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Introduction to Document 
	

The Kansas Multi-Tier System of Supports Structuring Guides have been created to assist teams 
in documenting the structures necessary to begin the implementation of a Kansas Multi-Tier 
System of Supports (MTSS). This document may contain tools that are to be used in conjunction 
with content area-specific documents for reading, mathematics, behavior, and social-emotional 
content areas. All Kansas MTSS documents are aligned with the Kansas Multi-Tier System of 
Supports: Innovation Configuration Matrix (ICM), which describes the critical components of an 
MTSS and what each looks like when fully implemented, and the Kansas Multi-Tier System of 
Supports: Research Base, which provides a basic overview of the research support for an MTSS. 
	
	

www.ksdetasn.org/mtss 
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Introduction 
In Kansas, there is a belief that all children can learn. Fundamentally, every student 

should be challenged to achieve high standards, both academically and behaviorally. A systemic 
framework for ensuring that all students have this experience is referred to as Kansas Multi-Tier 
System of Supports (MTSS). Simply put, Kansas MTSS is a set of evidence-based practices 
implemented across a system to meet the needs of all learners. Horner and colleagues (2005) 
stressed the importance of supporting children both academically and behaviorally in order to 
enable them to reach their fullest learning potential. Kansas MTSS builds a system of prevention, 
early intervention, and support to ensure that all children learn. Additionally, Kansas MTSS 
establishes a system that intentionally focuses on leadership, professional development, and an 
empowering culture, in addition to a focus on student learning. 

Kansas MTSS incorporates a continuum of assessment, curriculum, and instruction. This 
systemic approach supports both struggling and advanced learners through the selection and 
implementation of increasingly intense evidence-based interventions in response to both 
academic and behavioral needs. A brief to help start this conversation is located at 
https://ksdetasn.org/resources/1266. Whether your program is implementing a single content or 
planning to integrate academic and behavior contents, it is essential that you begin with the 
System’s Guide and then the content guides. The Kansas MTSS framework establishes a Self- 
Correcting Feedback Loop that includes ongoing monitoring of the effectiveness of instruction to 
ensure that each Kansas student achieves high standards. 

Across the nation, schools use a variety of curricula, interventions, and methods to 
monitor student learning, both academically and socially. The goal of Kansas MTSS is to provide 
an integrated systemic approach to meet the needs of all students. To achieve this, resources must 
be used in an effective and efficient way. While Kansas MTSS does not necessarily require 
additional resources or adding to existing practices, it does involve evaluating current practices 
to identify those that yield evidence of effectiveness, address areas that are missing, and replace 
ineffective or inefficient approaches with those that are supported by research and/or evidence. 
Kansas MTSS is a guiding framework for school improvement and accreditation activities to 
address the academic and behavioral achievement of all students. 
KESA Connections 

Working with Kansas MTSS to create or refine a tiered framework for Social, Emotional and 
Behavioral development directly connects to the 5 R’s of your KESA Goals: 

● Results – Social emotional factors measured locally, individual plans of study, and post- 
secondary success, high school graduation

● Relationships – Staff, students, families, and community
● Relevance – Curriculum, instruction, and student engagement
● Responsive Culture – Leadership, early childhood, and district climate
● Rigor – Professional learning and data 
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Additionally, KESA requires districts to create district leadership teams, building 
leadership teams and collaborative teams or professional learning communities to analyze data, 
make instructional decisions, and plan for progress towards the results. The shared and 
distributed leadership that these teams establish is inherent in the leadership components of the 
Kansas MTSS as well. 
Introduction to Social Emotional and Behavior 

The primary intent of a tiered framework of supports for social emotional learning (SEL) 
and behavior is to establish a connected system that emphasizes prevention, teaches necessary 
skills to all students, reinforces those skills consistently, corrects behavior and social errors, 
collects data, and provides intervention for students with additional needs. Similar to academics, 
a tiered framework for social emotional learning and behavior includes a systematic plan to 
address standards, curriculum, instruction, assessment, and intervention. Below is a brief 
description of how each category looks within the Kansas MTSS. 

Standards: Usage of the Kansas Social Emotional and Character Development (SECD) 
standards and Kansas Early Learning Standards (KELS) as well as local determination of 
school-wide behavioral expectations. 
Curriculum: Selection of a social-emotional learning (SEL) curriculum/framework and 
local development of lessons to teach school-wide behavioral expectations. 
Instruction: Selection of instructional practices or an instructional model that supports 
SEL and behavior. Development of a recognition system that acknowledges student use 
of expectations and SEL skills. Refinement of the current discipline system to achieve 
greater consistency in correcting behavior. 
Assessment: Collection and analysis of attendance, behavior referrals, course grades, and 
universal screening data. 
Intervention: Selection of social emotional and behavioral interventions that are matched 
to student needs. 

Research indicates that, when social emotional learning and behavior are systematically 
addressed, it results in a wide variety of positive impacts, including the following: 

● An increase in classroom instructional time, positive student-teacher interactions,
academic achievement, and social and emotional competency

● Improved social climate
● Decrease in office discipline referrals (ODRs), suspensions, and expulsions
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● Improved teacher satisfaction and retention (Algozzine & Algozzine, 2007; Bradshaw,
Mitchell, & Leaf, 2010; Luiselli, Putnam, Handler, & Feinberg, 2005; Scott & Barrett,
2004)

Additionally, twelve of the sixteen important 21st century skills identified by the World 
Economic Forum (2016) are social and emotional skills. Subsequently, research shows that 
schools that systematically teach these skills see the following: 

● Statistically significant improvements in social and emotional skills, attitudes, and
behavior

● An 11-percentile point gain in academic performance
● An $11 return to the community for every $1 invested in SEL programming (Belfield et

al, 2015; Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011)
The Kansas MTSS Framework combines these diverse benefits by creating a coherent social, 
emotional, and behavior system. 
Getting Started 

To pinpoint the status of your current system and determine priorities for structuring, 
Kansas MTSS starts with a simple rubric and a data baseline review process. 

Rubric. Every building and district already have something in place to address the social 
emotional and behavioral needs of its students. To help buildings and districts evaluate the status 
of their systems, the Kansas MTSS has created a simple rubric.  The rubric (see graphic below) 
provides a synopsis of all the structuring components of the social, emotional, and behavior 
portion of the Kansas MTSS framework. The first column hierarchically organizes the 
components by their purpose from prevention to intervention. The second column lists each of 
the components themselves, starting with teaching SEL and behavioral expectations. The third 
through seventh columns are the different ratings that you and your stakeholders will complete, 
based on your current building status. The third column indicates the entry level with the least 
amount of structures complete. The fifth column is green and indicates readiness for 
implementation. The seventh column is the gold standard that most teams expect to achieve in 
sustainability. 

As many stakeholders as possible should complete this rubric to create an accurate 
snapshot of where your building or district currently resides on the structuring continuum and to 
determine priorities for improving. 
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What’s your Baseline? Along with completing the rubric, it will be helpful for the 
district or building teams to analyze the current social, emotional, and behavioral data. All 
districts are expected to collect office discipline referral data and attendance data to report to the 
state. This data offers a beneficial starting point. It is also helpful to review any climate survey 
data that a district or building has completed (e.g. Family Engagement surveys, Communities 
that Care survey data, locally developed climate surveys, etc.). Taken together, this data can be 
very useful in determining the current social, emotional, and behavioral needs the building or 
district may have. As KESA asks districts to identify locally developed ways to measure social 
and emotional growth, if the district or building is already using a social-emotional screener, 
review this data as well in considering your current status. 

After completing the rubric and determining your baseline data, it is time to combine this 
information to determine your priorities and next steps. Each component of the Kansas MTSS 
has a goal attached to it. Once each of the components is structured to the point of reaching that 
goal, you now have the minimum level of resources, supports, and processes in place to properly 
implement an MTSS. 
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Should your data indicate that you need to do so, you can continue to increase structure 
for components (as indicated by moving to the right on the rubric) in order to increase 
consistency and improve results. It should be noted that not every building or district is going to 
need that level of structure, just those whose data indicate that the minimum goal was inadequate 
for providing enough support to enable students to achieve an 80% success rate based on your 
various data sources. 

How to Use This Guide. Now that you have figured out where you are starting, it’s time 
to dive in deeper to each of the components. This guide will provide details and resources for 
each of the components outlined below, following a scope and sequence outlined below that 
prepares staff, buildings, and communities for implementing all the social, emotional learning, 
and behavioral components of Kansas MTSS Framework. Each section will start with the title of 
the component, explain the goal of that component along with a description and research support, 
provide a checklist of essential elements, and pose final steps to consider. 

A. Standards and Curriculum:
a. Social, emotional learning
b. School-wide behavioral expectations

B. Instruction
a. Universal instructional practices for social emotional learning and behavior

expectations
b. Recognition system
c. Response system

C. Assessment
a. Data-based decision making for social emotional learning and behavior

D. Intervention
a. Tier 2 and 3 interventions/support protocols for social-emotional learning and

behavior
Standards and Curriculum 

Tier 1, or the core curriculum, lays out a college and career-ready path for achieving the 
academic, social emotional, and behavioral gains districts desire for all students.  Efforts at the 
Tier 1 level provide buildings the opportunity to level the playing field in order for all learners to 
benefit from the instructional experience (Lane, Menzies, Ennis, & Oakes, 2013). In setting the 
course, Tier 1 uses data collection mechanisms to detect student needs and identify parts of the 
educational system that are inhibiting the district’s realization of its objectives. 

At all grade levels, staff members need to consider what core skills and knowledge will 
be required of all students and the core curriculum materials they will use to provide relevant 
instruction. Within a social, emotional, and behavioral Kansas MTSS, this typically takes the 



10 

form of the systematic instruction of social-emotional learning (SEL) as well as teaching and 
reviewing behavioral expectations consistent across a building. These instructional efforts should 
be embedded within and across the entire curriculum. For example, a school could teach the 
behavioral expectations for hallway behavior at the beginning of the year and after breaks, and 
then review the expectations as needed. This same school could conduct weekly lessons about 
emotional regulation or cooperation (SEL skills) within the context of their reading or social 
studies curriculum. Some schools may choose to dedicate a time for teaching SEL skills. 

In identifying a core curriculum, each district establishes and provides curricula materials 
that will be used to teach core skills, strategies, and knowledge. Core materials must support 
quality classroom instruction by including opportunities to learn explicit social skills and 
competencies through modeling, labeling, and practicing skills within meaningful contexts. This 
section will describe social-emotional learning curriculum or framework adoption as well as the 
development of teaching school-wide behavioral expectations. 
Social-Emotional Learning 
Goal 
All staff members teach social-emotional learning skills and embed the concepts throughout their 
units, lessons, and school day. 
Description and research 

Social and emotional learning (SEL) is “the capacity to recognize and manage emotions, 
solve problems effectively, and establish positive relationships with others” (Elias et al., 1997). 
The rapidly growing evidence of SEL’s impact includes the largest meta-analysis of its kind, 
which revealed these benefits: significant gains in attitudinal, behavioral, and academic 
outcomes and an 11-percentile-point gain on standardized test scores (Durlak et al., 2011). In 
fact, solid SEL implementation yields results similar to and, in some cases higher than, strictly 
educational universal interventions. Additionally, a 2015 cost-benefit analysis released by the 
Teachers College of Columbia University demonstrated, “for every dollar invested… there is a 
return of eleven dollars” as measured by school and community benefits, such as enhanced 

SEL results in significant 
gains in attitudinal, 

behavioral and academic 
outcomes, and an 11- 

percentile point gain on 
standardized test scores 
– Durlak et al. (2011)

educational outcomes (e.g., attendance rates, 
test scores, graduation rates), reduced crime, 
lowered substance abuse, and decreased teen 
suicide attempts (Belfield et al., 2015) 
Clearly, these benefits align with both 
educational interests and student success as well 
as broad community interests. In fact, 
stakeholders across Kansas resoundingly cited 
social-emotional factors as the most important 
for success and desired a stronger focus on 
these skills (Watson & Neuenswander, 2015). 
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The Kansas Department of Education has been a leader in promoting the importance of 
SEL. Kansas was one of the first states in the nation to develop and adopt SEL standards in April 
2012, titled the Social, Emotional, and Character Development Standards (SECD; 
http://www.ksde.org/Portals/0/CSAS/Content%20Area%20(M- 
Z)/School%20Counseling/Soc_Emot_Char_Dev/SECD%20FINAL.pdf?ver=2014-10-08- 
095527-790). These standards support districts in SEL instruction and will support progress 
toward several state board goals, including social-emotional growth measured locally and 
graduation and post-secondary success. The Kansas Early Learning Standards (KELS) 
incorporate social-emotional learning to support districts with SEL implementation in the critical 
early years and support the board goal of kindergarten readiness. Additionally, the new 
accreditation system embeds and supports the use of the Kansas SECD and KELS standards. 

Supported by research, stakeholder consensus, and the convergence of the standards, 
goals, and accreditation in Kansas, SEL is strongly recommended as part of a district’s integrated 
Tier 1 Kansas MTSS for the benefit of all students preK-12. Within the Kansas MTSS system, 
districts will select an evidence-based curriculum or a research-based framework that meets the 
needs of their students and community. This curriculum will also align with Kansas standards, 
which incorporate the five SEL domains advocated by Collaborative for Academic and Social- 
emotional Learning (CASEL, www.casel.org), a preeminent SEL organization. The five CASEL 
domains include self-awareness, social awareness, self-management, relationship management, 
and decision-making skills. Districts will develop a plan to systematically teach these skills to all 
of their students throughout the school year. 

The Kansas MTSS further recommends that districts consider a trauma-aware approach 
due to the pervasive nature of Adverse Childhood Experiences (ACES; ACES Study Link) and 
their impact on learning as well as other toxic stress cited by new research correlated to the spike 
in depression and suicide among children and adolescents (Twenge, 2017). Many districts have 
communicated concerns about this spike. A trauma-aware approach to teaching social-emotional 
skills and responding to behaviors potentially indicating trauma and/or mental health concerns 
can be an essential part of the core SEL approach in a district. As such, districts may need to vet 
curricula and practices that address co-regulation, supporting staff’s social-emotional 
competencies and self-care and integrating body-based methodologies for building students’ self- 
regulation skills, such as interoception, brain breaks, and physical movement such as yoga or tai 
chi, for example. 

Indeed, districts would be wise to make sound curricula investment decisions based on 
community data regarding challenges and strengths. Therefore, as districts consider curriculum 
adoption, convening community partners as stakeholders in the process is advised. The 
community mental health center, police department, and juvenile justice authority are agencies 
cited in legislation as intervention partners (SB367), and leaders from these agencies can bring 
data and insights about needs and challenges to the curriculum consideration process. 
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Additionally, business, youth-serving, community faith leaders, and parents bring important 
perspectives for developing a broader vision of the kinds of skills to build and enhance in the 
community. Convening this mix of stakeholders along with staff representing multiple 
disciplines can help ensure that districts are vetting culturally relevant and competent curricula in 
the review or development process. 

For examples of evidence-based curricula, districts can review those vetted on the 
CASEL website and for preschool the Social Emotional Preschool Curriculum Consumer Report 
(https://eclkc.ohs.acf.hhs.gov/sites/default/files/pdf/curriculum-report-se.pdf . For an example of 
a research-based framework, districts can view the Kansans Can Competency Framework. 

Durlak and colleagues (2011) determined that key practices resulted in increased benefit 
to the overall social-emotional competency of the school and students. Those included school- 
wide teacher delivery of SEL with fidelity, using sequenced, active, focused, and explicit 
instruction. Therefore, structuring the school system to support teaching the SEL curriculum with 
fidelity means providing professional development for all staff, a specific time built into the 
schedule for explicit lessons and skill practice, and ways to monitor implementation and embed 
the concepts and language throughout the day. Additionally, many districts have found it useful 
to “cross reference” key SEL language into their behavioral expectations to reinforce a common, 
school-wide language. 
Essential elements checklist 

Use this checklist as a guide to prepare your team to teach social-emotional learning and 
embed the concepts throughout the day. 

Essential Elements Checklist: Social- 
emotional Learning 

Person 
Responsible 

Begin Date Completion 
Date 

1. Adopt a research-based curriculum or
framework that fulfills the following:

a. Is aligned to the Kansas Standards
(KELS and SECD)
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b. Refers back to foundational learning 
(builds upon previous learning)

2. Develop a sequence or plan for
teaching curriculum

a. Implement school-wide teaching 
involving all staff (not just counselor)

b. Plan for when it will be taught

c. Plan for how to teach school-wide 
using common language

d. Plan for embedding concepts 
throughout the school day

3. Meet the component goals

4. Determine a method to measure/assess 
this component
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Final steps 
These questions culminate your activities with social-emotional learning. 
● Does your plan address all of the essential elements?
● How will you document this component? (KESA Connection)
● Which stakeholders do you need feedback from? (Empowering Culture and Leadership

Connection)
● What are your professional development needs? (Professional Development Connection)

School-Wide Behavioral Expectations 
Goal 
School-wide behavioral expectations are posted and lesson plans prepared for implementation. 

Description and research 
In reframing your thoughts on behavior, consider the following quote: 

“If a child doesn’t know how to read, we teach.” 
“If a child doesn’t know how to swim, we teach.” 
“If a child doesn’t know how to multiply, we teach.” 
“If a child doesn’t know how to drive, we teach.” 
“If a child doesn’t know how to behave, we. . . 

teach? . . . punish?” (Herner, 1998, p.2) 
Why is it so hard to finish that last line as quickly as the others? In many schools across the 
country, schools have already begun to take a more instructional and preventative approach to 
behavior. In fact, research from fields such as Response to Intervention (RTI) and Positive 
Behavior Interventions and Supports (PBIS) indicates that establishing common expectations for 
the students leads to a more positive, safe, and predictable school environment, which enables 
student learning and creativity to flourish (Horner, Sugai, Todd, & Lewis-Palmer, 2005; Sprick, 
Knight, Reinke, & Mckale, 2006). 

Students come to school with a variety of experiences and expectations about acceptable 
behavior and social interactions based on their home and cultural environments (Bireda, 2002; 
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Tatum, 1997). Younger children are just beginning to recognize that adult expectations may 
differ from one setting to the next (Thompson, 2002). Regardless of the age of the child, the 
school is very much a melting pot when it comes to understanding expected school behaviors. 
The following list provides various evidence-based as well as succinct reasons for explicitly 
teaching all students the expected behaviors at the school-wide level: 

• Provide safe, predictable, consistent learning environments
• Promote success in the school environment
• Enhance relationships with a positive focus
• Provide context for practice and reinforcement of behavior skills (Lewis & Sugai, 1999;

OSEP Center for PBIS, 2015).
Additionally, there are similar benefits when expected behaviors are explicitly taught at the 

classroom level: 
● Creation of smooth and efficient classrooms
● Increased student engagement and instructional time, improved academic success
● Transfer of responsibility for routine tasks to students
● Teaching of more appropriate functional behaviors

In order for students to be successful, there 
must be consistent expectations regarding 
acceptable behavior and social 
interactions. For these reasons, leadership 
teams and their building staff collectively 
create, explicitly teach, and model 
positively stated expectations for all 
student and adult behavior across all 
school settings. 

Each building determines its own 
behavioral expectations through a process 
of stakeholder input, creating unique and 

“Teachers must believe that 
their students can achieve 
high expectations in both 
academic skills and social 
behavior as a function of 

their instruction” 
– Colvin and Scott (2015)

customized reflections of the values of their community. These behavioral expectations serve as 
the bedrock for the school and help to unite the entire staff and community around shared goals. 
These behavioral expectations should be posted visibly throughout the school as a reference 
point and a reminder of the high expectations that the greater school community has for the 
students within that building. In essence, these behavioral expectations become the standards for 
your building. They will also be used to create a curriculum that provides greater details on how 
to go about teaching your behavioral standards. 

Once buildings have established their school-wide expectations across all school settings, 
they can develop the curricular details for how, when, where, and by whom the teaching will 
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occur. Teams often create behavioral lesson plans that detail exactly what the expectations look 
like in the various settings: hallway, classroom, lunchroom, etc. Often, they take the form of 
simple, one-page lessons that give a brief description of the expected behavior. Lessons should 
include examples and non-examples demonstrating what each expectation looks like in various 
school contexts (Taylor-Greene et al., 1997) and opportunities for students to practice the 
expectations. The depth of these lessons can be either broad or specific, depending on student 
age and school preference. However, they are intended to be easily taught in 5-10 minutes. 

Leadership teams should work together to write lesson plans for each school environment 
to cover each behavioral domain (i.e. safe in the classroom, safe in the cafeteria, etc.). Once these 
lessons are completed, they can be compiled into one location to create your behavioral 
curriculum and establish a plan of when and where to teach these lessons. Essentially, the team 
will be creating a scope and sequence for how to deliver the initial behavioral instruction. During 
implementation, the team will also use data to determine which lessons might be in need of re- 
teaching (i.e. a large number of office referrals from the cafeteria in March would prompt the 
team to reteach and reinforce the expectation lesson from the beginning of the school year). Over 
time, additional lessons may need to further clarify expectations for students, so it is important to 
consider the curriculum to be a living document that evolves over time. 

With these steps completed, you have created the standards and curriculum portion of 
your behavioral MTSS, which will help you to prevent and teach the expected behaviors in your 
building. 
Essential elements checklist 

Use the following checklist to begin developing the school-wide expectations standards 
and curriculum. 

Essential Elements Checklist: School-Wide 
Behavioral Expectations 

Person 
Responsible 

Begin Date Completion 
Date 

1. Gather information from stakeholders on
important behaviors

2. Use stakeholder feedback to develop 3-5
expectations per school environment and per
behavior domain:

a. Common language

b. Positively stated

c. Observable, measurable

d. Applicable in the school setting

e. Understandable by all



17 

3. Form an initial draft of your school-wide
expectations, and then gather final feedback
from staff and student groups

4. Adults model school-wide expectations

5. Develop sequence of teaching, i.e., calendar
for implementation

6. Develop lessons for teaching expectations in
each setting

7. Give multiple ways of teaching of
expectations (i.e. activities, expectation
stations, assemblies, announcements)

8. Embed concepts across the school day

9. Be ready to use data to determine what
expectations need to be retaught

10. Meet the component goal

11. Determine a method  to measure/assess this
component

Final steps 
These questions conclude your activities with school-wide behavioral expectations. 
● Does your plan address all the essential elements?
● How will you document this component? (KESA Connection)
● Which stakeholders do you need feedback from? (Empowering Culture and Leadership

Connection)
● What are your professional development needs? (Professional Development Connection)

Instruction 
In Kansas MTSS, supporting students’ success begins in the core environment with the use of 

standards, evidence-based curricular resources, and evidence-based instructional practices. 
Various evidence-based practices align with a multi-tiered system of supports, such as systematic 
and explicit instruction, scaffolding, and differentiation. This is one of the conceptual differences 
between the core instruction represented in Kansas MTSS and what may have been occurring in 
previous systems. Differentiation often has many meanings and applications. For the purposes of 
this guide, though, differentiated instruction is defined as ways teachers can modify curriculum, 
teaching methods, resources, learning activities, and student products to address the needs of 
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individual students and/or small groups of students in order to maximize the learning 
opportunities for each student in the classroom (Hattie, 2012; Tomlinson & Allan, 2000). 

Ensuring fidelity in implementing differentiation and other instructional practices is essential 
to produce achievement results and student success. Planning for fidelity should include these 
critical steps (Dieker & Kennedy et al., 2014; Scheeler, 2008): 

� Selecting evidence-based instructional practices 
� Implementing these practices with explicit guidance on when, how, and where 
� Conducting walkthroughs with punctual, constructive feedback, and reflective 

opportunities 
� Identifying immediate professional development needs based on walkthroughs and staff 

feedback 
Within the context of social-emotional learning and behavior, specific instructional practices 

support the delivery of the Tier 1 components: teaching social emotional learning (SEL) 
curriculum and behavioral expectation lessons, reinforcement of the skills and behaviors within 
those lessons, and consistent correction when students do not display the skills and behaviors. 
These practices follow a model of how to prevent, teach, reinforce, and correct (PTRC) with 
certain practices aligning directly with each prong of this model (Colvin, 2007). 

Preventing and teaching within Kansas MTSS focuses primarily on using proactive 
instructional practices that support student engagement during the teaching of SEL skills and 
behavioral expectations (see previous sections on teaching expectations and teaching SEL). 
Reinforcement strategies align directly to the recognition systems that teams adopt through the 
Kansas MTSS process (see recognition system section below). Correction strategies align 
directly with the discipline response system that teams adopt through the Kansas MTSS process 
(see response system section below). When 
adopted school-wide, instructional practices will 
also support and enhance the teaching of core 
academic curricula. As a result, teams research 
various universal instructional practices and 
models that support the teaching of the core 
curricula and lead to the consideration of one or 
more practices or one model to be selected and 
trained to all staff. 

Instructional Practices 
Goal 
Teams will research instructional practices and adopt and use one practice or model. 
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Description and research 
There is a large body of research on instructional practices to inform the selection of 

practices to use to improve student engagement and achievement and practices to eliminate due 
to ineffectiveness. This information is often expressed as an effect size (“d”). John Hattie (2012) 
coined the effect size range for effective practices as the “Zone of Desired Effects.” Hattie found 
through a detailed meta-analysis of thousands of practices that an effect size of d=.40 or above 
indicates average to above-average effectiveness and translates into a full year or more of student 
growth. The graphic below visualizes the d=.40 hinge point that begins the “Zone of Desired 
Effects.” If a teacher is using a practice that falls within the blue zone, the resulting growth 
should equate to a year or 
more. Proactive classroom 
management strategies that 
produce positive, safe, and 
predictable environments 
while reinforcing high 
expectations have an effect 
size of d=.53, resulting in a 
little more than a year’s 
growth in student 
achievement (Hattie, 2012, 
Marzano & Pickering, 
2011; Sprick, Knight, 
Reinke, & Mckale, 2006). 
Combine these practices 
with instructional feedback, which produces a high effect size of d=.75, and the result can be 
more than a year’s growth in student achievement. 

The closer the practice falls in relation to d=1.0, the more growth is expected. Response 
to intervention, which is embedded within the Kansas MTSS framework, has been shown to have 
a d=1.07 effect size, indicating that, when used with fidelity, it is associated with two to three 
years of growth. Notably though, some practices can also lead to negative or low impacts that 
result in either less than a year’s growth for students or reversal of growth for students. These 
practices should be minimized or eliminated due to their insignificant or detrimental effects. 
According to Hattie, practices such as high mobility or retaining students have a detrimental 
negative effect size of d= -.34 and d= -.13 respectively. Similarly, whole language instruction 
and ability grouping have significantly low effect sizes of d=.06 and d=.12, respectively. 
Viewed in this way, it would be best to replace these negative and ineffective practices with 
practices above the d=.40 level whenever possible. 
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There are many instructional practices 
available to educators in the “Zone of Desired 
Effects.” When delivered with fidelity and used 
school-wide, these practices can lead to significant 
improvements in student achievement. What follows is 
a brief explanation of a few effective instructional 
practices that have a direct connection to your social- 
emotional and behavior MTSS framework and are 
considered effective classroom management strategies 
as well. 
Behavior-specific praise and instructional feedback 

Significant detail on behavior specific praise is 
provided in the recognition section of this guide. This 

	

Highlighted Instructional 
Practices 

Ø  Behavior Specific
Praise/Instructional 
Feedback 

Ø Opportunities to
Respond

Ø   Pacing and Active
Engagement 

Ø   Active Supervision 
Ø   Instructional Choice 
Ø   Pre-Correct, Remind,

Reinforce 
Ø   Social-emotional

Competencies 
practice addresses the reinforce component within the PTRC model. Within instructional 
practices, this particular practice is relatively effective at increasing engagement and reducing 
disruptions in classrooms (Good & Brophy, 2003, Reinke, Lewis-Palmer, & Martin, 2007). 
Behavior-specific praise clearly states the desired behavior that the student performed and 
provides the student with immediate feedback on that performance. Additionally, the praise is 
non-attributive, meaning it simply reports what was observed without personal judgment on the 
student (Sprick, Knight, Reinke, & McKale, 2006). Specific praise provides students with 
positive feedback and adds further engagement to the practice. Instructional feedback provides 
“specific information to students about their performance with the purpose of clarifying 
misinformation, confirming and fine-tuning understandings, and restructuring current schemas” 
(Lane, Menzies, Ennis, and Oakes, 2015, p. 89). This type of feedback shapes instruction and 
student mastery of the content when it is delivered as an explanation of what is correct and not 
correct and is an authentic encouragement to keep working until success is achieved (Marzano, 
Pickering, & Pollock, 2001). Feedback offers a twofold benefit in that it allows the student an 
opportunity to validate and fine-tune their learning as well as correct any initial errors or 
misunderstandings they may have, while also giving optimal input to the teacher as to how well 
students are mastering the concept. Combining behavior specific praise and instructional 
feedback places the instruction practice at a moderate to high effect size within the zone of 
desired effects. 
Opportunities to respond 

Behavior-specific praise and instructional feedback are often combined with 
opportunities to respond in instruction to increase engagement and mastery. When introducing 
the concept of opportunities to respond, Anita Archer has been quoted as stating, “learning is not 
a spectator sport.” This image reinforces the active involvement teachers have in their instruction 
when using opportunities to respond. Opportunities to respond (OtR) are defined as “teacher 



21 

behavior that elicits a student response” (Reinke, Herman, & Stormont, 2013, p. 41). OtR use a 
perky pace, rapid student response, high rates of questioning, and immediate teacher feedback to 
increase engagement and reduce and eliminate minor disruptions (Carnine, 1976; Skinner, Smith, 
& McLean, 1994; Skinner, Belfior, Mace, Williams-Wilson, & Johns, 1997). The Council for 
Exceptional Children’s Academy for Effective Instruction guidelines asserted that the optimal 
student response rate of 4-6 OtRs per minute had the greatest impact on engagement, 
achievement, and retention of new material presented. The minimum rate to still achieve 
engagement was 3 per minute (1987). Some examples of opportunities to respond are as follows: 

� Choral Responding, such as thumbs up/down, whiteboards, verbal responses, colored 
paper, and head nods 

� Random Responding, such as drawing names from cards on sticks to call on students 
or using playing cards that associate with cards on student desks to call on students. 

� Individual Responding, such as tallies in a grade book next to the students’ names to 
monitor rate of responding or calling on a student to summarize what another student 
just said. 

This practice uses success questioning, direct and explicit instruction, and teacher clarity, which 
are all considered moderate to high practices within the zone of desired effects. Additionally, 
OtR is often used in the Prevent and Teach component of the PTRC model. 
Pacing and active engagement 

OtR naturally increases the pace of instruction and rate of delivery of content and student 
responses. Pacing creates the illusion of speed by using a variety of activities to meet the lesson 
objective, and it results in active student engagement. Archer and Hughes (2011) suggest using 
“a rate of presentation that is brisk but includes a reasonable amount of time for students’ 
thinking/processing, especially when they are learning new material” (p. 3). Various ways exist 
to improve the pace of instruction, such as adding multiple OtR to a lesson, changing the type of 
work or activity within the lesson, altering the method of presentation to increase student talk 
and decrease teacher talk, choosing multiple ways to group students, and chunking the lesson 
into parts while making the parts interactive. Each of these adaptations will maintain student 
attention and promote engagement in the content. When using any of these instructional 
practices, it is essential that teachers be prepared and organized when embedding these in 
lessons. Establishing routines and procedures for any of these practices paves the way for the 
impact of the practice to be larger. Active engagement is listed as moderate to high effects in the 
zone of desired effects and the use of pacing to promote engagement would be used in the 
Prevent and Teach component of the PTRC model. 
Active supervision 

Active teachers produce engaged students. Active supervision is a hallmark classroom 
management strategy that promotes positive interactions with students and teaching of 
behavioral expectations. Three actions make up this strategy: moving, scanning, and interacting 
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positively with students (Lane, Menzies, Ennis, & Oakes, 2015; Rosenshine, 2012). Having 
established routines and procedures allows for active supervision of students during guided or 
independent practice. Actively supervising students, especially during independent practice, 
sends the message that the teacher cares about the students, their engagement, and the choices 
they make in the classroom. Effective teachers often circle the room, scan the students for 
engagement and possible questions, and maximize opportunities to interact positively with 
students through feedback and behavior-specific praise. Using this practice often prevents 
problems from occurring, creates a more efficient work environment, and reduces minor 
classroom behaviors. Classroom management, which is most closely related to this practice, has 
moderate to high effects in the zone of desired effects and would be used in each of the 
components of the PRTC model. Moving and scanning enable teachers to teach, prevent, and 
reinforce; interacting also allows teachers to reinforce as well as correct privately and fluently. 
Instructional choice 

Like many of the aforementioned strategies, instructional choice can increase the 
engagement of the whole class; however, this particular strategy specifically can benefit 
individual student engagement. Instructional choice offers an antecedent-based, positive 
behavioral support to use with students who present challenging behavior, even with whole-class 
supports. Instructional choice is most effective when the student is offered two or more equitable 
options, is allowed to independently select the option of choice, and is provided with easy access 
to that choice (Jolivette, Stichter, & McCormick, 2002). Furthermore, choice making influences 
the development of self-determination by allowing students to have autonomy in their decision 
making and opportunities to take action with their learning based on their preferences and 
interests (Morningstar & Clavenna-Deane, 2017). In fact, instructional choice is one of the seven 
essential components of self-determination (Wehmeyer & Field, 2007). Teachers who 
successfully use instructional choice to engage students with challenging behavior often allow 
students to access activities they enjoy, allow choice in non-assessed materials of the content, 
and create a menu of choices that can transfer between different projects. Autonomy and 
allowing students to self-set expectations through choices is listed as high in the zone of desired 
effects; additionally, the use of this practice would address both preventing and teaching as well 
as correcting in the PTRC model. 
Pre-correct, remind, reinforce 

Similar to instructional choice, following a pattern of pre-correction, reminders, and 
reinforcement can be effective with whole group and has been shown to be significantly effective 
with increasing the engagement of students with challenging behavior (Lane, Menzies, Ennis, & 
Oakes, 2015: Sprick, Knight, Reinke, & McKale, 2006). In designing social-emotional learning 
lessons, Merrill (2007) suggested following this repeatable pattern in every lesson to explicitly 
teach social-emotional skills and expected prosocial behavior. Specifically, this sequential 
practice is essential for new or potentially challenging content (Lane, Menzies, Ennis, & Oakes, 
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2015; Smith, Lewis, & Stormont, 2010). During pre-correction, teachers anticipate potential 
errors, mistakes, or concerns that could elicit confusion, disruptions from misunderstanding 
directions, or frustration from the challenging nature of the content. Then, teachers account for 
these potential concerns by scaffolding new instruction onto previously instructed skills, 
allowing students to gain confidence in the content based on prior knowledge. Next in the 
reminder step, teachers will prompt students of the expected behaviors that will be necessary for 
the new skill or behavior. With verbal as well as non-verbal prompts and reminders, teachers can 
effectively reduce disruptions from students by increasing their engagement and decreasing their 
confusion and latency to start a task due to misunderstanding. Finally, reinforcing students when 
they follow the prompted reminder and when they engage in the new skill being taught will 
increase the likelihood that the students are engaged the next time they encounter new or 
challenging learning. This repeated pattern achieves similar results to OtR, behavior-specific 
praise, and instructional feedback, landing it in the moderate to high effect in the zone of desired 
effects while also meeting the full cycle of the PTRC model. 
Social-emotional competence practices 

As we consider approaching students from a social-emotional learning perspective within 
our academic environments, it is important to identify teaching practices with evidence of 
promoting social-emotional competence in addition to the aforementioned practices that directly 
impact classroom management. Yoder (2014) identified the following ten practices that promote 
social-emotional competence: (a) student-centered practices, (b) teacher language, (c) 
responsibility and choice, (d) warmth and support, (e) cooperative learning, (f) classroom 
discussions, (g) self-reflection and self-assessment, (h) balanced instruction, (i) academic press 
and expectations, and (j) competence building that promotes modeling, practicing, feedback, and 
coaching. While many of these practices use different terms, they are synonymous with the 
aforementioned practices (e.g. academic press and expectations are similar to pacing, active 
engagement, active supervision, and opportunities to respond). When considering the social- 
emotional growth, mental health, and physical well-being of the whole child, it will be important 
for schools and districts to research these ten practices to determine which ones they would like 
to embed within their instruction. Developing social-emotional competence provides a bedrock 
for all other learning, both academic and behavioral. Demonstrating practices that promote this 
competence ensures that students can access the learning in a positive, encouraging, and non- 
stressful environment (Yoder, 2014). 
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Preschool practices 
Practices for preschoolers are similar to those listed above with adjustments to make them 
developmentally appropriate. For example, predictable schedules and established routines share 
many similar components with Pre-correct, Remind, and Reinforce. Establishing predictable 

schedules and teaching routines provides safety, 
Preschool Practices 

Ø   Predictable schedules and routines 
Ø   Visual Supports and schedules 
Ø   Opportunities for autonomy 
Ø   Engaging environments 
Ø   Developing supportive relationships 

security, and a sense of what will be coming next in 
an activity for young children. Teaching predictable
routines in preschool settings should consist of
posting a visual schedule, referring to it frequently,
and using a mix of active and quiet activities. When 
changes in the daily routine are to occur, a visual 

schedule can be used to prepare children for the change. Similar to predictable visual schedules, 
other types of visual supports help students stay engaged and help them understand the steps of 
an activity or routine. Visual supports can support young children in completing tasks 
independently, because the visual support prompts them to follow the steps without needing the 
assistance of an adult. Just like adults, preschool-age children are affected by their environment. 
Creating an engaging preschool environment is critical for promoting young children’s cognitive 
development. When the classroom materials and activities provide novelty and interest, they 
create an opportunity for discovery, exploration, and problem solving that leads to learning. 
Finally, in preschool settings, developing supportive relationships is essential to developmental 
growth. Children learn and develop in the context of relationships that are responsive, consistent, 
and nurturing. Hence, the relationships we build are at the foundation of all the practices we 
utilize. Supportive relationships are both a foundational practice and an outcome of using 
evidence-based instructional practices in preschool settings. (Center on Social-emotional 
Foundations for Early Learning, 2017) 
Essential elements checklist 

Use this essential elements checklist to identify which practices to research and models to 
consider. 

Component Checklist: Universal Instructional Practices Person 
Responsible 

Begin Date Completion 
Date 

1.Research effect size of practices and identify desired
practices above .40 effect size

2. Review listed practices from this section of the guide
to identify any to research  further.

3. Determine practices already occurring in classrooms,
schools, or buildings
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4. Compare and contrast  the effect size of current
practices and the effect size of desired practices

5. Narrow choices to identify a school-wide or district- 
wide model or set of practices

6. Compile a system for training staff on the model or set
of practices

7. Create a system to monitor the fidelity of use of
model or set of practices

8. Meet the component goal

9. Determine a method  to measure/assess this
component

Final steps 
The following questions culminate with your activities with social-emotional learning: 

� Does your plan address all the essential elements? 
� How will you document this component? (KESA Connection) 
� Which stakeholders do you need feedback from? (Empowering Culture and 

Leadership Connection) 
� What are your professional development needs? (Professional Development 

Connection) 
Recognition System 
Goal 

All staff members are trained in the usage of behavior-specific praise, and there is a 
school-wide system in place to track it. 

Description and research 
As was introduced in the instructional practices section, praise, reinforcement, and 

feedback provide opportunities for teachers to increase engagement and achievement as well as 
develop positive relationships and rapport with students. Academic settings are often filled with 
frequent opportunities for teachers to provide positive recognition for meeting objectives. In a 
well-structured classroom, students are frequently given immediate feedback on their academic 
performance with assignment grades, progress monitors, quizzes, and correct answers; in the 
long-term, students receive feedback through progress reports, grade cards, GPA, Student of the 
Month, and Valedictorian awards, to name a few. These feedback opportunities allow staff, 
students, administrators, and parents to identify when and where the students are academically 
on and off track. It logically follows then that schools develop equally effective systems to 
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recognize students’ social-emotional and behavioral accomplishments. Often, though, such 
systems are not developed. In Kansas MTSS, developing such systems is required to solidify the 
instruction occurring in the core. 

Once SEL skills and behavioral expectations have been identified and taught, students 
should be acknowledged for demonstrating these behaviors. Marzano, Pickering, and Pollock 
(2001) identify “reinforcing effort and providing recognition” as one of the top instructional 
strategies for improving student outcomes. This strategy extends beyond just academic content 
areas to the recognition of social-emotional competence and following behavioral expectations. 
This practice builds competency in mastering a particular skill, increases the probability of that 
skill being repeated in the future, and provides a model that will likely be imitated by peers 
(Kern & Clemens, 2007). 

In addition to increasing the likelihood that these skills will be repeated and later 
maintained, recognition systems also serve as a means to prompt adults to encourage and 
acknowledge appropriate, desired traits and, when appropriate, involve students in conversations 
about that behavior (McIntosh, Filter, Bennett, Ryan, & Sugai, 2010). The general consensus in 
the field is that, when it comes to positive interactions, students should experience a ratio of four 
positives (positive verbal feedback/praise, positive nonverbal feedback/smiles and nods, reward 
tickets, etc.) for every one negative interaction (e.g., academic correction, behavioral 
redirection). When adults and students are engaged in high rates of positive interaction, the 
overall school climate improves. 

It is advised that teams develop a school-wide recognition system that uses a variety of 
strategies to acknowledge students for meeting academic, social, emotional, and behavioral 
expectations. Furthermore, small, frequent, verbal reinforcers are most effective for the 
acquisition of new skills or behaviors. 

When delivering recognition, it is important to follow these helpful hints: 

� Be clear and specific: In simple terms, let the person know exactly what skill or 
behavior is being recognized. 

� Use age-appropriate interactions: Consider the student/adult being recognized and 
adjust accordingly. 

� Consider public versus private: Know the students well enough to determine if 
recognition in front of others or delivered quietly in private will be more 
meaningful. 

� Be genuine: Mean what you say in order to avoid sounding artificial and 
insincere. 

Combined, and applied systematically, these features create behavior-specific praise (BSP), the 
cornerstone of any recognition system. 
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Importantly, the ultimate goal of any recognition system is to gradually transfer reliance 
from external motivators such as BSP to internal motivators, or “doing the right thing because 
it’s the right thing to do.” In essence, the external motivation helps usher a new, or infrequently 
used, skill into an internally motivated, fluent skill. Consider this example: when a young child is 
learning to tie his or her shoes, adults typically provide a great deal of external praise and 
encouragement at first. As the child begins to become fluent and independent, adults tend to pull 
back that external praise and encouragement. Having their shoes tied becomes internally 
motivating with fluency and doesn’t need to be externally encouraged throughout their life for 
the behavior to continue. 

With a school-wide recognition system, planning for this motivation transfer must be 
deliberate and thoughtful. The replacement behavior (expectation or SEL skill) must be clearly 
defined and illustrated, if necessary, for students. Often, a student has had no contact with the 
natural consequence of an action because the misbehavior has been reinforced (for example, 
acting out in class that results in raucous laughter from classmates) and has thus become a part of 
the student’s repertoire. Indeed, even if a student has encountered the natural consequence, it 
may not be as strong a motivator for the student as the result derived from engaging in 
misbehavior. According to Mendler (2007): 

Good, long-term discipline that teaches responsibility focuses on getting students 
to do the right thing because it is the right thing to do. Therefore, methods of 
behavior modification can be used to change behavior fast, but in order to make 
these changes last, methods that teach responsibility are necessary. Our work is 
not done if students comply in our presence but misbehave in our absence (p. 23). 

Remember, relationships matter. In contrast to the traditionally held views of some caregivers 
and teachers, children are motivated to cooperate with adults with whom they have a healthy 
emotional attachment, whereas punitive discipline, even when it results in compliance, does little 
to build empathy and a moral conscience (Ewing Marion Kauffman Foundation, 2002). 

Recognition need not be expensive; at its core it involves increasing the number of 
positive interactions that staff have with students (e.g. BSP). When creating a recognition system 
for preschool-age children, delayed recognition is often ineffective for young children because 
they are not yet able to connect a delayed reward with previous behavior. Examples of 
recognition systems at the preschool level include getting to put a token (e.g. bracelet, pom-pom) 
in a class celebration jar or a sticker on a sticker chart, or getting to sit in a special chair and/or a 
special activity. Examples of recognition systems at the elementary level include tangible and 
non-tangible rewards such as award certificates, raffle drawings, phone calls home by the 
principal or staff, sitting in the teacher’s chair, or a special activity with the principal such as 
playing a board game or lunch. Some examples at the secondary level include tangible and non- 
tangible rewards such raffle drawings, reserved parking spaces, phone calls home by the 
principal or staff, coupons redeemable either for school activities or at community merchants, 
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and lunch with the principal or friends. Empowering students by soliciting their feedback on 
which incentives they would find most meaningful is recommended. Furthermore, recognition 
systems need to be simple to implement to ensure that staff members continue the system over 
time. 

To create a recognition system, teams should first identify an easy method by which 
individual staff members can provide recognition of students for performing expected behaviors. 
At a minimum, staff members need to be trained in the use of behavior-specific praise (BSP) and 
have a system in place to track the ratio of positive to corrective interactions to see if staff 
members are interacting positively at a higher rate than negatively.  Various researchers have 
presented different ratios as goals for teachers to reach (e.g. 4:1 Tim Lewis, 5:1 John Gottman, 
3:1 Randy Sprick, between 3 and 6: 1, Terry Scott etc.). In Kansas MTSS, it is beneficial to 
efficiently track the ratio or positives to correctives in your building to determine if you have 
more positives than correctives occurring in your building. Settling on a 4:1 ratio provides staff 
with a simple target to work within. This ratio is an important consideration and one worthy of a 
conversation with your students, staff, and community. There are a variety of ways in which 
schools can track the 4:1 ratio; i.e. observations, student questionnaires, using your student 
information system for positive referrals, etc. Tracking the ratio is vital, but it is worth reiterating 
that the most important benefit of focusing on teachers using BSP is to increase the number of 
positive interactions occurring in your building, and therefore creating the multitude of benefits 
that positive interactions bring along with them. 

BSP, as was initially described in the instructional practices section, is a strategy that is 
effective to build behavioral momentum. Most educators innately use this strategy. When a 
student exhibits a desired behavior, it is natural for educators to respond with praise. The most 
important part of praise is making it specific, because it increases the likelihood that the student 
will repeat the desired behavior. Stormont and colleagues (2008) state that, “after children have 
demonstrated appropriate behavior, they need to receive clear feedback that connects their use of 
specific behaviors to the [school-wide] behavioral expectation. This is part of the learning 
process.” Within the Kansas MTSS Framework, when BSP is used in a genuine way, students 
learn what behaviors they should repeat in order to be successful in school and beyond. 

To aid in the tracking of the 4:1 ratio, some schools will elect to use tickets, tokens, or 
other tangible items to create a school currency, which in turn is used for rewards such as 
material objects, access to privileges or preferred activities, and/or social recognition. While not 
a requirement within Kansas MTSS, many schools have found tangible systems easier to manage 
and implement than other forms of data tracking and reinforcing behaviors. Technically 
speaking, a reinforcer is defined as a consequence (stimulus) that increases the likelihood that the 
behavior that it follows will be repeated in the future. Often this piece of the system brings up 
philosophical disagreements among staff, with reinforcers even sometimes being compared to 
bribery. As Lane, Kalberg, and Menzies (2009) point out, “Bribery is using strategies to increase 
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the likelihood of people doing things that are not in their best interest” (p. 73). Although it is not 
unusual for praise and other forms of recognition to be used in pre-K-12 settings with regard to 
academic behaviors (e.g., correct answers, grades, student of the month), there is often resistance 
to overtly recognizing expected social/behavioral successes. It is important to remember that 
most new behaviors or skills, particularly in the initial acquisition stage, require encouragement 
if they are to be strengthened (Sprick, 2009). Although maintenance by natural consequences is 
the end goal, in the beginning, reinforcement must be systematically planned for and delivered to 
strengthen the desired behaviors in the school setting. According to Lane, Kalberg, and Menzies 
(2009): 

It is easy to forget how difficult school can be for some. It is an environment that 
offers few opportunities for choice and provides real challenges for many 
students. Helping teachers to remember to pay attention to positive behaviors and 
rewarding students for displaying them helps foster an environment where these 
behaviors are performed for the intrinsic satisfaction they provide (p. 73). 
If a team elects to create some tangible aspects for a recognition system, it is essential 

when designing the system that the criteria for recognition and reinforcement be set so that the 
majority of students will have no problem reaching the goals. It is also important that 
consideration be given to both short- and long-term goals (Hall, 2007). A strong recognition 
system will need to include the following components: 

� Daily recognition for individual students, behaviour-specific praise being tracked using 
observations, positive referrals, or by using a tangible system such as tickets, tokens, 
postcards, and “bucks,” which can be traded for access to items, activities, special events, 
and privileges. 

� Group (intermediate) contingencies, such as classroom ticket goals, grade-level goals, 
cafeteria goals, and bus goals. 

� Long-term goals (K-12), such as quarterly school-wide celebrations for reduced tardies, 
improved attendance, safety records, collective GPA, specified number of tickets 
accumulated across the school or in specific settings, reduced ODRs, and other behaviors 
that relate to the school-wide expectations. 

Recognizing staff 
Equally important to recognizing students when sustaining systemic change is to 

recognize adults for their efforts as well. This recognition and praise will help reinforce the 
faculty’s support of the school’s integrated approach to MTSS. There are numerous ways to 
accomplish this that will succeed in acknowledging the adults without creating additional layers 
in the system. For example, when staff members distribute positive referrals or tickets to students 
demonstrating acceptable behavior or academic performance, each ticket/positive referral bears 
the student’s name and the awarding staff member’s name. During the drawing for student of the 
week, both the student’s and staff member’s names are announced over the intercom, and both 
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receive recognition. Teams can also create a short form that allows anyone (e.g., student, parent, 
building staff) to submit a positive comment about an adult in the building. These could be 
posted, distributed to the nominee, or submitted for a drawing in which the principal takes the 
class for 45 minutes on Friday afternoons while the recognized teacher is allowed to leave early. 
These are just a few examples, but the possibilities are endless! 
Essential elements checklist 

Use the checklist to organize the steps necessary to develop a sustainable recognition 
system. 

Essential Elements Checklist: Recognition 
System 

Person 
Responsible 

Begin 
Date 

Completion 
Date 

1. School is trained in the usage of behavior- 
specific praise

a. 4:1 Ratio is emphasized
b. School-wide usage for meeting

academic, behavioral, and social
expectations

c. Used immediately following
demonstration of appropriate
behaviors and skills

d. Given freely and often
2. Data collection system is established for
monitoring the 4:1 ratio
3. Stakeholders are involved in the development of
the recognition system
4. Adults receive some type of recognition as well
5. The component goal is met
6. A method is determined to measure/assess
fidelity and components of the system.

Final steps 
These questions conclude your activities with social-emotional learning. 

� Does your plan address all the essential elements? 
� How will you document this component? (KESA Connection) 
� Which stakeholders do you need feedback from? (Empowering Culture and 

Leadership Connection) 
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� What are your professional development needs? (Professional Development 
Connection) 

Response System 
Preschool Goal 

The development of consistent and proactive system to track and respond to classroom- 
managed behaviors. 

K-12 Goal
Discipline minors (classroom managed) and majors (office managed) are clearly defined, 

and a system is in place to track and respond to behaviors. 

Description and research 
Similar to instructional practices and recognition systems, having a consistent and 

proactive system in place to respond to problem behavior when it occurs is essential to 
supporting core instruction in a safe, predictable, and secure environment. As schools take 
deliberate steps to focus on teaching the skills and behaviors that lead to success academically, 
socially, and emotionally by embracing them in the form of social-emotional learning, behavioral 
expectations, and positive recognition, they build relationships and positive climates to prevent 
misbehavior while increasing their capacity to address underlying causes of misbehavior, such as 
trauma and mental health issues (Yoder, 2014). This is the first principle of an effective 
discipline system and in keeping with the word “discipline,” which derives from “disciple,” 
meaning to teach, learn, and follow. 

Adding to that primary focus, a second principle of an effective discipline system is 
ensuring clear, appropriate, and consistent expectations and consequences are in place, both to 
prevent and to address misbehavior (https://www.ed.gov/news/speeches/rethinking-school- 
discipline). This requires a system for consistently and effectively responding to behaviors that 
are problematic and understanding which behaviors students struggle with the most. 

Tracking behaviors in a consistent way enables teams to identify needs at the student, 
grade, building, and district levels. Valid data then clearly and accurately reveal common 
behavioral concerns and the underlying needs they may be communicating. This is where the 
connection with social-emotional learning can create a deeper toolbox for understanding oneself 
and getting one’s needs met in socially acceptable ways. 

The third and final principle of an effective discipline system is that school leaders and 
educators should strive to ensure fairness and equity for all students through continuous 
improvement (Duncan, 2014). Conducting data analysis allows teams to continuously evaluate 
the impact of their discipline policies on all students and subgroups. Data that reveal the 
prevalence of trauma, toxic stress, and risk factors in the community and, as voiced by students 



32 

in climate surveys such as the Communities That Care survey, are also important in evaluating 
your approach to discipline. Creating a safe, predictable, and trustworthy climate through 
consistency and data-based improvements will gain instructional time, build a more socially 
skilled staff and student body, and avoid more exclusionary practices that are detrimental to 
student and school progress. 

During structuring, Kansas MTSS teams work on three areas of the response system: 
refining their documentation system, gaining consensus on minor and major behaviors (K-12), 
and creating a flowchart for consistent response. 
Refining the documentation system 

Most elementary and secondary schools have procedures in place for referring students 
who are exhibiting problem behavior to the building principal for disciplinary actions, often 
referred to as Office Discipline Referral (ODRs). The most effective systems allow staff to 
directly document ODR information in the Student Information System (SIS) and capture, at a 
minimum, these “big 5 data points:” what behavior, which student, where was the location of the 
incident, when in terms of time of day and day of week, and who is making the ODR. Additional 
recommended data points include others involved, possible motivation, and 
administrative/teacher actions. These data points will enable teams to analyze trends and 
underlying needs in various ways, and teams should refine the ODR form or fields in the SIS 
systems to align with those data points. (See the appendix for the ODR Form example). 

Young children also commonly demonstrate challenging behavior (e.g., throwing 
tantrums, throwing objects, pushing, kicking, and biting), which is typically addressed within 
the classroom but may be significant enough to warrant further attention. Recently, preschool 
programs (as well as some early primary grade levels) have found the use of documenting 
challenging behavior through a Behavior Incident Report (BIR) to be a developmentally 
appropriate and effective means for collecting and analyzing important behavioral data in order 
to problem solve with administrators and families (Fox et al., 2009). Additional data questions 
for the BIR that goes beyond the ODR data questions include what activity (arrival, snack, 
transition, independent or small/large group, etc.) and what age. 
Consensus on majors and minors 

For elementary and secondary schools, office-managed behaviors aren’t the only ones 
that corrode instructional time and school climate; those behaviors that the teacher must stop 
instruction to manage in the classroom also play a role. Therefore, the Kansas MTSS framework 
recommends schools clearly define and differentiate “minor” classroom-managed behaviors 
from “major” office-managed behaviors. ODR forms or fields in the SIS system should be 
refined to capture whether the behavior is a major or a minor behavior. 

Teams will need to specifically define majors and minors at their local level. Depending 
on the building, it also can be appropriate to involve the larger faculty group and perhaps even a 
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focus group of students and family members in these discussions and/or decisions. Clear 
definitions create consistency among staff and a predictable environment for students, even when 
(or especially when) a student struggles. 

A common and straightforward place to start with clearly defining majors is to 
understand the definitions and infractions that must be reported to the state via KIAS. A common 
place to start with minors includes considering those behaviors that take time away from 
instruction. Common examples include tardiness, violation of classroom expectations, 
inappropriate language, classroom disruption, or lying. 

Teams will likely discover great variability regarding what is currently considered minor 
or major offenses by different faculty members. For example, staff may feel differently about a 
student using a curse word when he or she stubs a toe, versus directing a curse word at a peer or 
adult. For this reason, teams must both obtain input from the staff on the definition process as 
well as ensure that all adults who might write ODRs/BIRs in the building receive explicit 
instruction on these definitions. With clarity comes consistency and subsequently predictability, 
in which students need to feel safe and secure. Consistency is important to reduce confusion and 
mixed messages for students as they move from one environment to another. Similarly, in 
preschool settings, all staff must have a consistent understanding regarding behaviors that 
warrant documentation on the BIR and behaviors that do not need to be documented. Finally, 
because these ODRs/BIRs will serve as a screening measure, it is critically important that their 
observance be accurately and consistently tracked, reported, and monitored so that student 
supports can be implemented effectively.   

Behavior response flowchart 
Teams often create a flowchart for consistent response to behaviors during structuring to 

provide a visual guide for how to respond to minors in the classroom and majors that need to be 
sent to the office. The major focus of the response system is on positive, proactive responding. 
Therefore, the first response strategies in the behavior response flowchart are those adopted 
instructional practices discussed in a previous section on instructional practices. When staff 
members use practices such as active supervision, pre-correct/remind/reinforce, opportunities to 
respond, feedback, or redirections for a minor behavior and the problem behavior diminishes, 
documentation is not necessary. 

However, if a student repeats a behavior or doesn’t respond to a fluid use of instructional 
practices, then the behavior may be considered a minor. Staff members will continue using 
proactive strategies to help students learn to meet their needs in an acceptable way, yet they will 
also document the behavior as a minor so that the data will aid in understanding patterns for 
students and classrooms. It is important to help staff identify what minor offenses are and to be 
clear when minor offenses need to be documented and when they become major offenses. These 
understandable and clear steps for how to respond to minors and majors using the ODR/BIR 
process should all be documented in the behavior response flowchart. 
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Majors require keeping in mind some key considerations when developing responses. 
Although a student may not necessarily leave the classroom immediately, timely disciplinary 
action is important. The manner in which staff members respond should also serve to mitigate 
any unintended reinforcement, such as attention at the office (from peers, principal, secretaries, 
etc.) or the opportunity to roam the hall unescorted. 

At the same time, administrators and staff members should maintain a supportive 
relationship with the student by identifying the student’s stress level before processing and 
problem-solving with the student. When stress levels are high, the part of the brain that engages 
in critical thinking and problem-solving is not available. Sometimes when processing stress 
levels, administrators or staff members will become aware of critical events or toxic stress in a 
student’s life. Schools should have strategies and supports that allow students to bring their stress 
levels down so that true conversation and learning can take place. Often emotions are expressed 
through challenging behavior, and the goal is to enable students to become more fluent in 
expressing emotions with words rather than challenging behavior. When students struggle for 
words, they may be prompted to aid vocabulary acquisition, and link vocabulary to sensations. A 
trauma-aware school strives to have students learn in both positive and disciplinary interactions 
that verbalizing feelings is supported, expected, and respected, while high behavioral 
expectations are maintained. They should also learn through the interaction that the emphasis is 
on building personal skills and “what is learned from this mistake.” 

The response system should include prompt and direct parent communication and stay 
focused on the present issue and learning. Any rewards that are/have been earned cannot be lost. 
Other punitive examples that can have 
a negative effect on learning include 
deny a student entry to class for being 
late, “clipping down” students on 
charts or electronic systems etc. In 
short, discipline without learning is a 
missed opportunity to apply critical 
thinking and problem-solving skills to 
social and behavioral missteps. 
Punishment alone is ineffective at 
preventing that behavior from 
happening again. 

“When  adults use  coercion, some  side 
effects… include escape, avoidance, 
resentment, disrespect, and  aggression. 
The student may  turn to counter- 
coercion by inflicting pain on others” 
(Young  et al, 2012). 

Finally, it is important to have a process established for students to return to class, either 
that day or the next, after a problem behavior has occurred in the classroom. Problem behavior 
and office referrals often damage rapport, and the student and teacher need to have the 
opportunity to responsibly talk through the issue in order to move past it and focus on a clean 
start. 
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Essential elements checklist 
Use this checklist to refine and update your current discipline system. 

Essential Elements Checklist: Response System Person 
Responsible 

Begin Date Completion 
Date 

Gather staff input to define minor and major (K-12) 
behaviors 

Align minor and major definitions to the office discipline 
referral (ODR) form/system 

ODR form/system should have the follow fields: 

1. Student name and grade

2. Location

3. Date and time

4. Problem behavior and if minor or major

5. Others involved

6. Possible motivation

7. Referring staff

8. Administrative/teacher decision

For early childhood only: 
Behavior Incident Report (BIR): Same as ODR but also 
include: 

1. Activity



36 

2. Teacher/classroom strategies used

3. Student age

Understandable and clear steps for how to respond to minors 
and majors using the ODR/BIR 

1. Clear hierarchy of consequences

2. Establish minimum disciplinary responses for majors
including trauma-aware stress assessment and
regulation opportunities

3. Create re-entry procedures for students to return to
class quickly

Gather staff feedback on the response system 

Meet the component goal 

Determine a method to measure/assess this component 

Final steps 
These questions conclude your activities with the behavior response system. 

� Does your plan address all the essential elements? 
� How will you document this component? (KESA Connection) 
� Which Stakeholders do you need feedback from? (Empowering Culture and Leadership 

Connection) 
� What are your professional development needs? (Professional Development Connection) 
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Assessment 
Data-Based Decision Making 

Goal 
All staff understand that the data sources collected impact behavior, and they use data to 

inform instructional practices and interventions 

Description and research 
Assessments in a multi-tier system are used for a variety of purposes. Therefore, it is 

essential that a comprehensive and aligned assessment system be in place to facilitate necessary 
instructional decisions for academics and behavior. A comprehensive assessment system 
includes valid and reliable assessments for the purposes of (1) universal screening, (2) diagnostic 
assessment, (3) progress monitoring, and (4) outcomes in academics, social-emotional, and 
behavior that ensure the mental, physical and cognitive well-being of the whole child and 
support students to be college and career ready. 

Once assessments have been selected, teams should provide appropriate professional 
development and ongoing support to all staff expected to use them. Decisions need to be made 
about who will collect, administer, score, and interpret each assessment. If all staff members are 
involved in the administration of an assessment, they will need to be trained. Sometimes an 
assessment team will be designated to administer and score the assessments. In such cases, only 
those team members will need to be trained. It will, however, still be important for all staff to 
understand the data and how to interpret the instructional implications. All teachers need to be 
trained on the purpose, rationale, and uses of the assessment. Leadership teams may consider 
training all teachers in the assessments to build school capacity and encourage “buy-in” of the 
assessment. 
The ABCS of Data 

Specifically, when assessing 
students for their social-emotional 
and behavioral needs, the types of 
screening assessments extend 
slightly beyond the singular concept 
of a universal screener. The 
assessments can be thought of in the 
acronym ABCS - Attendance, 
Behavior referrals, Course grades, 
and Screener for social, emotional 
and behavioral needs. These four foundational data sources successfully identify a large majority 
of students at risk for social-emotional and behavioral needs. These four sources are also reliable 
at assessing the overall climate of the school environments and settings. 
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It is important to understand the relationship between these data sources as they interact with 
each other and overlap quite regularly. We want to emphasize that, if you are seeing risk in one 
of the data sources, more often than not you should be seeing risk in at least one other data 
source. 

The chart above, which is in the implementation manual, organizes and identifies the 
relationship between risk levels on one universal screener for social-emotional and behavior, the 
Student Risk Screening Scale (SRSS), and the corresponding average number of Office 
Discipline Referrals (ODRs), the average GPA, and the average number of course grade failures. 
Not surprisingly to most teachers, there is a high correlation between being identified at risk on a 
universal screener and having office referrals, failing 2 or more courses, and having a low GPA. 
The benefit of looking robustly at this data on a regular basis is that teams can intervene early for 
students with at-risk factors, before a pattern of school failure is established. 

While this chart indicates that using just the social-emotional and behavior screener will 
likely catch a large number of students who have at-risk factors that are correlated with other 
academic and behavioral concerns, in the Kansas MTSS it is recommended to collect the other 
data sources to look at trends in the concerns that are identified through the screener. Since the 
screener only identifies risk and decisions regarding the risk cannot be made based on the 
screener, it is necessary to have the other three sources (attendance, behavior referrals, and 
course grades) to verify the risk and determine more detailed decisions about the risk. 

Additionally, further evidence exists for the use of more than one data source to identify 
and verify student risk. For example, if you only focused on the traditional PBIS method of data 
ODRs, which is the behavior referrals (the B in ABCS), you would be catching students with 
externalizing behaviors but will likely be missing students with internalizing behaviors such as 
being shy, withdrawn, depressed, or anxious. Students with internalizing behaviors do not 
usually act out or cause disruptions to the learning of others so they may not be identified using 
only ODRs. Only monitoring ODRs will tell you when students have already failed; it will not 
show risk prior to a student presenting minor behavior concerns nor students demonstrating 

emotional needs (Oakes, Lane, Cox, & Messenger, 
2014). 

While it may seem overly comprehensive to look 
at all four data sources throughout the year, it is the most 
robust option to identifying risk and mitigating the 
chances that the team misses a student at risk. Think of 
this robust system like a security system in which you 
have sensors on the doors and windows, motion sensors 
in the house, microphones throughout the home, and 
connections to the fire alarms within the home. Any one 
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of these alarms could go off and alert someone to investigate. Sometimes only one alarm gets 
tripped, sometimes more than one, but the overlapping protection helps to ensure that all issues 
are detected. Occasionally false alarms (or in the case of data sources, false positives) will go 
off. In the case of social-emotional and behavioral needs, though, it is better to have a false 
positive where you can verify the presence of the risk, than a false negative in which the risk 
went undetected and the student ended up harming him/herself, others, or property. 
Screening 
data sources 

Provided 
below is a 
description 
and 
supporting 
evidence for 
each of the 
four ABCS 
data sources. 
Also, 
included in 
this section 
are the other 
referrals, 
which 
account for bullying referrals, counseling referrals, and nurse visits. These other referrals are not 
usually gathered in the initial stage of implementation but are often added once the ABCS 
sources are being collected with fidelity on a regular basis. 

Attendance. Intuitively we know that having students in school and subsequently in class 
equates availability for learning. Students must attend school regularly to benefit from what is 
taught there. However, each year, an estimated 5 to 7.5 million U.S. students miss nearly a 
month of school with both excused and unexcused absences (Jensen, Sprick, Sprick, Majszak, & 
Phosaly, 2013). This lost instructional time exacerbates dropout rates and achievement gaps. It 
erodes the promise of early education and confounds efforts to master reading by the end of 
third grade, as is evidenced by the chart above. This chart identifies that students in preschool, 
kindergarten, and 1st grade who were absent more than 10% of the time, were demonstrating 
moderate to significant reading risk on the academic screener, DIBELS, reinforcing a 
relationship between attendance and achievement. 
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Chicago Public Schools Study Link 
Attendance has a significant impact on secondary settings as well. The graphic above 

uses a study conducted with Chicago Public Schools to determine the root causes of their 
dropout problems. This large-scale study launched the Early Warning Systems tool from the 
National High School Center, which uses attendance and course grade data to identify if 
students are on track or off track for graduation and how to intervene early if they are presenting 
as off track (Heidrich, 2017). As is noticeable in the figure, two students with similar 
achievement scores and similar attendance scores leave middle school and move on to ninth 
grade. When one student’s attendance begins to falter, so does that student’s grades and 
subsequently his or her ability to stay on track for graduation. With a decline from 97% 
attendance to 93% attendance, the impact to staying on track was exponential, leaving the 
student with a 66% chance of being off track. Off track is defined as failing a core course and 
having to repeat it to gain credits to graduate. Repeating courses places students off track and 
increases their chances of dropping out. 

Too often, though, states and school districts overlook this problem because they simply 
aren’t looking at the right data. They calculate the number of students who show up for school 
every day, and they tabulate how many students have unexcused absences that make them 
truant. However, they often don’t add up all absences, including both excused and unexcused 
absences, to see how many days a student has actually missed instruction. Chronic absenteeism 
is defined by Attendance Works (2017) as missing 10% or more school days (both excused and 
unexcused). This has been associated with low school attachment, delinquency, involvement 
with illegal drugs, emotional maladjustment, family dysfunction later in life, and increased 
likelihood of dropping out of high school. 
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Behavior referrals. The second data source for social-emotional learning and behavior 
comes from the behavioral referrals which are titled Office Disciplinary Referrals (ODRs) in K- 
12 systems and behavioral incident reports (BIRs) in preschool systems. The response system 
section provides in-depth detail on how to identify majors and minors as well as how to 
establish a common language and protocol for submitting behavior referrals. In this section, the 
focus will be on how this data source impacts the decision making for social-emotional and 
behavior. 

ODRs and BIRs are hallmark data sources for positive behavior intervention and supports 
systems (www.pbis.org). Collecting robust behavior referral data translates into multiple types of 
reports that look at building, classroom, and student level needs around core curriculum and 
instruction. When teams analyze behavior referrals, they often see trends in school-wide needs 
such as re-teaching of cafeteria expectations when the ODRs indicate a spike in referrals from 
that setting. Behavior referral data analysis can also provide feedback on school climate by 
comparing the number of referrals in each month from a non-implementation year to an 
implementation year. As districts reach sustainability, teams are encouraged to look deeper for 
trends across other referral data items, especially within in-school and out-of-school suspensions 
(ISS & OSS), detentions, and other behavior-related data. 
The following critical components of ODR data are tracked within Kansas MTSS: 

� WHAT behavior? 
� WHICH student? 
� WHERE (location of incident)? 
� WHEN (time of incident, day of week)? 
� WHO made the referral? 
� WHY did the behavior occur (function)? 

For preschool and/or other early primary classrooms, the BIR is used to track concerning 
behaviors. The following additional data are useful in developing interventions and supports to 
meet student needs: 

� What activity (e.g., arrival, snack, transition, story, dramatic play)? 
� What grouping (e.g., independent, small group, large group)? 
� Which adult noted the behavior (in classrooms where more than one adult may be 

included)? 
Course grades. High school grade point average (GPA) has consistently been found to 

have the most significant relationship with students’ college course success (Hodara & Lewis, 
2017). Specifically, a one-unit increase in high school grade point average (for example, an 
increase from 2.0 to 3.0) increases a student’s likelihood of earning a C or higher from 25 to 29 
percentage points for college English and 27 to 33 percentage points for college algebra. 
Conversely, if students’ GPAs are lower than 2.0, the likelihood of failing the course and having 
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to repeat it the next year increases as well. Failing core courses in high school such as English, 
math, science, and social studies result in students being off track to graduate. As was noted in 
the attendance section, developing a robust Early Warning System that identifies students who 
are at risk of being off track is essential in a Kansas MTSS. When students are identified as at 
risk of failing a course early in the quarter or semester, the school has ample opportunity to 
establish supports to facilitate passing the course and receiving the credit. 

Many 
middle and high 
schools have a D/F 
list that is generated 
towards the end of a 
semester to 
determine who will 
need to retake the 
course. The Early 
Warning System 

Course Grades in Elementary  Settings 
It is common to collect course grades in middle 

schools and often required in high schools. 
Therefore in Kansas MTSS, it is recommended to 
pull reports for 6-12th graders. Teams have the 

option to pull course grades reports for 4th and 5th 
grades as well to look for risk trends. 

Tool (AIR, 2015) indicated that this is too late and not preventative. In a Kansas MTSS, district 
and building teams create queries within their student information systems to track course 
grades for middle and high school students at least quarterly with the goal of moving to 
monthly. This sophisticated tracking system includes all three of the aforementioned data 
sources (attendance, behavior referrals, and course grades) to determine early in the semester 
which students need assistance to get back on track. When teams establish an early warning 
system and connected at-risk/flagged students with evidence-based interventions (see 
Interventions section), the number of students that graduate on time can increase dramatically 
(Allensworth, et al., 2014). 

Social Emotional Behavior Screener. Much like universal screening tools in academics, 
the universal screening tools in social emotional behavior are a quick reference to identify two 
prongs of information: the overall health of the Tier 1 components in the school and the students 
who are at risk for social-emotional or behavior concerns. Universal social-emotional behavior 
screening tools such as the Student Risk Screening Scale (SRSS; Drummond, 1994), Strengths 
& Difficulties Questionnaire (SDQ; Goodman, 1997), and Social, Academic, Emotional 
Behavior Rating Scale (SAEBRS; Kilgus, Chafouleas, & Riley-Tillman, 2013) to name a few, 
enable teams to quickly identify students in Grades Pre-K-12 who may be at risk before their 
behavior escalates or results in disciplinary response. 

These tools are quickly completed by teachers and require minimal time investment, but 
they can prove invaluable in early identification of students who may need additional supports. 
For optimal effectiveness, screeners should be completed three times a year, with the first 
administration occurring approximately four to six weeks after the start of the school year, the 
second before winter break, and the third administration approximately six weeks before the end 
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of the school year (Lane, Menzies, Kalberg, & Oakes, 2012). When administering the screener, 
it is recommended that only one teacher rate a student and that the teacher be the same rater at 
all three screening times. Some schools choose a time of day (elementary) or class period 
(secondary) at which everyone rates the students they have at that time of the day (e.g. 9:00-9:30 
or 2nd hour). This way all students are screened and the same teacher rates the student 
throughout the year. 

Some screeners focus on just identifying internalizing and externalizing risk (e.g. the 
SRSS and the SRSS-IE, Lane et al., 2009) without an option to group. Some screeners focus on 
risk within social and emotional needs as well as academic concerns (e.g. SAEBRS, SDQ) and 
have categories that lend themselves to grouping. Still other screeners are solely focused on 
social skill areas and can be linked to class-wide or individual interventions (Social Skills 
Improvement System [SSIS], Gresham & Elliot, 2008). No matter which screener a team 
chooses, it is important to research the screener’s administration and scoring guidelines to 
determine how best to use the data collected. 

Other Referrals. When teams are well structured for ABCS data sources, Kansas MTSS 
recommends they develop systems for organizing data from other important referrals as well. 
Tracking bullying referrals, counseling referrals, and nurse visits provides excellent additional 
information for teams when they are considering the “why” or the function of the behavior. 
These referrals supply deeper information on the student and why there is a risk factor present. 
Students who have had repeated bullying referrals or have been repeatedly victimized by a bully 
will likely have additional needs that should be considered when thinking of interventions. 
Similarly, students who frequently visit the nurse during a certain time of day or who have self- 
referred or been referred to the counselor repeatedly may have internalizing needs that need to 
be considered in developing interventions. Tracking these particular types of referrals provides 
teams with further information when they are making data-based decisions. 
Overview of progress monitoring and diagnostics 

Once screening data sources are collected and students are matched to interventions, 
progress monitoring is conducted within the MTSS to inform staff of students’ growth in content 
knowledge and skills. Monitoring progress regularly and using data to make instructional 
decisions results in improved academic, behavioral, and social-emotional progress. Teachers’ 
accuracy in judging student progress increases when progress monitoring is used consistently 
(Stecker & Fuchs, 2000). 

For students receiving supplemental (Tier 2) and intensive (Tier 3) instruction, progress- 
monitoring data are collected every week or every other week. Progress monitoring for students 
receiving supplemental or intensive instruction answers two questions: 

1. Is the instructional intervention working?
2. Does the effectiveness of the intervention warrant continued, increased, or decreased

support?
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In most cases, the universal academic screener that is used to identify students requiring 
interventions is also used for progress monitoring (Torgesen, 2006). These curriculum-based 
measurements (CBM) are recommended because they (1) measure small increments of change, 
(2) have sufficient multiple forms to allow for frequent (weekly or bi-weekly) administration (20
to 30 alternate forms is sufficient), and (3) provide data that may be used to create growth charts
of the students’ learning over time. At the preschool level, some tools are not appropriate for use
in progress monitoring. In this case, it is recommended that other tools and/or alternative
curriculum-based measures be created for this purpose.

Having students chart their own progress can also increase motivation and participation 
(Bos & Vaughn, 2006). The ultimate goal of the MTSS is to return a student to a less intensive 
level of support as soon as possible while continuing to monitor the student’s progress in case the 
need for additional supports re-emerges. 
Progress monitoring for social emotional and behavior 

When developing a progress monitoring system for social emotional behavior, begin by 
taking stock of the school’s current social emotional behavioral assessment instruments. Some 
teams may already have capacity built within their counseling and special education departments 
for monitoring students’ behavioral needs. It will be important to start with systems that are 
already built and improve on them. For schools integrating preschool classrooms into the MTSS, 
additional investigation may be required to identify instruments routinely conducted for that age 
group or target population. The team should review and evaluate each assessment currently being 
used or those being considered for future use with regard to reliability, validity, and a clear 
understanding of the purpose and population for which the assessment was intended and 
validated. 

Social emotional and behavioral progress monitoring is somewhat more complicated than 
academics. Like academics, the data used for progress monitoring can often be the same data 
source that first indicated that a student might be at risk. For instance, if a student is at risk 
regarding attendance, then it would make sense to closely track his/her attendance as a part of 
their progress monitoring. The picture becomes complicated when a data source such as the 
social emotional behavior screener indicates that the student is at risk, because most of these 
screeners do not include a progress monitoring option like academic screeners. In these 
circumstances, other data sources can be used to monitor progress, such as the following: 

● Daily point sheet: These often are completed by the student’s teacher and serve as a way
for the teacher to rate the student’s behavior during each class period or set interval of
time. The behaviors can be predetermined on the sheet and teachers can use a yes/no, 0-3
Likert scale, smiley face, or some other rating system to give the student direct feedback.
Additionally, students can also evaluate their own behavior.

● Student/teacher surveys: these can be created to ask teachers and/or students very specific
questions related to the perceived needs of the student. These can be done on paper or
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digitally, and can be sent out daily or weekly. Additionally, multiple teachers can be 
involved in the survey, with the results aggregated to show long-term trends and areas of 
strength and improvement. 

● Some Tier 2 and 3 interventions already have built-in progress monitoring features. For
instance, check-in/check-out (CICO) has a daily progress report (DPR) that is very
similar to a daily point sheet mentioned above. The data from the DPRs is aggregated and
charted to see what kinds of long trends are emerging and to see whether the student is
making progress towards his/her goal.

● Observations: These involve direct observations of student behavior. Examples of
observation types include momentary time sampling, partial interval recording, and
frequency recording. For more information on observation data collection, please search
these terms on the TASN webpage at www.ksdetasn.org.

It is very important for leadership teams to have these progress monitoring discussions at 
some point before intervention grouping begins. This will allow adequate time for staff members 
to be trained and become familiar with data collection for your interventions as well as help 
ensure that your students receive interventions, are monitored, and are exited from interventions 
in a timely and efficient manner. 
Frequency of progress monitoring K-12 

Collecting and graphing progress-monitoring data over a series of weeks provides a 
visual pattern of skill acquisition for students receiving additional support. Depending on the 
level and type of intervention, the frequency of data collection can vary from one intervention to 
the next. Attendance data is already collected daily, behavior referral and course grade data could 
be collected weekly or bi-weekly, and other progress monitoring sources (see above section) can 
have a variety of time ranges. 
Diagnostic assessments 

The intervention and enrichment section provides greater detail on functional behavior 
assessments (FBAs) and wraparound programs which are often the two types of diagnostic 
assessments recommended within the Kansas MTSS for students with significant social, 
emotional, or behavioral needs. Some districts already have diagnostic assessments established 
for these needs, such as the BASC-3 (Behavior Assessment System for Children; Reynolds & 
Kamphaus, 2015). Diagnostics such as these are appropriate to use as well, however, it is 
important to evaluate function of behavior as well as mental health needs when connecting 
students to Tier 3 comprehensive interventions. Most of these comprehensive interventions are 
organized around function and social-emotional skill development. Therefore, using a diagnostic 
assessment system like an FBA or wraparound system will provide the team with the most robust 
data to intervene with the most successful intervention. 

The diagnostic assessment should answer the following questions: 
● What are the student’s strengths?
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● What are the student’s needs?
● What instruction is needed?
● Why is the behavior occurring?
● What is the student either attempting to obtain or avoid?
● What mental health needs may be present that need assistance?
● What settings, events, and antecedents are present that may be impacting or triggering the

behavior?
● What positive and proactive interventions have been used and are accessible to address

the significant needs?
● What responses are most effective at de-escalating the behavior?
As leadership teams undertake the task of selecting diagnostic assessments, the following

considerations are offered: 
● What is the amount of time it takes to administer the assessment?
● Is this assessment effective and accurate in diagnosing students’ instructional needs?
● What training is available to learn how to administer the diagnostic assessments and

interpret the results?
Formal diagnostic assessments should be given to students when additional information is 
needed for more customized instructional planning; however, it is also important not to overuse 
them. Formal diagnostic assessments require a lot of building resources and should not be 
administered as a matter of course to all students; rather, they should be used only when 
progress-monitoring data indicate that further information is necessary to adequately plan 
instruction or the student’s data indicates a more immediate and intensive intervention than is 
available at the Tier 2 level. Decision rules will ensure that students with the most significant 
needs who require diagnostic assessment will receive it in an efficient and effective way. 
Essential elements checklist 

Use the checklist below to analyze current data sources and what other sources need to be 
adopted as well as what systems need to be refined or updated. 

Essential Elements Checklist: Assessment System Person 
Responsible 

Begin 
Date 

Completion Date 

1. Identify queries within student information systems for
accessing data for attendance, behavior referrals, and
course grades.

2. Research various social emotional  behavioral screeners  to
determine which one fits the school’s community best



47 

3. Adopt the social emotional  behavioral screener  that best
fits the community

4. Correlate progress monitoring tools with the ABC data
sources or create  a locally designed tool

5. Identify diagnostic assessments within use in the district for
social-emotional and behavioral concerns

6. Develop systems for creating robust and evidence-based
functional behavior assessments and wraparound programs
to address the functional needs and social emotional  skill
development of students with significant needs.

7. Set up professional development to introduce  the purpose
of the data sources.

8. Create systems for collecting the other referral data (e.g.
bullying, counseling, nurse visits).

9. Meet the component goal

10. Determine a method  to measure/assess this component

Final steps 
These questions culminate your activities with social-emotional learning. 

● Does your plan address all the essential elements?
● How will you document this component? (KESA Connection)
● Which stakeholders do you need feedback from? (Empowering Culture and Leadership

Connection)
● What are your professional development needs? (Professional Development Connection)

All-Some-Few: Intervention and Enrichment 
Goal 

All staff members are trained on in-class Tier 2 supports; some staff are trained in Tier 2 
and 3 supports and small group interventions. 

Description and research 
Even in a nearly perfectly designed Tier 1 framework, due to the intricacies of human 

development, there will always be a need for additional supports for some students. Students 
with heightened social, emotional and behavioral needs also often have more complexity within 
their overall educational needs as well. As noted by Young, Caldarella, Richardson, and Young 
(2012), “Adolescents who have been recommended by their teachers for Tier 2 interventions 
tend to perform at lower academic levels on average and to have more office referrals as well as 
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more problem behaviors in class than the majority of their peers”. For this reason, during the 
structuring phase, teams should evaluate their currently available interventions and supports and 
create a systematic plan to address potential student needs within a protocol of Tier 2 and 3 
interventions and supports. As Sprague and Golly (2004) noted with regard to protocols, the 
“process of implementing selected interventions will be simplified and faster if the school has a 
standardized intervention program that can be implemented with minor adjustments.” 

When considering which interventions and supports to include in your Tier 2 and 3 
Protocol follow this succinct guidance based on work by Stormont, Lewis, Beckner, and Johnson 
(2008), “As teams establish a complete continuum, ensure: 

1. All levels of support are directly related to universal social emotional learning and/or
behavior expectations.

2. An instructional approach is emphasized at every level.
3. Small-group and individual supports are deeply embedded in a consistent systems of

implementation.
One of the challenges is to identify resources that may already be available in the system

to provide effective interventions for students and ensure they are implemented with fidelity. 
Teams should identify current materials, interventions and supports, and critically evaluate them 
to ensure that all essential skills are represented and that the materials will support both targeted 
skill- or strategy-based instruction (Tier 2) as well as comprehensive instruction (Tier 3). In 
doing this, staff will be positioned to make the necessary decisions regarding whether gaps exist 
in materials that need to be filled. Buildings are encouraged to talk with the specialized staff, 
including special education teachers, title teachers, at-risk coordinators, transition coordinators, 
counselors, social workers and psychologists, as these are valuable experts in the district who 
may already have established interventions and supports.  These resources can be used in more 
generalized ways to the benefit of more students, with these knowledgeable professionals serving 
as ‘coaches’ to a broader group of interventionists if necessary.  Staff members will also need to 
make decisions about discontinuing or replacing curricula due to the lack of effectiveness in the 
progress monitoring data or a lack research support. 

According to Torgesen and Hudson, (2005) one of the biggest risks of intervention 
groups is that we begin to expect a lower standard of performance for students who require them. 
It is important to note that students who are in Tier 2 and 3 supports and interventions need not 
be held to lower expectations, they just need additional supports in reaching the commonly 
agreed upon expectations for all students. 
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Torgesen and Hudson also stated that, in order for intervention groups to work properly, 
intervention systems require school-level monitoring and regular adjustments. This is 
accomplished in MTSS by regular meetings of 
collaborative teams to analyze students’ progress, make 
adjustments to instruction and supports, and utilize the 
self-correcting feedback loop for communication. 
Additionally, each student that is placed into an 
intervention group will need progress monitoring. This 

serves 

The grouping and 
sorting of students 

into appropriate 
intervention and 

supports is driven by 
“Behaviors associated with 
Tier 2 interventions may be 

two data and problem 
solving, not a label. 

characterized as persistent 
in spite of Tier 1 efforts” 

Young, Caldarella, 
Richardson, and Young 

(2012) 

purposes: first, to ensure that the student is 
making adequate progress, and second, to 
ensure that the intervention or support is overall 
effective across multiple students. Please refer 
to the assessment section above for more 
information regarding progress monitoring. 

One final note about Tiers 2 and 3: One of the primary purposes of developing a Tier 2 
and 3 Protocol is to directly connect interventions and supports to the existing framework within 
Tier 1. Thinking of the MTSS Triangle, Tiers 2 and 3 are built upon a strong Tier 1, not off to the 
side in their own silos. As you move forward, please keep the connection of the tiers in mind, as 
continuity and fluidity in movement between them increases rates of success. On a connected 
note, many of the entitlement programs within education (Title 1, Special Education, English as 
a Second Language, etc.) may already have services and programs associated with students who 
qualify for them. Your MTSS framework is not meant to supplant or replace these programs, but 
rather to work in conjunction with them to better meet the needs of ALL students. Within a 
Kansas MTSS framework, participation in a Tier 2 or 3 intervention or support does not require 
an Individualized Education Plan (IEP), General Education Intervention (GEI), or low-income 
status, nor does having one exclude a student from participation. The grouping and sorting of 
students into appropriate intervention and supports is driven by data and problem solving, not a 
label. Due to the complex nature of these programs, this collaboration may take time to work 
together seamlessly and effectively, but when accomplished, it leads to a more dynamic and 
responsive MTSS framework. 
Tier 2 

Tier 2 is a critically important, and often missing, selection of supports and interventions 
within schools. While not a perfect fit for all students, a comprehensive Tier 2 can help bolster 
key social emotional skills and/or slow the worsening of problem behavior by intervening 
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specifically and early on in the development of problem behavior. “A primary goal of Tier 2 
interventions is to replace existing problem behaviors with positive behaviors that do not require 
intervention” (Young, Caldarella, Richardson, and Young, 2012). The Kansas MTSS Framework 
functions as a hybrid model that combines a protocol and problem-solving approach to ensure a 
rapid response to students’ needs as they occur. The protocol aspect of the hybrid model requires 
each building to preselect a set of interventions to use when data indicate a need in a particular 
skill area. It is worth noting that, in Tier 2, social skills and behavior begin to overlap somewhat. 
This is because a set of students who have been identified as at-risk based on their ABCS data 
sources could have very different root causes for their difficulties, as these data sources cannot 
independently distinguish between “can’t do,” “trouble doing” and “won’t do” causes. This is the 
point at which problem solving becomes a key aspect of the process.  Collaborative teams need 
to use their data that indicate risk in combination with their experiences with each student who 
has been flagged as at risk, in order to determine official intervention or support placement. For 
example, if a student is identified as “at-risk” in attendance and course grades, the team will need 
to discuss whether that student has been absent for long periods of time due to prolonged illness, 
family emergency, work/extra-curricular obligations, etc. in order to accurately determine if the 
student is truly in need of intervention or support.  In such cases the team may decide this is a 
“false positive,” as was mentioned in the data-based decision making section and not in true need 
of intervention. 

The three most predictive factors across grade levels K-12 for dropping out of school – 
low achievement in core courses, chronic absenteeism, and challenging behavior and conduct 
(Balfanz & Herzog, 2006; Gleason & Dynarski, 2002, Hammond, Linton, Smink, & Drew, 2007; 
Morningstar & Clavenna-Deane, 2017) can be quickly mitigated by early detection and quick 
access to Tier 2 interventions. Therefore, it is advised that buildings evaluate and classify the 
interventions and supports currently available.  This classification allows you to systemize 
student placement, progress monitoring, and evaluation for effectiveness. It enables students to 
be matched to interventions and supports as quickly and accurately as possible as advocated by 
many researchers such as Newcomer, Freeman, and Barrett (2013) and McDaniel and Bruhn 
(2016). 

Within Kansas MTSS, Tier 2 is set up as a protocol of intervention and support options 
according to the stages of learning: acquisition, fluency, and generalization. This accurately 
matches students’ needs to the stage of learning in which they need support. During 
implementation, more time will be spent on the problem-solving process to improve the accuracy 
of matching students’ needs to the stages of learning, but for the purposes of structuring, the 
following example is helpful. 
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When a new skill is being learned, for instance riding a bike, the first stage of learning is 
acquisition. During this stage, the learner requires a lot of support in the task through physical 
proximity with the adult and frequent verbal feedback on performance. As the new bike rider 
gains proficiency (fluency) with the bike, the amount of proximity and verbal feedback can 
gradually be faded, to the point in which the bike rider only needs feedback on performance 
(sometimes verbal, sometimes in the form of a crash) in order to guide them through the final 
stage of generalization, at which point the new bike rider can independently adjust the 
skills/behavior to the needs of the environment. Many students get stuck at one of these stages of 
learning when it comes to their social and emotional skills and behavior. For example, students 
may be well behaved in the classroom but struggle in unstructured environments – a potential 
sign of issues with a student having difficulty with fluency or generalization of those appropriate 
behaviors into other settings. It is the intent of Tier 2 to identify these learning needs, and to use 
a problem-solving approach to match these needs to interventions and supports. 
To illustrate the stages of the learning continuum, an example student will be used to show how 
initial placement might look in Tier 2 and how students can progress through the continuum of 
supports and interventions as their skills improve. 

During the fall screening period at Central Middle School, an 8th grade student named 
Claire had several data sources that indicating risk. Specifically, she was at risk in 
attendance, course grades, and the universal screener. With this data in hand, the 
collaborative team discussed what would be the best placement for Claire within Tier 2. 
The team discussed how the data indicated that Claire has an extensive pattern of 
avoiding school and being disengaged. The team then determined that Claire needed 
direct intervention to acquire improved emotional and character development skills. 
Using the intervention and supports protocol, the team matched her with their Tier 2 
Acquisition stage intervention group which they called Stick With It, a program that 
teaches grit, determination, and self-regulation skills once a week with the school social 
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worker. Attendance and course grades are used as the progress monitoring for this 
intervention. 
Acquisition. Acquisition is the first stage of learning a skill.  In the domain of social, 

emotional and behavior development, acquisition interventions consist of students who need to 
learn what to do and how to do it. Many students with social, emotional or behavior difficulties 
have lived through adverse childhood experiences (ACES) that have either dysregulated their 
ability to feel safe and therefore respond skillfully, or have been taught survival responses 
through direct or indirect means that are not functional in the school setting, or both.  Whether 
due to ACES, toxic stress, temporary set-backs, or other reasons, students can miss both the 
direct and indirect lessons for skillful ways to perform a wide range of appropriate behaviors, 
from procedural things such as lining up correctly, to more internal skills such as regulating 
one’s emotions. As a result, the distinction between a behavior issue and a social skills deficit is 
less important than quickly and consistently intervening in a manner that promotes a sense of 
safety, relational regard and clear expectations.  At this stage of learning, the skills being 
addressed are often taught with direct, explicit instruction, which can be done in small group 
instruction with other students with similar skill deficits. Within Tier 2, this type of intervention 
is the most intensive and should therefore be reserved for students with more significant needs, 
often indicated by multiple data sources showing signs of risk. 

One helpful way of conceptualizing the acquisition stage is to keep the Kansas Social, 
Emotional and Character Development (SECD) standards in mind. By categorizing your 
acquisition level interventions and supports by social, emotional, and character development, you 
will get a clearer picture of where your building already has some of the potential needs covered, 
and where there are programmatic holes. For instance, if you have three resources that teach 
emotion management skills, but none for social or character skills, then it would be worth your 
time to research what additional programs are available to complete your Tier 2 protocol for the 
variety of needs that your students may present. 

After 6 weeks of the Stick With It program, Claire has shown marked improvement in the 
usage of grit, determination, and self-regulation skills, and her grades and attendance 
have begun to improve. Because of these improvements, the collaborative team 
determines it is time to move Claire to the fluency intervention group to help increase her 
independence with these skills. In this case, she is going to participate in the school’s 
mentoring program, which matches students with a trusted adult in the building who 
checks in with them weekly during the student’s seminar time. With Claire’s 
participation, the team identified one of the school’s library aides as a suitable Mentor 
for Claire, based on their previously formed, positive relationship. The team will 
continue to use attendance and course grades as the progress monitoring for this 
intervention. 
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Fluency. At the fluency stage, students are often able to perform the appropriate behavior 
or skill on occasion, but not as consistently as typical peers. In this stage, students often can tell 
you what they are supposed to do but struggle to consistently demonstrate it. In these 
circumstances, students need frequent feedback and support for the skills or behaviors in order 
for them to continue to solidify and become habitual. Support and interventions at this level help 
to build automaticity with the skill and lead to the next stage of generalization. The fluency stage 
of learning can have a wide variety of interventions and supports, from evidence-based programs 
like check-in/check-out, which help to give students frequent and consistent behavioral feedback 
from school staff, to classroom jobs which help to build responsibility, a sense of purpose, and 
student engagement in school. 

At first, Claire struggled to get used to the mentoring intervention, and her attendance 
began to slip again. After meeting one afternoon, Claire and her mentor were able to 
discuss the issue and come up with an agreement that Claire would briefly drop by the 
library in the morning before school, and give her mentor a thumbs up or thumbs down 
about how she was feeling that day. With this slight modification, Claire’s attendance 
improved along with her grades. At the next screening period, Claire was no longer rated 
as at risk. After discussing it with Claire and the collaborative team, it was decided 
Claire would discontinue the mentoring intervention during seminar and just check in 
with the mentor in the morning. This check-in procedure will serve as her generalization 
intervention to make certain that Claire’s behaviors maintain and her independence 
grows with less support from school staff. The team will continue to use attendance and 
course grades as the progress monitoring for this intervention. 
Generalization. The last stage of learning within Tier 2 is generalization. In this category, 

students are very close to being fully independent, consistent, and habitual with their behaviors 
and skills, but there are still some circumstances in which they revert to their old, less 
appropriate behaviors. For example, a student may do very well in the classroom but struggle 
with following the rules in less-structured environments like the cafeteria, bus, or bathroom. In 
essence, the student is working to generalize his/her skills to novel situations, but is still in need 
of just a little more of a nudge to get there. 

It might be helpful to think of a generalization intervention or support as serving the 
equivalent function of differentiation for academics. Therefore, to aid in generalization, teams 
are encouraged to consider the strategic use of Tier 1 Instructional Practices to maintain 
generalized pro-social behavior in classroom settings. For instance, for students who are working 
on self-control and seek teacher attention, their generalization intervention might be an increased 
rate of positive reinforcement and opportunities to respond (OTRs) in the classroom. “Teachers’ 
actions profoundly influence their students, and sometimes alterations in classroom practice can 
dramatically change student behavioral and academic performance” (Lane et al., 2013, pg. 10). 
Additionally, State and colleagues (2017) found that teachers were much more likely to 
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implement and rate favorably instructional practices (such as positive student-teacher 
interactions and increasing OTRs) as interventions than more comprehensive interventions (such 
as de-escalation and study skills). The authors go on to consider whether these differences might 
be in some way due to the comparative ease in which these Tier 1 Instructional Practices can be 
expanded, adapted, and focused on individual students as needed, versus a more tailored and 
personalized approach to each individual student’s needs as we see in Tier 3. Or as Sprick, 
Booher, and Rich (2014) stated plainly, 
“Individual interventions are time consuming 
and a lot of work, so if a ready-to-use 
intervention will suffice, that’s better.” By 
strategically using data to identify which 
students might benefit the most from 
intensified Tier 1 practices, teachers will be 
better able to know which students to give 
some designated extra attention and diligence 
towards and track the progress of their efforts. 

By the end of the school year, Claire 
had progressed through several Tier 2 

“In time, the rewards of 
good behavior and 

interacting positively 
become intertwined, and a 

new habit is born.” 
Sprick and Garrison, 

Interventions 2nd Edition, 
pg. 260 (2008) 

interventions, and was involved in the check-in generalization intervention. With the help 
of this intervention, her course grades and attendance continued to hold steady, and she 
ended up passing all of her classes that spring. Due to her success, the collaborative 
team, Claire, and her family determined that she could be dismissed from Tier 2 
altogether. Through Claire’s hard work and the support of the school and her family, she 
was able to turn around a difficult start to the year into a promising end. 
Attendance. The last category of intervention and support with Tier 2 is for students with 

attendance issues. As noted in the assessment section above, students who struggle with regular 
attendance are at much greater risk of dropping out. “When students are missing school, it is 
important to intervene with positive approaches rather than the punitive ones that are often used, 
such as in-school suspension for unexcused absences. Instead, greet every student when he or she 
has missed school and let the student know you noticed” (Morningstar & Clavenna-Deane, 
2017). In order to intervene positively and early, buildings should take care to determine what 
types of interventions and supports they can provide students who have demonstrated an issue 
with attendance, before their grades, screener, and behavior referrals have begun to indicate risk. 
For instance, once a student has missed more than 10% of school within a semester, the school 
could automatically contact the student and their parent/guardian for a problem-solving 
conference. Attendance data can often return many “false positives” due to prolonged illnesses, 
family vacations, extracurricular obligations, so it is important for buildings to utilize an active 
problem-solving approach to prevent the over-identification of students into this intervention 
category. 
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Other considerations for Tier 2. Now that you have a better understanding of how Tier 2 
is set up along the stages of learning, teams will need to take stock regarding which interventions 
and supports are already available within your building/district. Typically, buildings already 
have some interventions and supports available to some students, which can then be systematized 
and used in conjunction with data-based decision making to provide building-wide Tier 2 
interventions. Additionally,  remember the targeted use of Tier 1 Instructional Practices (such as 
increased opportunities to respond, active supervision, instructional choice, etc.) as potential 
generalization interventions for Tier 2 as well. It is worth noting that few buildings will have all 
the interventions and supports already available to fully account for the diverse needs within Tier 
2. These gaps are acceptable during structuring, as plans to address these gaps will be made

during the implementation phase. 
Initial placement is 
fluid,  based on the 

	

Tier 3 	
Tier 3 serves the intensive needs of the few 

determination of the 
team, so it is not 
uncommon for 

students showing Tier 
3 level risks to be 
placed into Tier 2 

intervention groups, 
and  students with Tier 

2 level risks to be 
placed into Tier 3 

interventions 

the following: 

students who require a greater degree of 
specialization. Tier 3 is not Special Education. 
Special education is a service delivery model that is 
integrated across all of the tiers. Conversely, many 
students with intensive needs do not necessarily 
require an Individualized Education Plan (IEP). 

For intensive supports, curriculum materials 
often differ from those used for supplemental 
support because students who are missing many 
skills or concepts require a more comprehensive 
intervention. “Due to its intensive nature, tertiary 
prevention efforts are reserved for students with 
multiple risk factors as well as those who did not 
respond to secondary prevention programs” (Lane, 
2009). In Kansas MTSS, students matched to Tier 2 
interventions and supports typically have either of 

1. Several data sources that indicate that they are at risk (i.e. moderate at risk on the
ABCS data sources). This potentially indicated that the complexity of the concern or
deficit may exceed the more streamlined design of most Tier 2 interventions and
supports.

2. One or more data sources showing extreme risk level (i.e. missing 25% of school
days and/or 10+ office referrals).  This potentially indicated the behaviors of the
student have a severity that exceeds the design f most Tier 2 interventions and
supports.
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While data-based decision making is used for initial placement into interventions and 
supports, it is worth noting that the official placement is a product of the Kansas MTSS hybrid 
model (protocol placement along with problem solving). Initial placement is fluid and based on 
the data, while additional information and official placement is determined by the team. 
Therefore, it is not uncommon for students showing Tier 3 level risks to be placed into Tier 2 
intervention groups and students with Tier 2 level risks to be placed into Tier 3 interventions. 
While data are vital for driving initial placement, knowing your students’ needs more completely 
is what leads to final placement. To aid in efforts to accurately intervene and support students, it 
may be helpful to conduct a “data sweep” for students being considered for Tier 3. This would 
entail pulling in as much present day and historical data on the student as possible in order to get 
a more complete picture of the patterns of the student’s performance. 

The first step in creating the intervention supports your building will offer for Tier 3 is to 
choose curriculum materials that will support supplemental and intensive interventions around 
all essential skills. Just as Tiers 1 and 2 were reviewed and evaluated by staff, it is imperative to 
review current intensive Tier 3 materials/interventions/supports to determine what will work best 
to meet the needs of students. As a rule of thumb, Tier 3 interventions and supports tend to be 
both more comprehensive (needing more resources and time) as well as deeper (involving more 
details surrounding the social emotional and behavior skills in question). At Tier 3, the student 
behaviors are more likely to be more complicated and more deeply rooted and thus require a 
greater degree of effort to remediate them. 

Because of the inherent complexity of Tier 3, many, but not all, interventions and 
supports at this level will be highly personalized to the needs and existing support networks of 
each student. It is for this reason that it is critically important for Tier 2 interventions and 
supports to be in place along with Tier 3 as a way to remediate and slow the overall social 
emotional and behavioral needs of your building. This should result in fewer students qualifying 
for these more intensive interventions and supports, and ease their eventual transition back into 
needing only Tier 1 supports. 

While not a complete list, Tier 3 interventions and supports often fall into three 
categories: functional behavior assessment (FBA) based interventions, mental health services, 
and wraparound services. While not an exclusive list by any means, details on each of these will 
be briefly expanded upon below. 

Functional behavior assessment. Deeply engrained in the science of behaviorism, a 
functional behavior assessment (FBA) is a process that is used to help determine the underlying 
reasons why students behave the way that they do. According to Crone, Hawken, and Horner 
(2010), “students’ behavior can be broadly grouped into two categories: (1) problem behavior 
that is maintained by obtaining access to desirable stimuli (e.g. attention, activities, object) and 
(2) problem behavior that is maintained by escaping or avoiding undesirable stimuli (e.g.
activities, events, demands).” FBAs, or a similar process, can help in determining the social and
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behavioral needs of students who demonstrate severe difficulties. While a very beneficial 
process, FBAs can be time consuming and require staff members who have training in the FBA 
process, so therefore should only be used at the Tier 3 level, as needed. There are a variety of 
FBA forms, styles, procedures, and processes available, but it is likely that your district, special 
education department, special education cooperative, or regional service center already has an 
established FBA process in place.  Kansas MTSS strongly encourages teams to first utilize their 
existing local capacity before creating a new FBA process. 

Generally speaking, an FBA process involves an observational analysis of what precedes 
a student’s behavior (known as the antecedent) and what happens immediately afterwards that 
reinforces the behavior (the consequence). Strung together, this creates a pattern of antecedent 
(A), behavior (B), and consequence (C) that can be used to determine a student’s behavioral 
tendencies and motivations. These tendencies and motivations can then be used to create a 
hypothesized “function” of the student’s behavior to more accurately predict and determine why 
the behavior is happening. 

Once an FBA is completed, a behavior intervention plan (BIP) or a behavior support plan 
(BSP) is created to organize a highly personalized Tier 3 intervention plan for the student. For 
more information on functional behavior assessments go to www.ksdetasn.org for a series of 
training modules that will help guide your building through the development of an FBA. To 
consider mental health in the context of FBAs, click here. 
Mental health services 

Training and support for mental health and trauma awareness have been increasing 
recently in schools. For example, the passage of Senate Bill 323 (the Jason Flatt Act) and 
TASN’s School Mental Health Initiative have helped to support and raise awareness of the 
concerns around mental health, trauma, and suicide within the context of our school systems. 
The high prevalence and clear impact of adverse childhood experiences (ACEs) have on health, 
mental health, and longevity have led communities and schools to prioritize becoming trauma 
informed. Kansas’ own  Adverse Childhood Experiences study (Welsh & Perveen, 2016) found 
that more than half (54%) of adults had experienced at least one ACE, and 20% had 3 or more. 
Higher ACE scores are associated with increased incidence of depression and suicide attempts. 
Furthermore, ACEs are more common among younger adults, indicating that current generations 
may be experiencing even higher prevalence rates. These higher rates may be due to more than 
the ACEs currently cited in literature, though.  The spike since 2012 in depression and suicide 
rates in children and adolescents has been shown in  a recent study to correlate with smartphone 
prevalence and use, for example (Twenge, 2017). 

As the various factors impacting mental health are becoming more clear, and rising 
awareness is about the importance of promoting positive mental health leads to adjusted content 
and support at Tiers 1 and 2, the clear likelihood is schools still will have students within your 
building who need more comprehensive support for their specific mental health needs. The 
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 community.  Just as schools would 

ability to meet these needs varies widely by building.  Typically, school social workers, 
counselors, special education teachers, school psychologists and administrators have played vital 
roles in helping identify students’ mental health needs as well as providing services. School 
mental health professionals play critical roles in providing and coordinating some services and 
interventions. Additionally, partnerships with community mental health organizations, law 
enforcement, and local non-profits are critically important to address the intricate mental health 
needs of your students and your overall not address diabetes or a broken limb on their own, 
addressing mental health at this level of need with the dose, frequency and duration necessary for 
recovery will often require resources beyond the school day, calendar and scope.   Therefore, 
reviewing interventions and diagnostics with these partners can help communities become much 
more strategic about collaborating to achieve stronger results and less fragmentations for 
children and families. 

Wraparound services 
According the National Wraparound Initiative (2017), wraparound is defined as “an 

intensive, holistic method of engaging with individuals with complex needs (most typically 
children, youth, and their families) so that they can live in their homes and communities and 
realize their hopes and dreams.”. In many cases, wraparound services help to connect school- 
based services with community and family services, so that all parties are working collectively 
on similar goals with the student. “When a student has more comprehensive needs or requires 
outside services and supports (e.g., social services, mental health services, health care, court 
involvement, safety from abuse and violence, and even the need for food and shelter), engaging 
in school can be a low priority” (Heidrich, 2017). There are a wide variety of organizations that 
might serve as partners with the school: families, community mental health organizations, 
CASA workers, foster care organizations, to name a few. In this sense, wraparound can involve 
intricate and extremely beneficial partnerships that merge other aspects of the Kansas MTSS 
Framework, such as empowering culture and leadership, and strengthen community partnerships 
in addition to work together to improve student outcomes. For more information on wraparound 
services, go to 

https://ksdetasn.s3.amazonaws.com/uploads/resource/upload/879/Wraparound_2016.07.pdf 
Additional Tier 2 and Tier 3 options 

After taking stock of your current interventions and supports, you may find that there are 
still some areas of need in your building. In these circumstances, it may be helpful to begin the 
process of researching other options to help build a more complete Tier 2 and 3 Protocol. It is 
important to know that, once you enter into implementation, the systematic changes that you will 
undertake at Tier 1 will affect the needs that you will see at Tiers 2 and 3. This is because you 
will have improved the capacity of Tier 1 by preventing, teaching, reinforcing, and correcting 
many of the more minor behaviors and social and emotional skills that previously concerned 
you. In other words, your Tier 2 and 3 needs during implementation are going to look different 
than your Tier 2 and 3 needs during structuring. It is safe to guess that you will eventually 
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need some type of intervention or support for each category within Tiers 2 and 3: attendance, 
generalization, fluency, acquisition, and Tier 3. While no means a complete resource, a list of 
research and evidence-based interventions and supports is provided on TASN’s Kansas MTSS 
website at https://ksdetasn.org/mtss, should your teams want to begin researching additional 
options to meet the needs of your students.  Schools may also find helpful resources related to 
mental health wraparound on TASN’s School Mental Health Initiative website at 
https://ksdetasn.org/smhi. 

Determining Entry/Exit Criteria and Progress Monitoring 
Once you have taken stock of what Tier 2 and Tier 3 interventions and supports already 

exist in your building, you will need to establish entry and exit criteria for each intervention and 
support. These can vary from building to building due to differences in needs, data used, and 
universal screening tools. As a general rule, students with more data sets showing risk (complex) 
and students with more severe risks (depth) will likely end up in more comprehensive 
interventions (in Acquisition or Tier 3) than students who only have one or two risk factors. For 
example, a student who is showing up as at risk in terms of attendance and course grades is 
likely going to have his or her needs met by the interventions and supports at Tier 2, rather than a 
personalized Tier 3 intervention or support. It is the responsibility of the collaborative team to 
engage in problem solving regarding the needs of this student to increase the accuracy in 
placement, and should the team determine that the student is best suited by a Tier 3 intervention, 
then it is at their discretion to begin that process with the student. 

Behavior and social emotional change can often be a slow process, so it is important to 
give interventions adequate time to take effect. As with academics, progress monitoring within 
behavior and social, emotional and behavior interventions follows a 6X3 rule (6 total data points, 
with 3 above/below the aimline required to make an intervention change) is encouraged. 
Additionally, it is extremely beneficial to keep an intervention log that documents the frequency 
and fidelity of the interventions that take place within Tiers 2 and 3. Please see the assessment 
section above for more information on decision rules and progress monitoring. 

Referral process in addition to screening 
Across the country, the level of awareness of mental health and suicide prevention is on 

the rise. Kansas MTSS utilizes a proactive screening process to detect social, emotional and 
behavioral risk for rapid response and intervention.  At the same time, we know crises can occur 
at any time, for any student, in any tier.  Therefore, our mantra in Kansas MTSS is “be sure to 
refer – at any time, any tier.” If at any point a staff member is concerned about the physical, 
emotional, and/or mental health of a student, there needs to be a standing procedure to alert the 
school and community agencies of these concerns. Faculty and staff members will need to know 
the warning signs and the procedures to safely get students to school-based mental health 
professionals or administrators. School mental health professionals and administrators will need 
to know the procedures for intervening and connecting students and families to community 
agencies. Many districts already have a Memorandum Of Understanding (MOU) with 
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community agencies such as mental health and law enforcement for these types of 
circumstances. Some of these outline programs or interventions that are provided by community 
agencies within the school, sometimes jointly with school, mental health professionals.  Many 
outline procedures to get students safely to assessment or services within the agency.  Placing 
these MOUs next to your documentation for Tiers 2 and 3 will help remind staff the procedures 
and agreements regarding students who may need additional support from community agencies. 
For more information on suicide prevention, intervention and outside referral processes, visit 
https://ksdetasn.s3.amazonaws.com/uploads/resource/upload/881/Suicide_- 
_Risk_Factors_and_How_to_Help_At-Risk_Students_2016.07.pdf 
Professional development and scheduling considerations 

It is not necessary for all staff members in a building to know how to implement all the 
Tier 2 and Tier 3 interventions and supports; however, it is important that everyone involved in 
the collaborative teams understand the skills targeted in the interventions and supports so they 
can be involved in instructional planning. 

“Scheduling and logistics 
represent an important 
set of decision that must 

be established prior to the 
initiation of instruction.” 
(Colvin and Scott, 2015) 

The most effective intervention teachers are likely 
to be those with the most training and experience. 
However, in the absence of well- trained and 
experienced intervention specialists, less 
experienced teachers, or even qualified para-
professionals, can deliver effective interventions if 
they are trained to use a well-developed, explicit, 
and systematic intervention program. A good rule 
of thumb is that the less experienced the teacher, 
the more structured and scripted the intervention 
program should be. (Torgesen & Hudson, 2005) 

Media specialists, art teachers, and even assistant principals can provide effective interventions 
when they have been trained to use a well-structured and systematic intervention program. 

Once your initial Tier 2 and 3 Protocol is developed, you will need to spend some time 
identifying which staff members will be responsible for implementing the various pieces of the 
Tier 2 and 3 Protocol. Some interventions, such as check-in/check-out, will require the majority 
of your staff members being trained in at least parts of the intervention. Other interventions, such 
as small group self-regulation training, may only require a small number of staff members to be 
fully trained. While most behavior and social interventions and supports take place within the 
classroom and do not require additionally scheduled intervention times, there are some 
interventions (usually at the acquisition and Tier 3 levels) that will require some direct 
instruction of skills, and therefore, require instructional time be set aside on a consistent basis. 
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Often these direct instruction interventions can be provided in a 30-45-minute block of time on a 
weekly basis, during a seminar, advisory, or homeroom time period that can be used flexibly. 
Essential elements checklist 

Use the checklist below to take stock and develop a comprehensive protocol of Tier 2 and 
3 interventions for social, emotional and behavioral needs. 

Component Checklist: Tiers 2 and 3 Person 
Responsible 

Begin 
Date 

Completion 
Date 

Identify which intervention and support  needs are 
already available within the building to meet the 
following Tier 2 learning stages: 

1. Attendance

2. Generalization

3. Fluency

4. Acquisition

Identify which intervention and support  needs are 
already available within the building to meet the 
following Tier 3 needs: 

1. Functional Behavior Assessment

2. Mental Health Services

3. Wraparound Services

Identify entry and exit criteria for interventions and 
supports 

Identify progress monitoring data for interventions and 
supports 

Determine/refine community mental health referral 
and coordination  process 

Create schedule that allows for some small group 
intervention 

Provide training to all staff who will be implementing 
and expected  to participate in Tier 2 and 3 
interventions and supports 

Meet the component goal 

Determine a method  to measure/assess this 
component 
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Final Steps 
● Does your plan address all the items in the checklist?
● How will you document this component? (KESA Connection)
● Which stakeholders do you need feedback from? (Empowering Culture and Leadership

Connection)
● What are your professional development Needs? (Professional Development Connection)

Putting It All Together – Plan for Implementation 
Now that you have structured each component and designed your MTSS Framework, it is 

now time to put all the pieces together to make sure they work together as a complete system. 
The structuring phase involves careful planning and preparation. At the conclusion of the 

Structuring phase, each team should be ready to begin implementing its Kansas MTSS 
Framework during the following school year. Teams that have completed structuring will have 
basic Kansas MTSS structures in place and will receive additional support as they begin 
implementation. Teams will want to ensure that each school works through the structuring phase 
and has thoughtfully completed all tools in that phase before moving to the implementation 
phase of Kansas MTSS. 

The following are example artifacts that will be created prior to implementation of the 
Kansas MTSS framework: 

● Leadership teams
o Self-correcting feedback loop
o Core beliefs, vision/mission statements, team norms

● Master schedule to support tiered instruction
● Assessment plan and schedule
● Tier 1 Protocol with curriculum and instructional practices identified
● Behavior expectation matrix
● Recognition system
● Response system
● Tier 2 Protocol
● Tier 3 Protocol
● Action/communication plans
● Professional development plan
● Family Engagement Plan
Not every team will create the same artifacts to document its MTSS. As many schools

and districts have several of components already operational, it is important to take what is 
working well already, and expand/improve rather than recreating from scratch. The most 
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important thing is that your MTSS is documented in some way and easily accessible to those 
who need additional information and background. 
Tier 1, 2, & 3 Protocols 

Building leadership teams will develop a curriculum protocol for each tier of instruction 
so staff members will know what curriculum to use for core instruction as well as for 
intervention. In Kansas MTSS, the curriculum protocols incorporate a portion of the protocol 
methodology and the problem-solving model. This is referred to as the hybrid model. A set of 
interventions is identified to be used throughout the system. The identified interventions are 
evidence-based and selected for an individual student based on that student’s specific areas of 
concern. Collaborative teams determine which intervention is to be used first based on universal 
screening data. Once the intervention begins, progress monitoring data are used to determine if 
the intervention needs to be adjusted, intensified, or customized based on pre-established 
decision rules (McCook, 2006). Once the curriculum protocols are developed, building teams 
need to determine a management system for organizing and using the materials selected. This 
system will ensure that all staff members providing supplemental and intensive intervention 
know where materials are located and how they are organized, thereby allowing for efficient 
planning for instruction. 

Once the curriculum materials have been selected, it is necessary to provide professional 
development that is comprehensive, sustained, and intensive enough to support the staff 
members who are expected to use the curricula for instruction. Simply having curriculum 
materials available at each level (i.e., Core content, supplemental, and intensive) does not ensure 
appropriate use. Staff members must have a working knowledge of the curriculum content and 
materials, as well as an understanding of the planning and pacing process for lesson 
development. Leadership teams must set clear expectations that curricular materials will be 
implemented and used with fidelity and provide professional development to support such 
outcomes. 

Professional development activities must be differentiated in order to support the 
individual needs of staff members as they acquire the necessary knowledge and skills enabling 
them to implement the specified curriculum with fidelity. Initial and ongoing training should be 
differentiated based upon the expectation of use, alignment of materials, and prior knowledge of 
the content area; such training should also build on prior professional development activities. 
Documenting the System 

When working with the Kansas MTSS state training team, an electronic folder will be 
created containing forms and tools aligned with the Kansas MTSS Structuring Guide to assist in 
documenting procedures for MTSS. It is acceptable to use a different documentation format if 
the team already has a process in place. Teams consider many of the issues during structuring, 
and there may be an overlap with school improvement and the local results-based staff 
development plans. Teams are encouraged to integrate their MTSS effort rather than duplicate 
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work or create new and separate plans. If existing documents or plans are used, they should be 
included in the team's Kansas MTSS implementation folder. 
Conclusion 

In a global community, it is essential for schools to provide our nation’s youth with a 
high-quality education. Kansas MTSS provides a framework for delivering effective instruction, 
responding quickly to the first signs of concern, and efficiently utilizing district and community 
resources to achieve high standards for all students. By considering the diverse academic, social, 
and behavioral needs of your student population, districts choosing to implement Kansas MTSS 
are taking a substantial step forward in providing high-quality educational experiences for all 
students. 
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