
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e Adaptive devices or mechanical supports used to achieve proper body
position, balance, or alighment to allow greater freedom of mobility than
would be possible without the use of such devices or mechanical supports;

e Vehicle safety restraints when used as intended during the transport of a
student in a moving vehicle;

e Restraints for medical immobilization; or

e Orthopedically prescribed devices that permit a student to participate in
activities without risk of harm.

Mechanical restraints are prohibited by the USBE for use in LEAs, with the following
exemptions:?®

“(A) protective or stabilizing restraints as prescribed by an appropriate
medical or related services professional

(B) restraints required by law, including seatbelts or any other safety
equipment when used to secure students during transportation

(C) any device used by a law enforcement officer in carrying out law
enforcement duties”.

FIGURE 7-16: PROHIBITED PRACTICES RELATED TO EMERGENCY SAFETY INTERVENTIONS

Prohibited Practices

Corporal punishment

Use of physical restraint as a means of discipline or punishment

Use of seclusionary time out as a means of discipline or punishment

Chemical restraint
Mechanical restraint (with the exceptions described in R277-608-3(2)(a)(iv)
Prone physical restraint

Supine physical restraint

Secluding a student behind a locked door

USBE LRBI Technical Assistance Manual (2025) | 158



OTHER DANGEROUS PRACTICES IN PHYSICAL RESTRAINT

The following practices are prohibited by many reputable and evidence-based de-
escalation training programs due to heightened risk of injury or death to the
individual being restrained:

Applying pressure to the student’s chest, neck, or throat (including any
practices that could be described as choke holds)

Applying pressure to the student’s back or upper abdomen (including forcibly
holding the student against a wall or piece of furniture)

Sitting on or straddling any part of the student’s body, or any other practices
which obstruct the student’s circulation

Putting the student off balance and/or engaging the student in such a way
that forces them to the floor (e.g., pressing on the backs of the student’s
knees, supporting the student's weight and then dropping them, tripping or
pushing the student)

Covering or manipulating any part of the student’s face (e.g., eyes, nose,
mouth), or threatening to do so to gain compliance

Any other practices which use pain or the threat of pain to gain compliance

LEAs are encouraged to publish their own list of prohibited restraint practices
consistent with the contents of this chapter and any requirements of their de-
escalation training program.

REQUIREMENTS FOR DOCUMENTATION

LEAs must have procedures for the collection, maintenance, and periodic review of
documentation or records of the use of ESIs at schools within the LEA.?
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IMMEDIATE DOCUMENTATION OF THE ESI

Each use of an ESI with a student must

be documented. Information collected r—_ 3\
should assist school staff in making ’
changes that prevent the need for the V=

ESI in the future. Documentation must
include, but is not limited to, the
information below.

« Student demographic
information, including:

o Sex

o Gender

o Age

o grade in school

o applicable disability status
« Incident, or the student’s behavior that led to the use of the ESI
(defined in measurable and observable terms)
« Stated purpose for emergency safety interventions used
Alternative interventions used
Date and time the ESI was used

Type of ESI (physical restraint or seclusionary time out)
o For physical restraint, the specific restraint hold used
o For seclusionary time out, the specific seclusionary time out
space used
Duration (in minutes) the ESI was in place
» Relevanttraining offered to staff, and if the staff involved received the
relevant training
o Immediate notification of the student’s parent-orguardian, including
the time and manner of notification (e.g., phone, e-mail, in-person, etc.)
» Notification of school administrator
e Any injuries or health concerns arising from the incident and/or the
use of the ESI to any student and/or staff, and how those needs were
addressed
« Incident outcomes

USBE LRBI Technical Assistance Manual (2025) | 160



o Date of submission of the above documentation to ESI Committee and
the student’s parent, and the State Board

The names of school employees who participated in or monitored the ESI should
also be documented, but those names do not need to be reported to the State
Board.

An LEA may adopt a form that includes more than the minimum requirements. Any
in-progress documentation (e.g., seclusionary time out room logs) must be
stored in a confidential manner. ESI documentation becomes part of the
student’s educational record, which parents may view upon request.

REQUIREMENTS FOR NOTIFICATION

LEAs are responsible for following USBE requirements for notification of the
student’s parent and school administration whenever an ESI is used.*°

PARENT NOTIFICATION

When an ESI is used, the school
must notify student's parent within

\'/.

15 minutes after the use of any ESI
on the parent’s child. Notification
must be documented in the LEA's
student information system (SIS)
records.

The school must provide the
student’s parent with a copy of any
notes or additional documentation
taken during the use of the ESI
upon request. Within 24 hours of the school using an ESI with a student, the school
must notify the parent that they may make this request. The parent may request a

time to meet with school staff and administration to discuss the use of the ESI, in
addition to the debrief that is required in 53G-8-301.
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SCHOOL ADMINISTRATION NOTIFICATION

When an ESl is used, the school employee must notify school administration
immediately, within 15 minutes. Notification must be documented in the LEA's
Student Information System (SIS) records.

REQUIREMENTS FOR REPORTING AND MONITORING
REPORTING DOCUMENTED USE OF AN ESI

When an ESl is used, the documentation described must be recorded in the LEA's
SIS and submitted to the USBE as part of the LEA's daily submission.

All LEAs must establish an ESI Committee to ensure that each ESI is appropriately
documented and reported as described above. Any time an ESI is used with a
student, the school must provide all documentation of the use of the ESI to the
LEA’'s ESI Committee. Further responsibilities of the ESI Committee are described
below.

MONITORING IN THE LEA: EMERGENCY SAFETY INTERVENTIONS
COMMITTEE

As stated above, all LEAs must establish an ESI Committee. The ESI Committee
should evaluate the safe and ethical use of ESIs in the LEA, provide assistance to
teams as needed following the use of an ESI to ensure that students are
appropriately supported, and ensure accurate submission of ESI data to the USBE.
An LEA's ESI Committee must meet often enough to monitor the use of ESIs in the
LEA, and they must collect and review submitted documentation of ESI use as
described above.

Members of an LEA's ESI Committee must include the following;:

e Atleast one administrator

e Atleast one parent of a student enrolled in the LEA, appointed by the LEA

e Atleast one licensed educational professional with behavior support training
and knowledge in both state rules and LEA discipline policies

o At least one other licensed educator
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The purpose of the ESI Committee is as follows:

e Determine and recommend professional learning needs

e Develop policies for processes to resolve concerns regarding the use of ESIs

e Ensure that each emergency incident where a school employee uses an ESl is
documented in the LEA's SIS and reported to the USBE through UTREx

LEAs are strongly encouraged to maintain records of ESI Committee meetings.

MONITORING AT THE USBE

According to Board Rule, “The Superintendent shall
periodically review:

(a) all ESI data submitted to the Superintendent;

Utah State

Board of (b) all LEA special education behavior intervention,
Education procedures, and policies; and

(c) ESI data as related to students with disabilities
who are eligible or being evaluated for special
education services in accordance with Utah's
Program Improvement and Planning System."!

SUPPORTING THE STUDENTAFTER THE USE OF AN ES

No student should be subjected to an ESI
unnecessarily. Physical restraint and
seclusionary time out do not teach
appropriate behavior, and in many cases

can cause a student’s inappropriate or
problem behavior to escalate. Any use of \
an ESI should prompt the school team to VY
convene, review the student’s individual
needs, and take appropriate steps to an
ensure that the student’s behavior can be

supported proactively.
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e For a student who has not been determined eligible for special education,
repeated use of an ESI should prompt the school team to consider whether
the student may have a disability as a part of the LEA's responsibility to
uphold their Child Find obligation as referenced in the SpEd Rules.

e For a student who has already been found eligible for special education (or
who is in the process of being evaluated), repeated use of an ESI should
prompt the school team to determine if they are still providing a free and
appropriate public education (FAPE) to that student, and if the student’s IEP
is reasonably calculated to enable the student to make progress appropriate
in light of the student’s circumstances.

e Under no circumstances should the team determine that the continued use of
the ESI will be the sole response to the student’s behavior support needs.

In addition, whenever an ESI has been used with a student, the school team should
consider their process for tiered supports and problem-solving. If the student
already has a BIP, the team should evaluate the plan and its implementation to
determine if all involved staff are implementing the BIP correctly and the BIP itself is
appropriate. If the student does not already have a BIP, the team should consider
developing one (following the completion of an FBA).

REQUIREMENTS FOR POLICY AND PROCEDURE
PREVENTION OF THE USE OF ESIS

LEAs are required to implement proactive measures in school settings to teach
students appropriate behavior and prevent inappropriate or problem behavior
from occurring. In addition, schools that use tiered methods for behavioral
problem-solving can address the needs of students with more significant
inappropriate or problem behavior through a multi-disciplinary teaming process
that includes the parent(s). Schools that use these methods are likely to see fewer
uses of physical restraint and seclusionary time out compared to schools that
respond to student behavior in a more reactionary way.

APPROPRIATE USE OF ESIS

LEAs are required to establish policies in the following areas related to ESI use:
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e Procedures to be followed when using ESIs, including written proceures that
must be in place prior to the use of seclusion

e For LEAs that allow the building of a designated enclosed area for the sole
purpose of seclusionary time out, the requirements and prohibitions for the
designated area and the written approval process

e Prohibition of prone and supine restraint?

e Prohibition of chemical restraint and prohibition of mechanical restraint with
limited exceptions described in Board Rule r277-608-3(3)(e-f))*

e Prohibition of physical restraint/seclusionary time out, unless the student
presents an immediate and significant threat to self or others

e Prohibition of physical restraint/seclusionary time out in a student's IEP

unless all of the following conditions are met:
o School staff and the IEP team (including the parent(s)) agree less

restrictive means have been attempted

o An FBA has been conducted
o ABIP has been developed and implemented as part of the IEP

Other dangerous practices as defined by the LEA

In addition, as part of the LEA’s special education policies, procedures, or practices,
the LEA must include criteria and steps for using ESIs consistent with state and
federal law.

It is important for parents to understand their rights (and the rights of their
students) with respect to behavior support and use of ESIs. LEAs are encouraged to
provide information to all parents about LEA policies, as well as applicable local,
state, and federal laws, governing the use of ESIs in the LEA.
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30 Board Rule r277-609-10. Retrieved from:
https://www.schools.utah.gov/file/be798f3e-e43f-4b3f-9d05-a61004c4af42

31 Board Rule r277-609-9(2). Retrieved from:
https://www.schools.utah.gov/file/be798f3e-e43f-4b3f-9d05-a61004c4af42

32 Board Rule r277-609-4(4)(l). Retrieved from:
https://www.schools.utah.gov/file/be798f3e-e43f-4b3f-9d05-a61004c4af42

* Ibid.
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CHAPTER & CONSIDERATIONS FOR
STUDENTS WITH DISABILITIES

Public schools have a legal responsibility to identify and evaluate and then provide
a free appropriate public education (FAPE) to eligible students with disabilities. For
students whose disabilities impact their behavior at school, it is especially
important that school teams are aware of the specialized processes and resources
that can help teach students with disabilities more appropriate behaviors, as well
as the legal requirements that protect the rights of these students to access and
benefit from public education.

Both the Individuals with Disabilities Education Act (IDEA) and Section 504 of the
Rehabilitation Act of 1973 (Section 504) establish the rights of students with
disabilities to have equal access to public educational settings with the
individualized services and supports necessary to benefit from that access. This

concept is broadly referred to as the right to a FAPE. Each student with a disability
also has the right to be educated in their least restrictive environment (LRE), including
access to grade/age-appropriate core content standards, curricular materials,
resources, and peers, based on team consideration of the individual student’s
needs.

Each LEA has a responsibility to provide FAPE in the LRE to each student with a
disability in accordance with the LEA's legal obligations under the IDEA and Section
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504. That responsibility continues even if a student with a disability engages in
inappropriate or problem behavior that violates the school's code of conduct.

This chapter will discuss various behavior-related supports, accommodations,
disciplinary processes, and protections available to students with disabilities served
under the IDEA or Section 504. A thorough explanation of student rights under the
IDEA and Section 504 is outside the scope of this manual. However, key concepts
will be explained briefly when relevant. In some cases, the requirements of IDEA
and Section 504 are very similar; in other cases, there are notable differences.
Throughout this chapter, the requirements for each will be presented and
compared when applicable.

Some portions of this chapter include information about the rights and protections
for students with disabilities under federal and state law. As noted in Chapter 1, this
manual does not, and is not intended to, constitute legal advice. Content in this
manual is presented for technical assistance purposes only.

For additional helpful resources on the topics in this chapter, please see the
following:

e USBE, SpEd Rules, (2022)

e Utah Parent Center, Parents as Partners in the |IEP Process: A Parent
Resource Book, (2019)

e USBE, Equal Rights for All Students: A Guide to Section 504 of the
Rehabilitation Act of 1973, (2021)

CHILD FIND

Both the IDEA and Section 504 require LEAs to continually seek out, identify, and
evaluate children with disabilities living within the LEA’s boundaries. School district
boundaries include students who reside in the jurisdiction of the district. Charter
school boundaries include students enrolled in the charter school. This
requirement is referred to as child find. As child find is an affirmative requirement, it
is not sufficient for LEAs to wait for a parent to request an evaluation or seek a
medical diagnosis. Instead, LEAs must act on their child find obligation as soon as
there is reason to suspect or believe a student may have a disability.
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Some behavior concerns may provide a
particular reason for an LEA to suspect a
disability. While the suspicion of a disability
for a particular student should always be
considered on an individual basis, the
following circumstances may trigger an
LEA’s child find obligation to consider
whether the student may have a disability
impacting their behavior:

e The student is subjected to disciplinary removals that occur frequently
and/or are becoming more frequent over time

e The student frequently misses school and/or skips classes for reasons that
may be related to a possible disability

e The student is frequently “in trouble” for concerns related to:

o Executive functioning, including attending to instruction, turning in
work on time, starting and completing complex tasks, and organizing
materials

o Social interactions, including navigating disagreements and conflicts,
interacting in age-appropriate ways with peers, following social cues,
and self-monitoring socially expected nonverbal behavior like voice
volume or personal space

o Self-regulation, including coping with emotions like anger or
disappointment, responding appropriately to criticism, and handling
frustrating situations

e The student engages in a pattern of inappropriate or problem behavior that
routinely results in avoidance of specific academic tasks, sensory stimuli,
social interactions, etc.

e The student engages in inappropriate or problem behavior that poses such a
safety risk to themselves or others that an emergency safety intervention
(ESI) was necessary

e The student’s inappropriate or problem behavior does not improve after
sufficient informal and/or systematic behavior intervention

e The student’s parent has expressed concern that the student may have a
disability and/or requested an evaluation for special education and related
services
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e Ateacher or other staff member has expressed concern about the student’s
pattern of behavior to the special education director or other supervisory
personnel of the LEA

A student who is not yet eligible for special education services may still be covered
by the IDEA’s discipline protections if the LEA has knowledge that the student may
have a disability.

INDIVIDUALIZED EDUCATION PROGRAMS (IEPS) FOR
STUDENTS WITH BEHAVIOR SUPPORT NEEDS

In 2017, the United States Supreme Court issued a landmark ruling in Endrew F. v.
Douglas County School District clarifying the requirement for IEPs to promote
meaningful, rather than minimal, progress for students with disabilities. According
to the ruling, each student’s IEP must be “reasonably calculated to enable a
[student] to make progress appropriate in light of the [student]'s circumstances.”
Furthermore, behaviors that interfere with the student’s progress must be
considered as part of the IEP. 2

For school teams, the message is clear. If a student served under the IDEA engages
in behaviors that interfere with their learning or the learning of others, and/or are
related to the student’s disability, the student’s IEP must address those behaviors.
This is the case regardless of the student’s qualifying disability. Therefore, a
student’s behavior needs must be addressed across all relevant portions of the IEP.

This section of the chapter will provide information about behavior support
considerations when developing each part of a student’s IEP. The term “IEP team”
appears throughout this chapter and is inclusive of all required IEP team members,
including the student’s parent or the student who is an adult.

PRESENT LEVELS OF ACADEMIC ACHIEVEMENT AND FUNCTIONAL
PERFORMANCE FOR BEHAVIOR SUPPORT

The purpose of the Present Levels of Academic Achievement and Functional
Performance (PLAAFP) in the IEP is to identify the student’s needs and establish
their impact on the student’s access to the general education curriculum. The
PLAAFP must include baseline and current performance data relevant to the area(s)
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addressed. The IEP requires regular progress monitoring, so it's best to identify a
way to measure the PLAAFP that can also be used to monitor progress towards a
related IEP goal. The PLAAFP must also include an impact statement that clarifies
how the student’s disability interferes with their progress in the general education
curriculum.

When developing the PLAAFP for a student with behavior support needs, the team
should include information from data sources relevant to the behaviors of concern.
Common data sources include classroom observation files, discipline referrals,
attendance records, and assessments completed for the student’s special
education evaluation or re-evaluation, etc. The PLAAFP should include a description
of the inappropriate or problem behavior, a baseline measure of how frequently
the inappropriate or problem behavior occurs, and a possible replacement
behavior to teach. If the team has completed a functional behavior assessment
(FBA) for the student, information from the FBA should also be included in the
PLAAFP (e.g., the inappropriate or problem behavior’s function, antecedents, and
consequences).

To write an impact statement that addresses a student’s behavior support needs,
the team should consider questions like the following;:

e What is the expected behavior and how does the student’s behavior differ?

e How does the inappropriate behavior interfere with the student's
performance in the general education curriculum and/or setting?

e Does the inappropriate behavior appear to be used by the student as a form
of communication? If so, how does the student’s need for functional
communication interfere with their performance in the general education
curriculum and/or setting?

e Does the inappropriate behavior negatively affect the student's learning
and/or the learning of other students, and if so, how?

o Does the inappropriate behavior negatively affect the student’s relationships
with peers, and if so, how?

e Does the inappropriate behavior pose a safety risk to the student and/or
others, and if so, how?

o Does the inappropriate behavior interfere with the student’s ability to
achieve their goals for post-secondary transition, and if so, how?
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SPECIAL FACTORS AND BEHAVIOR SUPPORT

The IEP team must consider the presence
of special factors when developing a
student’s IEP. Special factors are variables
that have the potential to limit the
student’s progress in their IEP goals
overall and may also limit the student’s
access to a FAPE in their LRE. The five
special factors the team must consider
are English language proficiency, the use
of braille, behavior, communication, and
assistive technology.

Special factors can shape the direction of
the IEP and therefore must be considered
early in the process. The presence of a
special factor may influence many areas of the IEP as it is developed, including
areas of assessment, information addressed in the PLAAFP, and goals the team
may consider. To evaluate behavior as a special factor, the IEP team should
consider the impact of the student’s behavior needs on their learning and/or the
learning of others, as well as the student’s ability to participate in their LRE. The
team should also consider collecting baseline data on relevant student behaviors,
completing an FBA for the student, and developing a behavior intervention plan
(BIP) to incorporate in the student’s IEP.

It's not necessary for a student to be eligible for special education in a particular
disability category for the team to identify behavior as a special factor. However,
the student’s disability may impact their behavior in ways that can and should be
addressed in the |IEP. For instance, a student whose disability impacts verbal
communication may have learned to use inappropriate or problem behavior to get
their needs met. In this case, the team should additionally consider communication
(and, potentially, the need for assistive technology) as a special factor and should
ensure that the student's communication needs relating to behavior have been
addressed in the IEP.
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During the IEP meeting itself, the team should also prepare for a discussion about
how the student’s behavior has been considered and addressed, if needed, in the
IEP. Guiding questions for this discussion could include:

« How will the social and emotional needs of the student be met?

« How will the team consider student behavior and the impact on learning and
participation with peers without disabilities?

« Are behavior data included in the IEP, and are the data measurable,
objective, and quantitative?

« Should the team consider goals and/or accommodations to address
communication needs as they relate to behavior?

« Should the team consider goals and/or accommodations to teach an
appropriately selected replacement behavior?

« Should the team consider an FBA and/or a BIP for this student, either
because 1) the team has documented previous behavior interventions that
have not resulted in improvement in the behavior as measured by our data,
or because 2) the student's behavior presents a safety risk to themselves or
others?

IEP GOALS FOR BEHAVIOR SUPPORT
COMPONENTS OF AN |[EP COAL FOR BEHAVIOR SUPPORT

Each annual IEP goal must include three components: the target skill/behavior, the
condition, and the criterion. In other words, the goal should reflect an
“appropriately ambitious” expectation for what the student could achieve in a year
with specially designed instruction.
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To develop a behavior goal, the team should first ensure that the PLAAFP addresses
the inappropriate or problem behavior, including a baseline measurement of the
behavior, where/when/with whom it typically occurs, and what the function might
be. With this information, the team can write a goal that addresses all three
required components.

TARGET SKILL/BEHAVIOR

The target skill/behavior specifies what the student will learn to do to achieve the
goal. It should be age-appropriate, relevant to the student’s needs, and socially
acceptable—in other words, it should not stigmatize or create additional barriers
for the student. It must also specify what the student will learn to do, rather than
what the student will learn to stop doing.

When writing a goal addressing an inappropriate or problem behavior, it is best
practice for the target skill/behavior to be a replacement behavior. Teaching the
student to engage in this behavior instead of the inappropriate or problem
behavior should be the focus of the IEP goal. The replacement behavior should

match the function of the inappropriate or problem behavior as determined by an
FBA.

Reducing the occurrence of the inappropriate or problem behavior must not be the
sole focus of an IEP goal; however, the team may choose to include this as a
secondary focus so long as teaching the replacement behavior is the primary focus.
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CONDITION

The condition is the context or environment in which the target skill/behavior will be
used. For goals related to inappropriate behavior, the condition might include
routines, activities, situations, and/or times of day when the inappropriate behavior
is likely to occur and/or the desired skill is likely to be needed.

To develop the condition, the team should identify opportunities to teach the
student to use the target skill/behavior in the student’s least restrictive
environment. New behaviors are best learned in setting(s) in which they are
necessary, so the condition should represent routines, activities, or settings with
many natural opportunities for the student to use the target skill/behavior. It is
generally not best practice for this to be an isolated setting that does not represent
a natural opportunity for the student to use the replacement behavior; however,
this should be based on the IEP team'’s consideration of the student’s individual
needs.

CRITERION

The criterion specifies how the team will measure progress or mastery of the goal
and should be linked to the information included in the PLAAFP. It must allow for
consistent measurement of the student’s progress towards the goal. For goals
related to inappropriate behavior, the criterion might be selected to measure the
student engaging in the replacement behavior more frequently, more
independently, in more difficult situations, or across a wider range of settings.
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The criterion should be developed to
allow for small, reliable measures of

the target skill/behavior. It is far more
effective to use a lightweight daily
measure of a given behavior than a

time-consuming measure that can
only be collected once a month. The
team should also prespecify how
often behavior data will be conducted.
This facilitates graphing of the data
which is essential to effective behavior | 3
support. The criterion should never

allow for data collection to occur on an “as needed” basis. This can introduce bias
into data collection—as it's often easier to remember to record data on an
inappropriate or problem behavior on a “bad day” than it is on a “good day”—and
produce other serious errors. Teams must define a schedule of data collection in
advance and follow it consistently.

While it is common practice when writing an IEP goal to include a criterion like “80%
of the time,” the IEP team should use caution when considering this sort of criterion
for behavioral goals. Most appropriately designed replacement behaviors should
not be engaged in 80% of the time; even if that was the desired outcome, it would
be prohibitively difficult for the team to determine if the replacement behavior is
occurring that frequently. A more feasible alternative the team might consider is a
measure of percent of opportunities.
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EXAMPLE BEHAVIOR SUPPORT IEP GOALS AND PROGRESS
MONITORING

MARTINA

During transitions from recess to the classroom, Martina
will follow teacher directions as expected by complying

with 80% of all such teacher directions across the school
week immediately (within 30 seconds) and demonstrating

.

‘ zero instances of running away or engaging in physical
aggression to objects after being given a direction during
these transitions. Martina will demonstrate this for 4

consecutive weeks as measured by percent of
opportunities data (e.g., percent of directions followed
during transitions from recess to the classroom) and frequency data (e.g., frequency of
running away or engaging in physical aggression to objects) collected daily.

FIGURE 8-1: EXAMPLE OF BEHAVIOR SUPPORT PROGRESS MONITORING FOR MARTINA

Directions Directions not Percent of P.A. to objects | Running away
Day: Dat followed followed directi e
O | ronveney | (romaney | otowes | (rewency) | (reency
M:q/i2fzz] | W 25 5 Wi |
mamjez] — | 0% gl “
w: /gl \ Q1 % g 14
Th: /(%72 \ \ 50 I 2
F:qllef22] 1 I 17 2 \
Weekly total A 1 /i = 357 ) &4
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TONY

During independent work, if Tony appears frustrated or
angry, he will use a pre-identified coping strategy (such as
positive self-talk, deep breathing, or taking a break) and
resume his work within 2 minutes, across 8 out of 10
instances of appearing to become frustrated/angry during

independent work as measured by classroom
observations.

FIGURE 8-2: EXAMPLE OF BEHAVIOR SUPPORT PROGRESS MONITORING FOR TONY

Work resumed

Date | Time Context of frustration Coping strategy used? within 2min?
. ; O Positive self-talk K Yes
“/%}22- [0-22 JOU"V'“‘"" - “?P‘A T Deep breathing O No: min
Wis paper \a:j miskle | g Taking a break (3min)
O Other:
O None
0O Positive self-talk O Yes

" ’mﬂ‘\’h" ne(_dﬁd th fo O Deep breathing No:_|7 _min
\\[8}’11 5% Salue 4 problm anal O Taking a break (3min) 7

did not want fo aske ; 3::2:

had .| &l Positive self-talk O Yes
Teachse o asl i Fl Deep breathing ELNo:_4 _min

\\/"\/7—1 1015 | 4 Gk oub Wis jour ne{ | O Taking a break (3min)
Hamee Himes. He ctfused | O Other:
and said, "Leave me alme ' | O None
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RIVER

Given video self-modeling of expected classroom behavior
and positive reinforcement for following classroom rules,
River will increase the length of participation time (with no
unsafe behaviors) in general education settings to a
weekly average of three hours per day over three

consecutive weeks, as measured by duration data on a
daily tracker.

FIGURE 8-3: EXAMPLE OF BEHAVIOR SUPPORT PROGRESS MONITORING FOR RIVER

Behavior: Participation with no unsafe behaviors

Definitions:
L]

Participation: Engaging in expected learning behaviors actively (e.g., responding to questions, discussing with classmates
appropriately, working on an assigned activity) or passively (e.g., listening to instruction, listening to a classmate’s question or
comment, watching an assigned video).

Unsafe behaviors: Behaviors which pose a safety risk to the student or others (e.g., physical aggression to others such as
hitting or kicking; physical aggression to objects such as throwing or breaking items; self-injurious behaviors such as poking
oneself with a pencil or staple; or other risky behaviors such as climbing on furniture or running from the building).

Mon: [0“0!7’7_
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Phase: Ihi.-;rugnkw\

Phase: |nleruenhion| | Phase: \FA’U‘)U\H“\ Phase: |plgru ghen | | Phase: [q.,(«mqf';oq

Start time | End time

Start time | End time Start time | End time

Start time | End time Start time | End time
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MENTAL HEALTH SUPPORT AND |EP RELATED SERVICES

The purpose of related services in the |IEP is to provide the student with any
necessary services to ensure they can access and benefit from special education.
IEP teams sometimes overlook school-based mental health related services when
considering the student’s individual needs.? However, the IDEA’s non-exhaustive list
of related services includes counseling, psychological services, therapeutic
recreation, and social work services. For some students with behavior support
needs, underlying mental health concerns may be a significant factor.

Students with disabilities experience mental health needs at far greater rates than
their classmates without disabilities.* In some cases, students with disabilities who
demonstrate high rates of inappropriate or problem behavior may also
demonstrate symptoms of mental health challenges, like self-harming behaviors,
repetitive/ritualized behaviors, or indications of suicidal ideation. These symptoms
may even pose a barrier for the student with a disability to access a FAPE. While a
BIP can address environmental factors contributing to inappropriate or problem
behaviors, teach more appropriate replacement behaviors, and provide
reinforcement to strengthen those behaviors, it cannot treat any underlying mental
health concern (e.g., anxiety or depression) contributing to inappropriate behaviors.
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If the team has reason to believe a student is experiencing mental health
challenges, it is unethical to attempt to address those concerns with a BIP alone. In
these cases, the team should determine what school-based mental health related
services are appropriate to support the student and identify any other necessary
supports to ensure the student’s IEP can provide a FAPE.

SECTION 504 PLANS FOR STUDENTS WITH BEHAVIOR
SUPPORT NEEDS

This section of the chapter will discuss behavior support and accommodations for
students who qualify for services solely under Section 504. The term “504 team”
appears throughout this chapter and is inclusive of all required 504 team members,
including persons knowledgeable about the student, the meaning of the evaluation
data, and the placement options available. Comprehensive information about
Section 504 requirements is outside the scope of this manual.

Students served solely under Section 504 are entitled to a FAPE just like students
served under the IDEA. A student’s 504 team is required to develop an
individualized plan, referred to as a 504 Plan, which specifies the services the
student requires to receive a FAPE. The Office for Civil Rights (OCR) recommends
that teams document the data that they review to determine eligibility, including:®

e Academic records

e Medical diagnosis, if available

e Assessments completed by the school

e Observations from the classroom or other school areas
e Information from the parent

When preparing to develop a student’s 504 Plan, the team should review
information provided for the evaluation, including relevant assessments and any
other data collected about the student’s disability-related needs, to identify the
individualized services the student requires to access a FAPE. This means the team
must plan ahead to gather relevant information prior to meeting to develop the 504
Plan. For students with behavior support needs related to their disability, this
information might include:

e Notes and other documentation relating to previous behavior interventions
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e Observations of the student engaging in the identified inappropriate or
problem behavior(s)

e Documentation from the school's MTSS team

o Discipline records relevant to the identified inappropriate or problem
behavior(s)

e Medical or psychological records

e Results of an FBA

When the team meets to develop a 504 Plan for a student who engages in
inappropriate behavior related to their disability, the team “must identify
individualized services, such as behavioral supports, to meet the student’s
educational needs.”® 504 Plans are not required to be put in writing, but teams are
strongly encouraged to do so as it can ensure the team can implement the 504 Plan
with fidelity and avoid misunderstandings about what must be provided. Services
and decisions that relate to the student with a disability must be individualized and
cannot be “based on stereotypes, generalizations, or assumptions about the
student based on their disability or about individuals with disabilities generally.”’
Some examples of services the team might consider include:

e Modified and/or preferential seating

e Scheduled and/or unscheduled breaks
e Access to calming materials

e Schedule adjustments

e School-based mental health support

e Counseling

[ ] BlP

In its 2022 guidance for supporting students with behavioral needs under Section
504, the OCR notes that, “if a Section 504 team chooses to use a behavioral
assessment to develop a BIP, and that assessment identifies specific behavioral
supports needed to ensure FAPE, the Section 504 team would need to develop the
BIP with such supports, and the school would need to implement it, as part of the
student’s Section 504 plan for providing FAPE.” While it is not mandatory to include
a BIP for a student served under Section 504 who engages in problematic behavior
related to their disability, the team should give serious consideration to the
development of a BIP to teach the student to engage in an appropriate replacement
behavior and reinforce that behavior when it occurs. Even if the team determines
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that a BIP is not necessary, the student’s 504 Plan must still include any other
individualized services necessary to support the student in learning more
appropriate behaviors and accessing a FAPE.

A student’s 504 Plan, including the BIP if
applicable, must be accessible to all staff
involved in providing services and
accommodations to the student. If the
student’s 504 Plan includes a BIP, the 504
team might include a statement about the
BIP in 504 Plan documentation, attach a copy
of the BIP to the 504 Plan, and include
meeting notes and other documentation to
support the team’s determination about

necessary services.

504 teams should meet regularly to review student progress, discuss how well the
student’s 504 Plan supports the student’'s needs, and determine if additional data is
needed to improve the services the student receives. For a student with behavior
support needs related to their disability, this would likely include a review of the BIP
and/or other services (and associated progress monitoring data). If a student is not
making progress with the current plan, the team should collect additional data
and/or adjust the student’s services. If the team will be considering a significant
change in placement for the student, they must conduct an evaluation beforehand
to inform any such changes. Section 504 does not specify a timeframe for review of
a 504 Plan; however, a 504 Plan must be modified if it does not appropriately
provide the student the individualized support necessary for them to access a FAPE.

PARAEDUCATOR SUPPORT

Paraeducators working in the LEA special education program may be involved in
providing support to students with IEPs, including those who engage in
inappropriate behavior at school. There are a variety of positive ways a
paraeducator may support a student with behavior needs, including:
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e Implementing planned interventions for a student with behavior needs on a
rotating basis with other team members

e Collecting student behavior data as directed by their supervisor (e.g.,
observation data for an FBA, progress monitoring of the BIP)

e Supporting intervention implementation across all team members by
intentional modeling of behavior interventions for general education
teachers and other related service providers

e Implementing classroom management strategies with a group of students
while a special education teacher or general education teacher intervenes
with a student with behavior support needs

e Assisting other team members with the safe implementation of an ESlin a
designated role

e Sharing feedback with the special education teacher about possible
improvements to a student’s BIP

Unfortunately, paraeducators are often excessively relied upon to contain and
respond to student’s inappropriate or problem behavior. Assigning a paraeducator
to a student with behavior support needs may provide a false sense that the
student will automatically receive a higher quality of support. Some team members
may also advocate for a paraeducator to bear the responsibility of managing the
student with behavior support needs to avoid sharing that often difficult
responsibility. However, most paraeducators have less training and experience
than other team members and may not be able to implement a student’s BIP
without ongoing support and coaching. Excessive paraeducator support may also
interfere with the student’s ability to develop social skills and positive relationships
with teachers and peers, both of which are areas which are critically important for
many students with behavior needs.

See Table 8-1 for various poor outcomes associated with inappropriate reliance on
paraeducators to provide one-on-one support for students with disabilities.
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TABLE 8-1: INADVERTENT DETRIMENTAL EFFECTS ASSOCIATED WITH EXCESSIVE PARAEDUCATOR

PROXIMITY®
Cat;cf]:rgg of Description

Separation A student with a disability and paraeducator may be seated in
from the back or side of the room, physically separated from the
classmates class.
Unnecessary A student with a disability may become hesitant to participate
dependence without paraeducator direction, prompting, or cueing.
Interference Paraeducators may create physical or symbolic barriers,
with peer interfering with interactions between a student with
interaction disabilities and classmates.
Insular A student with a disability and paraeducator may do most
relationship everything together, to the exclusion of others (e.g., peers).
Feelings of A student with a disability may express

stigmatization

embarrassment/discomfort about having a paraeducator
because it makes the student stand out in negative ways.

Limited access
to effective
instructional

Some paraeducators lack the experience and preparation to
provide effective instruction. Some may do the work for the
students they support in an effort to keep up; this is a sign

strategies that instruction has not been adequately adapted.
Interference Teachers tend to be less involved when a student with a
with teacher disability has a one-to-one paraeducator because individual
engagement attention is already available to the student.

Loss of personal
control

When paraeducators do too much for students with
disabilities, those students may not exercise choices that are
typical of other students.

Feelings of
persecution

Some students report that because they are constantly being
watched by adults, their behavior is scrutinized differently;
minor infractions that might not be noticed or addressed
when done by other students result in consequences for
them.

Provocation of
inappropriate

Some students with disabilities may express their dislike of
paraeducator support by displaying undesirable behaviors

or problem (e.g., running away, foul language, and aggression, etc.)
behaviors & & Y. gUaEe: 88 T
Risk of being Some students may be teased or bullied because they are
bullied assigned a paraeducator.
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Effective behavior support requires a team approach in which the student
experiences consistent support and response to their behavior from each member.
In addition, students with behavior support needs can benefit significantly from
intentional relationship-building by their teachers and other school staff. For these
reasons, it is neither appropriate nor effective to limit the student’s interaction to a
single person. Any problems with consistent staff implementation of a student’s
behavior supports must be addressed with support for the staff having difficulty
(e.g., coaching and modeling, etc.).

For a paraeducator to successfully support a student with behavior needs, they
should receive appropriate training, ongoing supervision, and a schedule rotation
that allows the paraeducator time to fulfill other responsibilities. Otherwise, a
school team can inadvertently set a paraeducator up to fail. Paraeducators may
experience burnout when assigned to support the same student for days or weeks
on end, especially when that student engages in extensive inappropriate or
problem behaviors that require intensive intervention and/or that presents a safety
risk to the student or others. All team members should share the responsibility for
intervention, as this allows for frequent breaks from providing intensive support,
renewed energy and positivity when engaging with the student, and improved team
problem-solving when issues arise.

Regardless of how paraeducators are assigned to support students with behavior
needs, school teams must meet their obligation to provide a FAPE for students with
disabilities without discrimination. This means that a student’s attendance cannot
be made contingent on the presence of a particular staff member. ° Requiring a
student to stay home if a behavior aide or other paraeducator is absent for the day
would likely constitute disability-based discrimination and denial of the student's
right to a FAPE.
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PLACEMENT OF STUDENTS WITH DISABILITIES WHO HAVE
BEHAVIOR SUPPORT NEEDS

Placement involves the instruction the student with a disability will receive in
general education settings, the instruction the student will receive in other
educational settings, the proximity the student has to same age/grade peers, and
any other individualized services and supports necessary to meet the student’s
needs. A student’s placement must reflect the student’s LRE and can only be
determined after the team has determined the student’s needs, goals and services.
Placement decisions for students served under the IDEA or Section 504 cannot be
made by individuals. They can only be made by IEP teams or Section 504 teams
respectively.

For the student with a disability who has behavior support needs, the IEP or Section
504 team must take care to consider the student’s LRE before determining
placement. Teams should avoid overly simplistic placement determinations based
solely on how much overall support a student needs. This approach can result in a

student with significant behavior support needs who is on/above grade level
academically being placed in a “high support” setting designed for students with
significant disabilities. This can be a poor fit for many reasons, preventing these
students from building the social skills needed to address some inappropriate or
problem behaviors, and placing these students at risk for worsening behavior due
to boredom or frustration.

Because placement can only be determined by the full IEP or Section 504 team,
school administrators and other LEA staff may not take unilateral action that
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changes a student’s placement in response to behavior concerns without the IEP or
Section 504 team'’s involvement. For instance, a teacher may not inhibit a student
with a disability from attending that class due to behavior concerns; however, the
IEP or Section 504 team may convene to discuss any such concerns and determine
the best course of action. The IDEA and Section 504 have very specific provisions for
changes in placement that result from disciplinary actions.

DISCIPLINE FOR STUDENTS WITH DISABILITIES

Students with disabilities receive additional protections under the IDEA and Section
504 regarding school discipline. These protections are intended to ensure that a
student with a disability is not prevented from accessing a FAPE because of
behavioral concerns related to their disability or the team’s implementation of their
IEP or Section 504 Plan. This section will describe these protections in detail.

School discipline measures must not infringe on the right the students with
disabilities have to a FAPE. However students with a disabilities are also not
excluded from ordinary school discipline measures. When responding to a student
with a disability whose behavior violates the school’s code of conduct, both the
IDEA and Section 504 allow an LEA to apply the consequence outlined in the LEA or
school’s policy including the use disciplinary removals (such as suspension) with
certain important limitations. Determining if a disciplinary removal is permitted for
a student with a disability depends on the answer to one or both of the following
guestions:

o Did the disciplinary action result in a change of placement?
e Was the behavior in question a manifestation of the student’s disability?'°

LEAs must understand the complexities of disciplinary removals for students with
disabilities to ensure their students' rights are protected. This section will describe
short-term and long-term disciplinary removals, removals which constitute a
change in placement, required services during removals, and the process to
determine if a given behavior is a manifestation of a student’s disability.

For additional information, please see the following:

e USBE SpEd Rules (2022)
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https://www.schools.utah.gov/file/9489d09b-5ede-462b-a135-4ee55918b431

U.S. Department of Education, Office of Special Education and Rehabilitative
Services (OSERS), Questions and Answers: Addressing the Behavioral Needs
of Children with Disabilities and IDEA's Discipline Provisions, (2022).

USBE, Equal Rights for All Students: A Guide to Section 504 of the
Rehabilitation Act of 1973, (2021)

Office for Civil Rights, Supporting Students with Disabilities and Avoiding the
Discriminatory Use of Student Discipline under Section 504 of the
Rehabilitation Act of 1973, (2022)

UNDERSTANDING DISCIPLINARY REMOVALS

A disciplinary removal can occur when a student with a disability is removed from
or prevented from accessing some part of their educational program for reasons
related to the student's inappropriate or problem behavior. Suspension is a
common example of formal disciplinary removal; however, it is not the only
example. There are a variety of actions that an LEA might take that amount to
disciplinary removals under the IDEA and Section 504, including:

Issuing an out-of-school suspension or expulsion to the student
Issuing an in-school suspension to the student, unless all the following
occurred during that in-school suspension:
o The student was afforded the opportunity to continue to appropriately
participate in the general education curriculum,
o The student continued to receive the services specified on their IEP or
Section 504 plan,™ and
o The student continued to participate with nondisabled students to the
extent they would have in their current placement
Unilaterally limiting the student’s educational program due to behavior
concerns, such as shortening the student’s school day,'? barring the student
from attending a class on their schedule, or requiring the student to attend
school virtually
Placing conditions on whether the student will be allowed to attend school,
such as requiring the parent to be present with their student during the
school day or requiring the student to “earn” their way back into class by
demonstrating desired behavior
Preventing the student from participating in an available nonacademic
and/or extracurricular activity for reasons related to the student’s behavior
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https://sites.ed.gov/idea/files/qa-addressing-the-needs-of-children-with-disabilities-and-idea-discipline-provisions.pdf
https://sites.ed.gov/idea/files/qa-addressing-the-needs-of-children-with-disabilities-and-idea-discipline-provisions.pdf
https://www.schools.utah.gov/file/b4c8d012-067e-4b99-8497-85c36c375256
https://www.schools.utah.gov/file/b4c8d012-067e-4b99-8497-85c36c375256
https://www2.ed.gov/about/offices/list/ocr/docs/504-discipline-guidance.pdf
https://www2.ed.gov/about/offices/list/ocr/docs/504-discipline-guidance.pdf
https://www2.ed.gov/about/offices/list/ocr/docs/504-discipline-guidance.pdf

e Suspending a student with an IEP or Section 504 Plan that includes
transportation as a related service from riding the school bus

e Conducting a disciplinary transfer of the student to an alternative setting

o Referring the student to law enforcement, including referrals that result in
school-related arrest

Note that an in-school suspension
referred to by an alternative name
m may still be regarded as an in-
school suspension under the IDEA's
and Section 504's discipline
C).\ provisions. Some LEAs may have
e, spaces that are utilized by staff in

the same way as in-school
suspension under different names

|

(e.g., “Think Time Room” or

“Calming Corner”, etc.). It is the
function of the disciplinary removal and its impact on the student’s access to their
educational program that determines whether it is an in-school suspension, not the
name given to the room by the LEA. Similarly, some LEAs assign these types of names to
spaces that function as seclusion rooms. Seclusionary time out is not an acceptable
form of school discipline and should not be equated to an in-school suspension.

A disciplinary removal may be for a partial or full day; however, partial day
removals may be equivalent to a full day under the IDEA and Section 504. The IDEA
defines a school day as “any day, including a partial day, that children are in
attendance at school for instructional purposes. School day has the same meaning
for all children in school, including children with and without disabilities.”'* Section
504 guidance does not specify the length of a school day, but similarly states that
“students with disabilities are entitled to an entire school day that is as long as the
school day for students without disabilities.” LEAs must carefully track how many
school days (including partial days) the student with a disability has been subjected
to short-term and/or long-term disciplinary removals and should properly
document all such removals in their student information system (SIS).
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SHORT-TERM DISCIPLINARY REMOVALS

OSERS defines a short-term disciplinary removal as follows: “Short-term disciplinary
removal, although not defined in IDEA and its implementing regulations, means the
removal of a child from their educational placement for 10 consecutive school days
or less.”™ LEAs are permitted to issue the same sorts of short-term disciplinary
removals to students with disabilities as they do to students without disabilities
within the following limitations:

“School personnel may remove a student with a disability who violates a
code of student conduct from the student’s current placement to an
appropriate interim alternative educational setting (IAES), another setting,
or suspension, for not more than ten consecutive school days (to the
extent those alternatives are applied to students without disabilities), and
for additional removals of not more than ten consecutive school days in
that same school year for separate incidents of misconduct, as long as
those removals do not constitute a change of placement because of
disciplinary removal as set forth in 34 CFR § 300.536 and these [SpEd]
Rules V.D."">

In other words, an LEA may issue short-term disciplinary removals for students with
disabilities in the same manner that they do for students without disabilities.
However, it is critical that the LEA maintain a record of all removals, short-term or
otherwise. Whether a given removal is considered “short-term” is not solely
determined by the length of that removal. As noted above, partial school days may
be considered equivalent to whole school days. The LEA must also consider how
many days in the school year the student has already been removed and whether a
pattern exists between past and present removals. It is possible for a single day of
suspension to move a student’s overall discipline status from “short-term” to “long-
term,” thus resulting in a disciplinary change of placement.
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DISCIPLINARY CHANGE IN PLACEMENT/SIGNIFICANT CHANGE IN
PLACEMENT

OSERS defines a long-term
disciplinary removal as follows:

CEEALY Long-term disciplinary removal,

although not defined in IDEA
and its implementing
regulations, as currently defined
for purposes of discipline data
collected under IDEA sections
616 and 618, mean suspensions

and expulsions of children with
disabilities for more than ten school days in a school year.”"® When an LEA subjects
a student to long-term disciplinary action that removes the student from, denies
access to, or significantly changes the student’s educational program due to
behavior concerns for more than 10 school days, a change in that student’s
placement occurs. The term for this type of change of placement is referred to as a
disciplinary change in placement for students served under the IDEA and is
considered a significant change in placement for students served under Section 504.
This type of change of placement can occur in one of two ways:

1. Asingle disciplinary removal that exceeds 10 consecutive school days in the
school year

2. Aseries of disciplinary removals (that cumulatively exceed 10 total school
days in the school year) that constitutes a pattern

As with short-term disciplinary removals, partial school days may be considered
equivalent to whole school days.

PATTERN OF DISCIPLINARY REMOVALS

A pattern of removals occurs because of all the following factors: 7

1. Because the series of removals totals more than 10 school days in a school
year
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2. Because the student’s behavior is substantially similar to the student's
behavior in previous incidents that resulted in the series of removals

3. Because of such additional factors as the length of each removal, the total
amount of time the student has been removed, and the proximity of the
removals to one another

When evaluating whether a series of removals constitutes a pattern, the above
criteria apply to all students with disabilities served under the IDEA and/or Section
504. The LEA determines on a case-by-case basis whether a pattern of removals
constitutes a change of placement. “This determination is subject to review through
due process and judicial proceedings.”"®

IDEA REQUIREMENTS WHEN A DISCIPLINARY CHANGE IN
PLACEMENT OCCURS

On the same day that an LEA makes a decision that results in a disciplinary change
of placement for a student with a disability served under the IDEA, the LEA must do
two things:™

1. Notify the parent(s) or student who is an adult of that decision and
2. Provide the parent(s) or student who is an adult the copy of the procedural
safeguards notice

Within 10 school days of the LEA’s decision that results in a disciplinary change of
placement for a student served under the IDEA, the LEA must hold a manifestation
determination review (MDR) meeting.
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504 REQUIREMENTS PRIOR TO A SIGNIFICANT CHANGE IN
PLACEMENT FOR DISCIPLINE

Under Section 504, an LEA may not
significantly change the placement of
a student with a disability for reasons
related to discipline until it has
convened the MDR team.?° This

requirement is different from that of

the IDEA. The LEA is also required to

provide notice to the parent before
D taking action regarding evaluation or
placement, including a significant
change in placement.

%Fj

OTHER CHANGES IN PLACEMENT

The IEP or Section 504 team may convene at any time to make changes to the
student’s IEP or Section 504 Plan to address the student’s behavior. If the parent (or
student who is an adult) and the rest of the team agree to a different educational
placement to better implement the student’s IEP or Section 504 Plan, this is not
considered a disciplinary change in placement.

SERVICES DURING DISCIPLINARY REMOVALS

LEAs are responsible for providing services to students with disabilities during
disciplinary removals under certain circumstances. The IDEA provides very specific
requirements for how and when such services must be provided. Those
requirements are outlined below. Where available, specific requirements under
Section 504 are also included.

SERVICES UP TO 10 SCHOOL DAYS OF REMOVAL

Under the IDEA,?" during the first 10 total school days of a removal in a school year
for a given student, the LEA is not required to provide the services on the student’s
IEP or Section 504 Plan unless it provides services to students without disabilities
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who are similarly removed.?? However, LEAs may wish to provide services during
short-term removals to support the student in continuing to access the general
curriculum, make progress towards their IEP goals, and maintain positive
connections with teachers and other school staff. The LEA must include information
about the availability of services during short-term removals in its procedural
safeguards.?

These first 10 school days of removal should never be characterized as “FAPE-free
days.” This language incorrectly suggests that the team can disregard the student’s
right to a FAPE during short-term disciplinary removals.?* In fact, IEP and Section
504 Plan teams have an obligation to meet the behavioral needs of students with
disabilities and ensure each student is still able to access a FAPE. During short-term
disciplinary removals, teams should take the opportunity to consider whether the
supports in the student’s IEP or Section 504 Plan are adequate, whether all
members of the student’s team are implementing the student’s IEP or Section 504
Plan correctly and consistently, and what additional support may be needed.
Questions to consider might include:

e What skills could the team teach the student that, if learned, might prevent
similar disciplinary removals in the future?

e What supports does the student's IEP or Section 504 Plan offer regarding the
behavior that resulted in this removal? Are supports adequate or should the
team consider changes?

e Are universal/Tier 1 behavioral supports in place in the student’s
classroom(s) and accessible to the student? If not, what changes need to be
made?

e Has the team completed an FBA with this student?

o If so, are the student’s behavioral supports congruent with the
function of the behavior determined by the FBA?
o If not, should the team consider completing an FBA?
e Has the team developed a BIP for this student?
o If so, is the BIP being implemented consistently and does the team
have fidelity data to establish that?
= |f so, how might the BIP be modified to make it more effective?
» |f not, which team members need support with implementation
and how will that be provided?
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o If not, should the team consider developing a BIP? Has the team
completed a current FBA with the student to inform the development
of a BIP?

SERVICES PAST 10 SCHOOL DAYS OF REMOVAL WITH NO
CHANGE IN PLACEMENT

If a student is removed for more
than 10 total school days in a
school year, the LEA has an
obligation to provide services
beginning on the 11" school day
of removal even if the LEA
determines that the removal is
not a change of placement. In this
situation, school personnel, in

consultation with at least one of
the student’s teachers, must determine the extent to which services are needed so
that the student can:

1. Continue to participate in the general education curriculum, although in
another setting, and
2. Progress toward meeting the goals set out in the student’s IEP?°

SERVICES PAST 10 SCHOOL DAYS OF REMOVAL WHEN A CHANGE
IN PLACEMENT HAS OCCURRED

Under the IDEA, if the current removal constitutes a disciplinary change in
placement as described above, the student’s IEP team must determine appropriate
services to be provided during the removal. These services may be provided in an
interim alternative educational setting. In considering services, the IEP team must
ensure that the student:?

1. Continues to receive educational services so as to enable the student to
continue to participate in the general education curriculum, although in
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another setting, and to progress toward meeting the goals set out in the
student’s IEP; and

2. Receives, as appropriate, an FBA, and behavior intervention services and
modifications that are designed to address the behavior violation so that it
does not recur

Under Section 504, “if a student’s return to school involves a significant change in
placement, Section 504 requires the school to which the student is returning to
conduct an evaluation and determine the student's appropriate placement,
including the individualized behavioral supports needed to address the student’s
disability-based behavior. . . The evaluation could include an FBA, as appropriate,
used to develop a BIP."%’

SERVICES REQUIRED IF THE BEHAVIOR IS NOT A MANIFESTATION
OF THE STUDENT'S DISABILITY

Under the IDEA, services must be provided to the student with a disability when a
disciplinary change of placement occurs, regardless of whether the behavior that
gave rise to the disciplinary removal was a manifestation of the student’s disability
or not (as determined in the MDR). Services in this case may be provided in an
interim alternative education setting (IAES).

Under Section 504, if the behavior that resulted in the disciplinary removal is not a
manifestation of the student's disability, the LEA is not required to provide services
during the removal unless it provides services to students without disabilities under
similar circumstances.

SERVICES PROVIDED IN AN INTERIM ALTERNATIVE EDUCATIONAL
SETTING

An Interim Alternative Educational Setting (IAES) is “an appropriate setting
determined by the child's IEP Team or a hearing officer in which the [student] is
placed for no more than 45 school days.”?® The IEP team determines the IAES for
services. An |IAES may be considered if: #

e The behavior that gives rise to the removal is not a manifestation of the
student’s disability
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e The removal constitutes a change of placement
e The behavior falls under special circumstances

A student may also be placed in an IAES as the result of a due process hearing. If
the LEA believes maintaining the student’s current placement is substantially likely
to result in injury to the student or others, the LEA may file a due process complaint
and request for hearing. If the hearing officer agrees with the LEA, the student may
be placed in an appropriate IAES for not more than 45 school days.

Even when services are provided in an IAES, the IEP team must ensure the student’s
right to be educated in their LRE is upheld. The team must select an appropriate
IAES along the LEA’s continuum of alternative placements which is not
inappropriately restrictive for the student’s needs.

Section 504 does not address the provision of services in an IAES. However, OCR
has indicated that that placement in an IAES can be an appropriate response under
Section 504.3°

MANIFESTATION DETERMINATION REVIEW

A manifestation determination review (MDR) is the process for determining
whether the student’s inappropriate or problem behavior that resulted in
disciplinary removal is related to the student's disability in some way. If this is the
case, then the behavior is said to be a manifestation of the student’s disability. The
outcome of the MDR determines the extent to which an LEA can issue disciplinary
removals which may change the student’s placement because of behavior that
violates the school's code of conduct.

DEFINITIONS AND REQUIRED TIMELINES FOR MDR MEETINGS

Though the purpose of the MDR is the same across the IDEA and Section 504, they
define MDR in slightly different ways. They also hold different requirements for
when the LEA must convene the MDR team and whether the meeting must occur
before or after the disciplinary removal resulting in a change of placement.
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DEFINITION OF MDR

IDEA Section 504

“The decision as to whether the
conduct in question was caused by, or
had a direct and substantial
relationship to, the child’s disability; or
if the conduct in question was the
direct result of the LEA's failure to
implement the child’s IEP, including a
BIP if required by the IEP.”*"

“An evaluation...[required] prior to a
significant change in placement due to
a disciplinary removal, to determine
whether a student's behavior was
caused by, or had a direct and
substantial relationship to, the
student’s disability.”*?

REQUIRED TIMELINE FOR MDR MEETING

IDEA Section 504

The LEA has ten school days to
convene the MDR team after the LEA
makes the decision to impose the
disciplinary removal that will constitute
a change of placement.

The LEA must convene the MDR team
to conduct its required evaluation prior
to any disciplinary action that
constitutes a significant change in
placement.3*

CONDUCTING THE MDR MEETING

The purpose of the MDR meeting is to determine whether the student’s behavior is
related in some way to the student’s disability. Under the IDEA and Section 504,
these processes are similar but not identical; differences in process are outlined in
the comparison tables below. However, in either case, the team must determine
the answer to both of the following questions:

1) Was the behavior caused by, or had a direct and substantial relationship to,

the student’s disability?
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2) Was the behavior the direct result of the LEA’s failure to implement the
student’s IEP or 504 Plan, including a BIP when applicable?

If the answer to either of the questions above is yes, the team must find that the
student’s behavior is a manifestation of their disability. This determination must be
made on an individualized basis with data to support the team’s conclusion; it may
not be based on assumptions or generalizations about the student or the student's
disability. Teams may not predetermine the outcome of the MDR prior to the
meeting and must consider input from the parent (or student who is an adult)
during the meeting.

The MDR team does not make decisions about whether a student’s behavior
violated the LEA's code of conduct or not, or what the disciplinary response ought
to be. Those decisions are made by school administrators in the same way they
make decisions about behavioral incidents and disciplinary responses for students
without disabilities.
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REQUIRED PARTICIPANTS

IDEA Section 504

The LEA, parent, and relevant A group of persons who are
members of the student’s IEP Team (as knowledgeable about the child, the
determined by the parent and the meaning of the evaluation data,
LEA). placement options, least restrictive

environment requirements, and
comparable facilities.

INFORMATION TO REVIEW

IDEA Section 504

All relevant information in the Relevant information to review from a
student's file, including the student's variety of sources sufficient to enable
IEP and any BIP, any teacher to the team to make a determination.

observations, and any relevant
information provided by the parent.

RESPONSE IF THE BEHAVIOR IS A MANIFESTATION OF THE
STUDENT'S DISABILITY

If the team determines the behavior is a manifestation of the student’s disability,
they are obligated to take additional steps to consider and/or address the student’s
behavior support needs as part of the student’s IEP or Section 504 Plan. The team
must also address the student’s placement. The specific requirements for these two
required actions vary depending on whether the student is served under the IDEA
or Section 504.
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ADDRESS THE STUDENT'S BEHAVIOR SUPPORT NEEDS

IDEA Section 504

Conduct an FBA (unless the LEA had
conducted an FBA before the behavior
that resulted in the change of
placement occurred) and implement a
BIP for the student; or

If a BIP has already been developed,
review the BIP, and modify it, as
necessary, to address the behavior.

ADDRESS THE STUDENT' S PLACEMENT

Determine whether additional
assessment, including behavioral
assessment, may be necessary.®

If behavioral assessment is deemed
necessary, consider using the
information to develop and implement
a BIP.

Cannot take any disciplinary action
that would exclude the student based
on their disability.3¢

IDEA

Unless the misconduct falls under the
definition of special circumstances, the
student must be returned to the
placement from which they were
removed, unless the parent or student
who is an adult and the LEA agree to a
change of placement as part of the
modification of the BIP.

Section 504

The MDR must be held prior to any
decision to significantly change the
placement of a student with a
disability. The MDR team should
determine if the student’s current
placement is appropriate and if any
changes to services or supports need
to be made to ensure FAPE.

RESPONSE IF THE BEHAVIOR IS NOT A MANIFESTATION OF THE

STUDENT'S DISABILITY

If the team determines the behavior is not a manifestation of the student’s
disability, they may impose the same disciplinary action on the student with a
disability as they would on students without disabilities. However, under the IDEA,
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students with disabilities remain entitled to a FAPE in a setting determined by the
IEP team. The LEA must always ensure nondiscriminatory administration of school
discipline, so this disciplinary action must not be more punitive or exclusionary for
the student with a disability than it would be for a student without a disability for
similar behavior. IDEA and Section 504 have different requirements for providing
services to the student during a removal for a behavior determined not to be a
manifestation of the student’s disability.

IDEA Section 504

School personnel may apply the School can discipline student as it
relevant disciplinary procedures to the proposed as long as it does so in the
student with a disability in the same same manner that it disciplines other

manner and for the same duration as students without disabilities.3”
the procedures would be applied to a

] T Educational services are not required
student without a disability.

to be provided if these services are not

After the tenth school day of removal provided for students without

that constitutes a change in placement, disabilities unless student is also IDEA-
the LEA must provide services to the eligible.3®

student.

SPECIAL CIRCUMSTANCES

The IDEA outlines several special circumstances in which an LEA may impose an
extended disciplinary removal for a student with a disability. School personnel may
remove a student to an IAES for not more than 45 school days, without regard to
whether the behavior is determined to be a manifestation of the student’s
disability, if the student:*°

a. Carries a weapon to or possesses a weapon at school, on school premises, or
to or at a school function under the jurisdiction of an LEA,

b. Knowingly possesses or uses illegal drugs, or sells or solicits the sale of a
controlled substance, while at school, on school premises, or at a school
function under the jurisdiction of an LEA, or

c. Has inflicted serious bodily injury upon another person while at school, on
school premises, or at a school function under the jurisdiction of an LEA.
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The following definitions are used when considering the above special
circumstances:*

e Controlled substance means a drug or other substance that cannot be
distributed without a prescription, identified under schedules I, 11, 1ll, IV, or V
in section 202(c) of the Controlled Substances Act.*'

o Illegal drug means a controlled substance but does not include a drug
controlled, possessed, or used under the supervision of a licensed healthcare
professional or one legally possessed or used under the Controlled
Substances Act or under any other provision of federal law.*?

e Serious bodily injury means bodily injury that involves a substantial risk of
death, extreme physical pain, protracted and obvious disfigurement, or
protracted loss or impairment of the function of a bodily member, organ, or
mental faculty.*® Serious bodily injury does not include a cut, abrasion,
bruise, burn, disfigurement, physical pain, illness, or impairment of the
function of a bodily member, organ or mental faculty that is temporary.*

e Weapon means a weapon, device, instrument, material, or substance,
animate or inanimate, that is used for or is readily capable of, causing death
or serious bodily injury, except that such term does not include a pocketknife
with a blade of less than 2.5 inches.*

Section 504 does not explicitly outline similar provisions for a removal to an IAES.

PROTECTION FORSTUDENTS NOT YET ELIGIBLE FOR SPECIAL
EDUCATION

IDEA REQUIREMENTS IF THE LEA HAS KNOWLEDGE OF THE
STUDENT'S DISABILITY

If an LEA “has knowledge that the student was a student with a disability before the
behavior that precipitated the disciplinary action occurred,”#® that student or their
parent may assert IDEA's disciplinary protections. An LEA must be deemed to have
such knowledge if any of the following occurred prior to the behavior at issue:*’

a. The parent(s) of the student (or student who is an adult) expressed concern
in writing to supervisory or administrative personnel of the appropriate LEA,
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or a teacher of the student, that the student is in need of special education
and related services;

b. The parent(s) of the student (or student who is an adult) requested an
evaluation of the student; or

c. The teacher of the student, or other personnel of the LEA, expressed specific
concerns about a pattern of behavior demonstrated by the student directly
to the director of special education of the LEA or to other supervisory
personnel

If an LEA has knowledge that the student in question has a disability, it is
responsible for ensuring the student’s IDEA rights are upheld with respect to
disciplinary actions. Depending on the nature of the disciplinary removal, this may
mean that the LEA is responsible for timely convening an MDR team to determine if
the student’s behavior is a manifestation of their disability. This may be challenging
if the team has not yet established the student’s eligibility. However, the IDEA does
not permit exceptions or postponement of an MDR in this circumstance. The LEA
may seek to expedite the student’s evaluation; however, if this is not possible,
recent guidance from OSERS suggests the following:

“1If] the LEA cannot conduct or finish the evaluation before the timeline
for conductinga manifestation determination review..the group would
likely consider the information that served as the LEA’s basis of knowledge
that the [student] may be a [student] with a disability under IDEA, such as
concerns expressed by a parent, a teacher, or other LEA personnel,
including any pattern of behavior demonstrated by the [student], the
[student]’s suspected disability, and the relationship of the [student]’s
behavior to the suspected disability. Based upon its review and
consideration of the available information, the group would determine
whether the conduct in question was caused by, or had a direct and

substantial relationship to, the [student]’s suspected disability.”*®

IDEA REQUIREMENTS IF THE LEA DOES NOT HAVE KNOW LEDGE
OF THE STUDENT'S DISABILITY

An LEA would not be deemed to have knowledge that the student has a disability
if:4°
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a. The parent(s) of the student (or the student who is an adult) has not allowed
an evaluation of the student or has refused services under this part; or

b. The student has been evaluated in accordance with and determined to not
be a student with a disability under Part B of the IDEA.

In this case, the LEA may apply the same disciplinary measure(s) that it would use
for students without disabilities in response to similar behaviors. If the student is
referred for an evaluation for special education while the disciplinary measure (e.g.,
removal) is ongoing, this evaluation must be expedited and the following
requirements apply:*°

(1) Until the evaluation is completed, the student remains in the educational
placement determined by school authorities, which can include suspension or
expulsion without educational services.

(2) If the student is determined to be a student with a disability, taking into
consideration information from the evaluation conducted by the LEA and
information provided by the parent(s) or student who is an adult, the LEA must
provide special education and related services.

SECTION 504 PROTECTIONS FOR STUDENTS NOT YET ELICIBLE

Section 504 does not specifically address disciplinary protection for a student not
yet determined eligible when the LEA has knowledge of their disability. However, it
is prudent for LEASs to follow the IDEA’s standards (i.e., how an LEA must be deemed
to have knowledge of a student’s disability, as outlined above) for students who are
not yet eligible under Section 504. OCR has previously characterized the IDEA’s
standards in in this area as the “current standards under disability law."*
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[DISCIPLINARY ACTIONS AND [DEA DISPUTE RESOLUTION OPTIONS

In the event of a disagreement that relates to
a disciplinary measure, the parent (or
student who is an adult) and the LEA have
several dispute resolution options available
to them. A comprehensive summary of these
options is outside the scope of this manual.
However, several key concepts related to
discipline and dispute resolution are
discussed briefly below. For more
information, see SpEd Rules V.H, V.I, and

V.).52

STAY-PUT PROVISION

During the pendency of any administrative or judicial proceeding regarding a
request for a due process regarding a student eligible for special education, the
student involved in the complaint must remain in the student’s current educational
placement (as described in the student’s IEP at the time of the dispute) unless the
LEA and the parent (or student who is an adult) agree otherwise.>? This is commonly
referred to as the stay-put or pendency provision of the IDEA. This provision also
applies to a student not yet eligible for special education if the LEA had knowledge
of the student’s disability.

BEHAVIORS “ SUBSTANTIALLY LIKELY TO RESULT IN INJURY TO
THE STUDENT OR OTHERS"

An LEA that believes that maintaining the current placement of the student is
“substantially likely to result in injury to the student or others”>* may appeal the
team’s decision by filing a due process hearing complaint. If the hearing officer
agrees with the LEA, the student may be placed in an appropriate IAES for not more
than 45 school days. The LEA may repeat this appeal if they continue to believe that
returning the student to their previous placement is still substantially likely to result
in injury to the student or others.>>
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EXPEDITED DUE PROCESS HEARING

For disputes that involve school discipline and a student with a disability, given the
time-sensitive nature of these disputes, the IDEA allows for a due process hearing
to be expedited.

FREQUENTLY ASKED QUESTIONS

In July 2022, OSERS released comprehensive guidance regarding school discipline
and students with disabilities, including a document entitled Questions and Answers:
Addressing the Needs of Children with Disabilities and IDEA’s Discipline Provisions. Refer

to this document for answers to a variety of questions on the following topics:

Topic Pages
Obligations to Meet the Needs of Eligible Children with 5-8
Disabilities under IDEA

An Overview of IDEA’s Discipline Provisions 9-10
Change in Placement 11-16
Interim Alternative Educational Setting (IAES) 17-20
Special Circumstances 21-23
Manifestation Determination Review 24-27
IDEA’s Requirements for FBAs and BIPs 28-29
Provision of Services During Periods of Removal 30-31
Protections for Children Not Yet Determined Eligible for 32-37
Services under IDEA

Application of IDEA Discipline Protections in Certain Specific 38-42
Circumstances

Resolving Disagreements 43-46
State Oversight and Data Reporting Responsibilities 47-50
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APPENDIX A: GLOSSARY

Below is a glossary of key terms relevant to school-based behavior support:

ABC recording is a descriptive assessment procedure that involves observing the
student during their usual routines/activities and recording a narrative that
describes the inappropriate or problem behavior observed, the antecedents that
precede the inappropriate or problem behavior, and the consequences that follow
the inappropriate or problem behavior (see Chapters 4, 5, and 6).

Accountability practice means any evidence-based practice that increases
academic outcomes, as well as decreases behavior that disrupts the learning
environment and holds students accountable for their actions by requiring them to
take responsibility to repair harm and provide restitution when appropriate. Some
practices include adapting instruction to increase engagement, behavior plans, and
restorative practices.

Antecedent is an event or condition that reliably precedes a behavior (see Chapter
2).

Antecedent strategies are changes to the learning environment that happen
before a given behavior occurs (see Chapters 5 and 6).

Applied behavior analysis is “the science in which tactics derived from the
principles of behavior are applied systematically to improve socially significant
behavior and experimentation is used to identify the variables responsible for
behavior change” (see Chapters 1 and 2).

The baseline phase, as it relates to behavior data collection and progress
monitoring, is a scheduled period of data collection to measure the occurrence of
the behavior prior to the start of intervention (see Chapter 5).

Behavior is an “observable and measurable act of an individual” (see Chapter 2).

Behavior intervention plan, as defined in SpEd Rules, is a component of a
student’s educational program or IEP designed to address behaviors that interfere
with the student’s learning or that of others and behaviors that are inconsistent
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with school expectations, based on the results of a functional behavior assessment
(FBA). A BIP includes:

(1)

(2)

(3)

(4)

(5)

(6)

(7)
(8)

(9)

A description of the student’s strengths, interests, and reinforcer
preferences;

An operational definition of the inappropriate or problem behavior, written
clearly enough for an unfamiliar person to reliably measure the behavior's
occurrence;

A replacement behavior the team will teach the student which matches the
function of the inappropriate or problem behavior as determined by a
functional behavior assessment (FBA);

Descriptions of antecedent strategies used to reduce the occurrence of the
inappropriate or problem behavior and/or increase the occurrence of the
replacement behavior;

Descriptions of reinforcing consequence strategies used to reward
occurrences of the replacement behavior and/or other appropriate
alternative behaviors(s);

Description of the intervention effectiveness data to be used to monitor the
student’s progress, including the type of data that will be collected and a
schedule of ongoing collection and analysis of progress data;

The date the team will reconvene to review progress data;

The effective start date for the BIP and description of any necessary training
and/or materials needed to implement the plan with fidelity by the start
date;

Descriptions of reductive consequence strategies used in response to
occurrences of the inappropriate or problem behavior; and

(10) If applicable, any safety protocols necessary to protect the student and/or

others. Safety protocols must be immediately communicated to all team
members including substitute teachers (e.g., additional supervision in
specific routines, modified or alternative materials needed for safety) (see
Chapters 3, 5, 6, 7, and 8).

A behavioral/emotional crisis is a situation in which a person’s repertoire of
coping skills and/or capacity is overwhelmed, leading to less control over their

actions and escalation to a state in which their behavior poses a significant safety
risk to themselves and/or others (see Chapter 7).
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A behavior rating scale, as an indirect measure of a student’s behavior, estimates
a behavior's occurrence through rating the occurrence of one or more student
behaviors on a predefined continuum from low to high (see Chapter 5).

Behavioral threat assessment is a problem-solving approach to violence
prevention that involves assessment and intervention with students who have
threatened violence in some way (see Chapter 3).

Chemical restraint is the use of medication administered to a student (including
medications prescribed by the student’s physician) on an as needed basis for the
sole purpose of involuntarily limiting the student’s freedom of movement. Chemical
restraints are prohibited by the USBE for use in LEAs (see Chapter 7).

Classroom management is the use of planned strategies that establish an
organized and successful learning environment; promote academic excellence;
teach behavioral, social, and emotional (BSE) skills to all students (see Chapters 3, 4,
and 5); and prevent a pattern of behavior that interferes substantially and
materially with the instruction of other students in the classroom.

Classroom rules are the set of rules that link classroom and/or schoolwide
expectations to specific student behaviors in the classroom (see Chapter 4).

The coercion cycle is a power struggle that ends in the parent or teacher giving in
and the student getting out of the original request (see Chapter 2).

Comprehensive Emergency Safety Intervention Training means a training
required for key identified school employees that has the components described in
R277-608-4(2) (see Chapter 7).

The Comprehensive School Threat Assessment Guidelines (CSTAG) model is an
evidence-based model of school threat assessment that uses school-based multi-
disciplinary teams to take a problem-solving approach by identify students in need
of assistance before their conflicts escalate into violence (see Chapter 3).

The condition, as part of an IEP goal for behavior, is the context or environment in
which the target skill/behavior will be used. For goals related to inappropriate or
problem behavior, the condition might include routines, activities, situations,
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and/or times of day when the inappropriate or problem behavior is likely to occur
and/or the desired skill is likely to be needed (see Chapter 8).

A consequence is an event or condition (e.g., stimulus change) that immediately
follows a behavior (see Chapters 2 and 4).

Consequence strategies are immediate responses to a specific behavior.
Consequence strategies include reinforcement for a desired behavior as well as
punishment for a inappropriate or problem behavior (see Chapters 5 and 6).

Controlled presentation recording, as a direct measure of a student’s behavior, is
used to collect data about the percent of opportunities a student engages in a
specific behavior when given the opportunity (see Chapter 5).

Corporal punishment, as it relates to public education, is the intentional infliction
of physical pain upon the body of a student as a disciplinary measure. Corporal
punishment in schools is prohibited under Section 53G-8-302 of the Utah Code
Annotated (see Chapters 4 and 7).

The crisis cycle is a model of how an individual responds to acute distress. The
crisis cycle involves eight phases: baseline, catalyst, escalation begins, escalation
intensifies, crisis peak, de-escalation, exhaustion, and recovery (see Chapter 7).

Crisis de-escalation is the use of skilled verbal and non-verbal strategies that
prioritize establishing safety for all individuals involved in a behavioral crisis by
attempting to decrease emotional, physical, and/or mental stress for the individual
experiencing the crisis (see Chapters 6 and 7).

The criterion, as part of an IEP goal for behavior, specifies how the team will
measure progress or mastery of a behavior goal. For goals related to inappropriate
or problem behavior, the criterion might measure the student engaging in the
replacement behavior more frequently, more independently, in more difficult
situations, or across a wider range of settings (see Chapter 8).

Data collection means the process of gathering, measuring, and analyzing
information on observable and measurable behaviors (see Chapters 4 and 5).
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Direct measurement of a student’s behavior is any method of data collection that
measures a particular dimension of a behavior exactly without the use of estimates.
Direct measurement is sometimes referred to as event recording. Examples of
direct measurement include frequency, duration, latency, controlled presentation,
and permanent product data (see Chapters 5 and 6).

Disciplinary removal is a response to student inappropriate or problem behavior
in which the student is removed from or prevented from accessing some part of
their educational setting (see Chapters 3 and 8).

Duration recording, as a direct measure of a student’s behavior, is used to collect
data about the length of time a student engages in a specified behavior (see
Chapters 4 and 5).

Emergency safety intervention (ESI) is the use of seclusionary time out or
physical restraint when a student presents an immediate and significant threat to
self or others. An ESI is not for disciplinary purposes (see Chapters 6, 7, and 8).

An evidence-based intervention, as defined by the Elementary and Secondary
Education Act, is an intervention that is supported by strong evidence, moderate
evidence, promising evidence, or evidence that demonstrates a rationale (see
Chapter 5).

An evidence-based program or practice, as defined by Section 53G-8-211 of the
Utah Code Annotated, is a program or practice that has:

e Had multiple randomized control studies or a meta-analysis demonstrating
that the program or practice is effective for a specific population;

e Been rated as effective by a standardized program evaluation tool; or

e Been approved by the state board (see Chapter 7).

Fading is the gradual elimination of cues and prompts (including reminders or
suggestions) that are used to help a student engage in a desired behavior (see
Chapter 5).

Fidelity refers to how well a given practice or intervention is implemented as
planned (see Chapters 4 and 6).
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Foundational Behavior Support Training means a training required for all school
employees who supervise students, or may be asked to assist in managing a
student’s behavior that has the components described in R277-608-4(1) (see
Chapter 7).

Free appropriate public education (FAPE), as defined in the SpEd Rules, means
special education and related services that:

(A) Have been provided at public expense, under public supervision and
direction, and without charge;

(B) Meet the standards of the State education agency;

(C) Include an appropriate preschool, elementary school, or secondary school
education in the State involved; and

(D) Are provided in conformity with an individualized education program that
meets the requirements of Part B of the IDEA and the SpEd Rules (see
Chapter 8).

Frequency recording, as a direct measure of a student’s behavior, is used to
collect data about the precise number of times a student engages in a specific
behavior across a given period of time (see Chapters 4 and 5).

Functional Behavior Assessment (FBA), as defined in the SpEd Rules, is a
systematic process used to understand the function and purpose of a student’s
specific, interfering behavior and factors that contribute to the behavior’s
occurrence and non-occurrence for the purpose of developing effective positive
behavioral interventions, supports, and other strategies to mitigate or eliminate the
interfering behavior.

a. FBA must involve direct observation of the student engaging in the
inappropriate or problem behavior, with descriptive information recorded
about the behavior, its antecedents, and its consequences. FBA may also
involve methods of indirect assessment, including:

(1) Interview measures designed to yield information about the
function of the student’s inappropriate or problem behavior
conducted with the parent(s), teacher(s), related service providers,
other school staff familiar with the student's behaviors, and/or the
student;
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(2) Checklist measures designed to yield information about the
function of the student’s inappropriate or problem behavior
conducted with the parent(s), teacher(s), related service providers,
other school staff familiar with the student's behaviors, and/or the
student; and

(3) Review of relevant student records regarding patterns of behavior,
previous interventions, and/or other information which may be
analyzed to develop a hypothesis about the function of the
inappropriate or problem behavior.

b. FBA should produce four main results:

(1) Baseline data on the inappropriate or problem behavior's
occurrence using an appropriate quantitative measure such as
frequency, duration, latency, percent of opportunities, and/or rating
scale.

(2) Data gathered from direct observation (and, if applicable, indirect
assessment) that includes:

(a) An operational definition of the inappropriate or problem
behavior, written clearly enough for an unfamiliar person to
reliably measure the behavior's occurrence,

(b) Descriptions of the antecedent events that reliably precede
the inappropriate or problem behavior,

(c) Descriptions of the consequent events that reliably follow the
behavior.

(3) Description of the possible function(s) of the inappropriate or
problem behavior determined by analyzing all information obtained
during the assessment

(4) A hypothesis statement summarizing the following features of the
inappropriate or problem behavior: 1) antecedents, 2) operational
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definition of the inappropriate or problem behavior, 3) reinforcing
consequences, and 4) the function(s) maintaining the behavior

FBA should facilitate the development of a Behavior Intervention Plan (BIP) (see
Chapters 3, 4, 5, 6, and 8).

The function of behavior is the type of underlying need that a behavior meets for
the individual engaging in it. There are four functions of learned behavior: escape,
attention, tangible, and sensory/automatic (see Chapters 2 and 6).

Hypothesis/summary statement, as used in an FBA, is a summary of the team'’s
“best guess” regarding the reason(s) for the inappropriate or problem behavior. It
contains a description of the antecedent conditions that may trigger the
inappropriate or problem behavior, a description of the inappropriate or problem
behavior, and the consequences and maintaining functions of the inappropriate or
problem behavior (see Chapter 6).

Immediate and significant threat is the imminent risk of physical violence
towards self or others or other physical behaviors, which are likely to cause the
imminent risk of substantial or serious bodily injury (see Chapter 7).

Inclusion as defined by the Utah State Board of Education means “ensuring that
students are accepted and valued as members of the school community with equal
opportunities to contribute by creating conditions for meaningful participation,
including students with a disability.” For students with disabilities, inclusion
supports student access to a free and appropriate public education.(see Chapter 2).

Indirect measurement of a student’s behavior is any method of data collection
that estimates a particular dimension of a behavior rather than measuring it
directly. Examples of indirect measurement include interval recording and behavior
rating scales (see Chapters 5 and 6).

Individualized Education Program (IEP), as defined by the SpEd Rules, means a
written statement for a student with a disability that is developed, reviewed, and
revised in accordance with Part B of the IDEA and the SpEd Rules (see Chapters 5, 7,
and 8).
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IEP team, as defined by the SpEd Rules means a group of individuals that is
responsible for developing, reviewing, or revising an IEP for a student with a
disability. The required team members are the parent of the student or student
who is an adult, and LEA representative, not less than one general education
teacher of the student (if the student is, or may be, participating in the general
education environment), not less than one special education teacher of the student
or, where appropriate, not less than one special education provider of the student,
and a person who can interpret the instructional implications of evaluation results,
who may be a member of the team listed above. For students of postsecondary
transition age, the student must be invited to attend (34 CFR § 300.321) (see
Chapter 8).

Interim alternative educational setting (IAES), as defined by the SpEd Rules is an
appropriate setting determined by the student’s IEP Team or a hearing officer in
which the student is placed for no more than 45 school days. This setting enables
the student to continue to receive educational services so as to enable them to
participate in the general education curriculum (although in another setting) and
progress toward meeting the goals set out in the IEP. As appropriate, the setting
includes provision of an FBA, and behavioral intervention services and
modifications to address the behavior violation so that it does not recur (see
Chapter 8).

The intervention phase, as it relates to behavior data collection and progress
monitoring, is ongoing data collection that occurs during the time a behavior
intervention is being implemented to measure the student’s response to the
behavior intervention. Data collected in the intervention phase can be compared to
data collected in the baseline phase to determine the effect of the intervention on
the student’s behavior (see Chapter 5).

Interval recording, as an indirect measure of a student’s behavior, estimates a
behavior's percent of occurrence through recording the occurrence or
nonoccurrence of a behavior across a series of short, equal intervals of time. There
are three methods of interval recording: whole interval recording, partial interval
recording, and momentary time sampling (see Chapter 5).
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Latency recording, as a direct measure of a student’s behavior, is used to collect
data about the amount of time that lapses between the presentation of an
antecedent and the time the student begins to engage in a particular behavior (see
Chapter 5).

Least restrictive environment, as defined by the SpEd Rules means that, to the
maximum extent appropriate, students with disabilities, including students in
public or private institutions or other care facilities, are educated with students who
are not disabled. Special classes, separate schooling, or other removal of students
with disabilities from the regular educational environment occurs only if the nature
or severity of the disability is such that education in regular classes with the use of
supplementary aids and services cannot be achieved satisfactorily (see Chapter 8).

Manifestation determination review (IDEA), as defined by the Office of Special
Education and Rehabilitative Services, and with regard to a student with a disability
served under the IDEA, is the decision as to whether the conduct in question was
caused by, or had a direct and substantial relationship to, the child’s disability; or if
the conduct in question was the direct result of the LEA's failure to implement the
child’s IEP, including a BIP if required by the IEP (see Chapter 8).

Manifestation determination review (Section 504), as defined by the Office for
Civil Rights, and with regard to a student with a disability served under Section 504
of the Rehabilitation Act of 1973, is an evaluation required prior to a significant
change in placement due to a disciplinary removal, to determine whether a
student’s behavior was caused by, or had a direct and substantial relationship to,
the student’s disability (see Chapter 8).

Mechanical restraint is the use of any device or equipment to restrict a student’s
freedom of movement. Mechanical restraints are prohibited by the USBE for use in
LEAs except for protective or stabilizing restraints as prescribed by an appropriate
medical or related services professional, restraints required by law (including
seatbelts or any other safety equipment when used to secure students during
transportation), and any device used by a law enforcement officer in carrying out
law enforcement duties (see Chapter 7).
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Momentary time sampling, as a type of interval recording and indirect measure
of a student’s behavior, estimates a behavior’s percent of occurrence through
recording the occurrence or nonoccurrence of a behavior across a series of short
time intervals. Occurrence is only recorded for an interval if the student is engaged
in the behavior at the end of the interval (see Chapter 5).

A multi-disciplinary team, as it relates to behavior support in a public education
setting, is a group of individuals from multiple disciplines who meet to:

e Pursue the common goal of evaluating and responding to the academic,
social, emotional, physical, and behavioral needs of a student or group of
students; and

e Create individualized strategies and interventions to address identified needs
(see Chapters 2, 5, 6, and 7).

Multi-tiered systems of support (MTSS), as defined by the SpEd Rules, is a
comprehensive continuum or framework for implementing systemic, evidence-
based practices to maximize student achievement in academics and behavior in
preparation for and leading to college and career readiness. The MTSS model
includes Universal (Tier 1), Targeted (Tier 2), and Intensive (Tier 3) levels of support
(see Chapters 2, 3, and 5).

Negative punishment—See punishment.
Negative reinforcement—See reinforcement.

Norms, as they relate to classroom management, are the habits that become the
usual behaviors of a school setting (see Chapter 4).

An operational definition of a behavior is a measurable and observable
description of exactly what that behavior looks like when the individual engages in
it (see Chapter 5).

Partial interval recording, as a type of interval recording and indirect measure of
a student’s behavior, estimates a behavior’s percent of occurrence through
recording the occurrence or nonoccurrence of a behavior across a series of short
time intervals. Occurrence is recorded for an interval if the student engages in the
behavior at any time during the interval (see Chapter 5).

USBE LRBI Technical Assistance Manual (2025) | 227



Permanent product recording, as a direct measure of a student's behavior, is
used to collect data about a student’s behavior by measuring tangible artifacts
created by the behavior itself (see Chapter 5).

Physical escort is a temporary touching or holding of the hand, wrist, arm,
shoulder, or back for the purpose of guiding a student to another location. A
physical escort is less intrusive than a physical restraint and is not considered an
emergency safety intervention (see Chapter 7).

Physical prompt means physically guiding a student through the proper motions
to complete a task or demonstrate a skill. Physical prompting may be delivered as
part of special education and does not restrict, immobilize, or reduce the ability of
the student to freely move their torso, arms, legs, or head. Physical prompting is
not considered an emergency safety intervention (see Chapter 7).

Physical restraint is a personal restriction that immobilizes or reduces the ability
of a student to move the student’s torso, arms, legs, or head freely (see Chapter 6,
7).

Positive Behavioral Interventions and Supports (PBIS) is a framework that helps
schools to support social and behavioral learning for all students through evidence-
based teaching and prevention, with processes built in to efficiently get more
support to the students who need it (see Chapter 3).

Positive punishment—See punishment.
Positive reinforcement—See reinforcement.

Power struggle means an escalating dynamic between two people in which neither
wants to back down or relinquish control of the situation (see Chapter 2).

Precursor behaviors are behaviors that have been observed to precede a
particular inappropriate or problem behavior for an individual (see Chapter 6).

Present levels of academic achievement and functional performance (PLAAFP)
as defined by the SpEd Rules is a statement in the IEP that includes:
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(1) How the student’s disability affects the student’s involvement and progress
in the general education curriculum (i.e., the same grade-level curriculum
for students who are non-disabled); or

(2) For students in preschool, as appropriate, how the disability affects the
student’s participation in appropriate activities; and

(3) For students who are blind, the results obtained from a braille-related or
braille skills assessment (see Chapter 8).

Inappropriate or problem behaviors are behaviors that interfere with social
interactions, relationships, communication, and/or learning of a student, and/or
behaviors that may cause harm to a student, the student’s peers, or adults. It is
important to note that all unusual behaviors are inappropriate or problem
behaviors (see Chapters 2, 3,4, 5, 6, 7, and 8).

A problem-solving process for behavior instruction and support is a team-
based systematic approach to increase support for a student with behavior learning
needs. The problem-solving process includes seven steps: 1) define the
inappropriate or problem behavior, 2) analyze the inappropriate or problem
behavior, 3) choose a replacement behavior to teach, 4) plan and prepare
intervention, 5) implement intervention and collect intervention data, 6) analyze
data and reflect on student needs, and 7) continue or adapt intervention (see
Chapter 5).

Procedures are the expected steps to follow to complete common classroom tasks,
particularly during activities involving multiple steps, independent work completion,
or transitions between locations (see Chapter 4).

Punishment refers to a stimulus change that follows an individual's use of a
particular behavior and decreases the likelihood of that behavior occurring again in
the future. There are two types of punishment: positive punishment (the stimulus
change involves adding something unpleasant/undesired to the individual’s
environment following the behavior) and negative punishment (the stimulus
change involves removing something pleasant/desired from the individual's
environment following the behavior) (see Chapter 2).

Reinforcement refers to a stimulus change that follows an individual's use of a
particular behavior and increases the likelihood of that behavior occurring again in

USBE LRBI Technical Assistance Manual (2025) | 229



the future. There are two types of reinforcement: positive reinforcement (the
stimulus change involves adding something pleasant/desired to the individual's
environment following the behavior) and negative reinforcement (the stimulus
change involves removing something unpleasant/undesired from the individual's
environment following the behavior) (see Chapter 2 and 4).

Related services, as defined in the SpEd Rules, are transportation and such
developmental, corrective, and other supportive services as are required to assist a
student with a disability to benefit from special education, and include speech
language pathology and audiology services; interpreting services; psychological
services; physical and occupational therapy; recreation, including therapeutic
recreation; early identification and assessment of disabilities in students;
counseling services, including rehabilitation counseling; orientation and mobility
services; and medical services for diagnostic or evaluation purposes. Related
services also include school health services, school nurse services, social work
services in schools, and parent counseling and training (see Chapter 8).

A replacement behavior is a socially acceptable behavior which matches the
function of a student’s inappropriate or problem behavior and which the team will
teach the student to engage in instead of the inappropriate or problem behavior.
The replacement behavior must be something the student actively does, rather
than something the team would like the student to refrain from doing. The
replacement behavior must also be socially appropriate as well as age appropriate
and should not be embarrassing or unpleasant for the student in any way (see
Chapters 5, 6, and 8).

The safety protocol is a section of the BIP that outlines any requirements the
student needs to safely navigate their day. It may include specific steps for
responding to emergency situations (see Chapters 6 and 7).

Scatterplot recording is a visual data collection method that can highlight patterns
of behavior related to specific times of day, situations, or activities (see Chapter 6).

Schoolwide expectations are a description of desired characteristics of students,
staff, and the school environment (see Chapter 4).
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Seclusionary time out means placing a student in a safe enclosed area that is
purposely isolated from adults and peers and that the student is prevented from
leaving (or reasonably believes they will be prevented from leaving) (see Chapters 6,
7).

Serious bodily injury means bodily injury that involves a substantial risk of death,
extreme physical pain, protracted and obvious disfigurement, or protracted loss or
impairment of the function of a bodily member, organ, or mental faculty. Serious
bodily injury does not include a cut, abrasion, bruise, burn, disfigurement, physical
pain, illness, or impairment of the function of a bodily member, organ or mental
faculty that is temporary (see Chapter 8).

Shortened school day, as defined in the SpEd Rules, means a student’s school day
is reduced solely by school personnel in response to the student’s behavior for
disciplinary purposes, rather than the student’s behavior for disciplinary purposes,
rather than the student’s IEP Team or placement team, for that student to receive
FAPE (see Chapter 3).

Special education, as defined in the SpEd Rules, means specially designed
instruction, at no cost to the parent(s) or the student who is an adult, to meet the
unique needs of a student with a disability, including instruction conducted in the
classroom, in the home, in hospitals and institutions, and in other settings; and
instruction in physical education. The term includes speech language pathology
services and may include other related services, travel training, and applied
technology education, if they meet the definition of special education. Special
education services are services provided to the student, and do not include
consultation between teachers or monitoring a student’s grades or work
completion. At no cost means that all specially designed instruction is provided
without charge but does not preclude incidental fees that are normally charged to
students who are nondisabled or their parent(s) as part of the regular education
program (see Chapters 5 and 8).

Substantial bodily injury means bodily injury, not amounting to serious bodily
injury, that creates or causes protracted physical pain, temporary disfigurement, or
temporary loss or impairment of the function of any bodily member or organ (see
Chapter 7).
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The target skill/behavior, as part of an IEP goal for behavior, specifies what the
student will learn to do to achieve the goal. It should be age-appropriate, relevant
to the student’s needs, and socially acceptable (see Chapter 8).

Whole interval recording, as a type of interval recording and indirect measure of a
student’s behavior, estimates a behavior's percent of occurrence through recording
the occurrence or nonoccurrence of a behavior across a series of short time
intervals. Occurrence is only recorded for an interval if the student is engaged in
the behavior during the entire interval (see Chapter 5).
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o APPENDIX B: CLASSROOM MANAGEMENT SELF-ASSESSMENT

Directions: For each item, place a check mark in the corresponding box that most closely matches your current
implementation. After self-assessing, rate each item'’s priority level. Use these priority ratings to create an action

plan.
Steps to Support and Respond to Students’ Self-Assessment Priority for Action
Behavioral, Social, Coping, and Emotional Implementation Planning
Regulation Needs
Plan and Create a Positive Learning Space Fully Partially | Not At |Low Medium | High
All

1.1 design my classroom environment (e.g.,
layout, furniture, materials, visuals) intentionally
to be safe and welcoming for all students
(Chapter 4).

2.1 have clearly defined the expectations for
appropriate use of the various areas in my
classroom (e.g., art area, homework center,
calming corner) (Chapter 4).

3. | purposefully use unstructured time to meet
learning objectives and practice behavioral,
social, coping, and emotional regulation skills in a
time-efficient way (Chapter 4).

4. | define, post, and teach 3-5 positive classroom
rules collaboratively with students, and regularly
and frequently review them with all students
throughout the school year (Chapter 4)
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Steps to Support and Respond to Students’

Behavioral, Social, Coping, and Emotional

Self-Assessment Priority for Action

Implementation Planning

Regulation Needs
5. I regularly teach and re-teach procedures to all
students throughout the school year (Chapter 4).

Plan and Create a Positive Learning Space

Fully

Partially | Not At |Low Medium | High
All

6. | reward each student who follows the
classroom rules and procedures at regular
intervals throughout the day (Chapter 4)

7.1 use pre-planned consequence strategies
when a student does not follow a rule or
procedure (Chapter 4, Pg. 5).

8. 1 plan and provide instruction that is culturally
relevant, contextualized and designed for each
student’s individual needs, strengths, and
interests (Chapter 4).

9. | use explicit instruction and provide all
students frequent opportunities to respond,
question, and explain their thinking (Chapter 4).
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Steps to Support and Respond to Students'

Behavioral, Social, Coping, and Emotional
Regulation Needs

Proactively Teach Behavioral, Social, Coping,
and Emotional Regulation Skills

Self-Assessment
Implementation

Fully

Partially

Not At
All

Priority for Action
Planning

Low

Medium

High

1. I provide explicit instruction on behavioral,
social, coping, and emotional regulation skills,
with examples and non-examples of each skill
(e.g., demonstrating self-awareness and self-
advocacy by asking to take a break) (Chapter 4).

2. I monitor the use of behavioral, social, coping,
and/or emotional regulation skills using
proximity as a reminder for behavioral
expectations (Chapter 4).

3.l use attention signals and/or scripts to
support all students in following instructions
(Chapter 4).

4. | invite caregiver and family partnership
through purposeful and regular communication
(Chapter 4).

5. | provide specific praise to support behavioral,
social, coping, or emotional regulation skill
growth, utilizing a ratio of five or more specific
praise statements for every one specific

corrective statement (e.g., > 5:1 ratio) (Chapter 4).

6. | use positive response strategies to help all
students recognize when they have successfully
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used behavioral, social, coping, and/or emotional
regulation skills (Chapter 4).

7.1 use strategies that minimize reinforcement of
problem behaviors and instead reinforce
expected behaviors, making engaging in the
problem behavior less appealing (Chapter 4).

Steps to Support and Respond to Individual Self-Assessment Priority for Action

Student’s Needs Implementation Planning

Monitor Implementation Fidelity Fully Partially | Not At |Low Medium | High
All

1. I monitor implementation fidelity of classroom
practices and interventions to ensure that they
are used consistently, accurately, and skillfully
(Chapter 4).

2. | ensure that all adults in the classroom use a
common language for expectations, rules, and
procedures (Chapter 4).

3. linvite others to observe me in the classroom
setting and provide feedback on my use of
specific strategies (Chapter 4).

4. | update my practices based on data and
feedback (Chapter 4).
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Steps to Support and Respond to Individual Self-Assessment Priority for Action

Student’s Needs Implementation Planning

Respond to Student Needs Using Data and Fully Partially | Not At |Low Medium | High
Reflection All

1. 1 collect and review data to monitor student

progress (Chapter 4).

2. | use data purposefully to help answer
guestions about instructional practices and
interventions (Chapter 4).

3. I use data to guide my decisions about the
intensity and delivery of my classroom
management strategies (Chapter 4).

4. | ensure all students, including those served
under IDEA or Section 504, have equal access to
Tier 1 supports (Chapter 5).

5.1 assess and address classroom management
practices first when multiple students are
demonstrating ongoing problem behavior
(Chapter 5).
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