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Abstract

Despite the extensive work in the field of special education to define evidence-based practices (EBPs) and to evaluate research supporting these practices with developed quality indicators, practitioners are often left with ambiguity for translating research to practice.  Therefore, this paper will share a number of organizations and the classroom practices they promote as evidence-based.   Six practices with significant research support will be presented for teachers to use in supporting student behavior, especially among students with EBD.
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Best Practices to Support Student Behavior

The No Child Left Behind Act (NCLB) mandates that teachers employ evidence-based practices (EBPs) in the classroom in order to improve student performance.  For students with emotional and behavioral disorders (EBD) to be successful, particularly in inclusive settings, the most salient practices would probably be those promoting classroom organization and sound behavior management.  However, data suggest that many teachers feel that they are insufficiently prepared to handle challenging behaviors (Baker, 2005; Billingsley, Fall, & Williams, 2006; Wagner et al., 2006). While disciplines such as psychology and medicine have attempted to identify effective practices from scientific evidence (Cook, Tankersley, & Landrum, 2009), the field of special education (SPED) is arguably more challenging.  The complexities of special education and its research base include such factors as the often extreme variability of participants in research investigations, the overrepresentation of culturally and linguistically diverse (CLD) individuals in special education, and the low prevalence of some disability types, to name only a few.  All of these are barriers to setting specific evaluation criteria or benchmarks that can be used broadly to identify evidence-based practices (EBPs) (Odom et al., 2005).  Despite these challenges, a number of processes have been undertaken to identify evidence-based practices in the field of special education in order to support teachers and their students in the classroom. 

The 2005 special winter issue of Exceptional Children presented quality indicators (QI) and guidelines for identifying EBPs across four research methodologies (i.e., qualitative, correlational, single-subject, and group experimental designs).  Supported by the Council for Exceptional Children’s (CEC) Division for Research, these QIs across methodologies contrast with the single “gold standard” of randomized clinical trials (RCTs) that had emerged as the sole determinant of EBPs (e.g., the What Works Clearinghouse (WWC), http://ies.ed.gov/ncee/wwc).  Although the field of special education, both in the United States and internationally (Gulchak & Lopes, 2007), has been unable to collectively agree on what constitutes quality research resulting in the identification of EBPs, the following general indicators have been suggested with some consistency: (a) the practices result in significantly improved learning outcomes, or are deemed to have potential to do so, via empirical investigations; (b) results supporting the practices have been extensively replicated (Gulchak & Lopes, 2007; Horner et al., 2005) and employed across a variety of settings, grade levels, and disabilities; (c) both the participants who demonstrate positive outcomes and the interventions themselves (including fidelity of implementation procedures) are thoroughly detailed and described (Gersten, Fuchs, Compton, & Coyne, 2005); and (d) systematic reviews of research indicate that the practices have a high likelihood of improving student outcomes (Cook et al., 2009). 

A large-scale application of these QIs was recently reported in a special issue of Exceptional Children. Surprisingly, when authors applied the relevant QIs according to the methodology used, a lack of evidence for otherwise ‘trusted’ practices such as repeated reading (Chard, Ketterlin-Geller, Baker, Doabler, & Apichatabutra, 2009), and functional assessment-based interventions for secondary-age students (Lane, Kalberg, & Shepcaro, 2009) was reported.  Despite the stringent standards that were suggested initially, and the potential need for further refinement (e.g., absolute versus weighted coding of the quality indicators; Jitendra, Burgess, & Gajria, 2011; Lane et al., 2009) such guidelines are an important part of improving the quality of research in special education.  Still, a prescriptive, definitive menu of EBPs is probably not possible or practical considering the constant development of new interventions, the emergence of new evidence, and because, as Cook and colleagues (2009) stated, “no single set of QIs or standards will meet every purpose” (p. 379).  Consequently, while the field of special education continues to explore possibilities and to set and test out expectations for quality research in order to glean EBPs, teachers are left to examine evidence on their own and decide among practices with varying levels of effectiveness. What can teachers do?

Web-based Technical Assistance Centers and Organizations
 While controversies and disagreements about what constitutes ‘evidence-based’ continue, a number of organizations have developed lists of practices they promote as evidence-based.  One result of this is a number of web-based technical assistance networks or centers.  The Federal Resource Center for Special Education (FRC) provides assistance to state education agencies in order to improve programs, practices, and policies affecting children and youth with disabilities.  The FRC also supports six Regional Resource Centers (RRCs) throughout the country, and collaborates with the Technical Assistance and Dissemination (TA&D) Networks, funded by the U.S. Department of Education’s Office of Special Education Programs (OSEP).  The TA&D network and centers can be easily identified from the homepage of the Regional Resource Center Program (http://www.rrcprogram.org/component/option,com_frontpage/Itemid,1/). The resources included on this page include links to websites providing publications, webinars, and up-to-date legislative information for children and youth with disabilities, their service providers, and their families.  Many of the Centers function out of institutions of higher education (IHEs), providing primary access to expert professionals and researchers in the field.  A thorough review of all of the sites and resources available to teachers dealing with challenging behavior through these sites is well beyond the scope of this paper.  Instead, the purposes of this paper are to (a) provide a sampling of the types of resources available, including a brief description of several relevant organizations: and (b) briefly summarize the practices they promote as evidence-based for students with challenging behaviors.
Resources for Evidence-Based Practices

We have identified practices from five national organizations specific to supporting the management of student behaviors.  A brief description of each web-based organization and how these organizations identify EBPs are presented in the sections that follow.  
The Center for Effective Collaboration & Practice (CECP) 

The CECP (http://cecp.air.org) fosters the development and the adjustment of children with or at risk of developing serious emotional disturbance.  The Center provides resources such as on-line discussions with experts in the field, e-mail listservs, fact sheets, national statistics, mini-webs, presentations, and publications from research-based and practitioner journals.  Although the Center’s website does not describe specific methods of evaluating individual research studies directly, they describe an ongoing iterative process used to determine and promote best practice; expert researchers, practitioners, family members, and consumers are involved.

The National Comprehensive Center for Teacher Quality (TQ Center) 
The reported goals of the TQ Center (http://www.tqsource.org/) include improving the quality of teaching and ensuring that highly qualified teachers are serving students with special needs.  The Teacher Quality Center partners with the American Institutes of Research (AIR), Vanderbilt University, and Educational Testing Service (ETS) to provide online resources, print and electronic products (e.g., research syntheses, innovation configuration (IC) rubrics, PowerPoint presentations), and technical assistance resources. Innovation configurations (IC) are tools used to indicate the critical components of a practice and to assess the degree to which these are implemented; ICs can then be used by teacher trainers or professional developers as they train and support teachers. This Center also maintains a searchable research library, in which they have catalogued important publications from the last 20 years related to teacher quality with regard to a number of issues, including challenging behavior. For research publications, they further distinguish among research reviews, and what they refer to as either “scientific research” or “rigorous research.”  The reports that fall into the scientific research category may offer quantitative or qualitative evidence, including case studies and/or individualized experiences, but the scope and rigor of the research in this category varies.  For the category identified as rigorous research, the Center describes studies that meet their criteria for high-quality research, which they delineate across the several domains: (a) relevance of research, (b) research participants, (c) research apparatus, (d) research procedure, and (e) research findings and conclusions.
The IRIS (IDEA and Research for Inclusive Settings) Center
The IRIS Center (http://www.iris.peabody.vanderbilt.edu) provides free online interactive resources in the form of self-paced modules, case studies, information briefs, activities, and podcasts.  The site addresses a variety of topics (e.g., behavior, learning strategies, progress monitoring) for which they translate research into practice for teachers, family members, researchers, mental health professionals, and other educators who work with students with disabilities.  This Center uses standards from four different organizations in order to determine best practice: (a) National Council for Accreditation of Teacher Education (NCATE), (b) State Performance Plan Indicators (SPP), (c) Interstate New Teacher Assessment and Support Consortium (INTASC), and the (d) Council for Exception Children (CEC).  CEC, for example, utilizes a five-step process of evaluation by experts in order to determine if a practice has either a negative, insufficient, or positive evidence base.
Technical Assistance Center on Positive Behavioral Interventions and Supports (PBIS)
The Office of Special Education Programs established the PBIS Center (http://www.pbis.org) in order to provide schools with information and technical assistance so that they can better identify, adapt, and sustain effective school-wide disciplinary practices.  The Center provides topical videos, podcasts, a resource catalogue, training manuals, presentation resources, PBIS Blueprints, and a PBIS State coordinator network.  This Center utilizes the EBP standards that were defined in the special issue of Exceptional Children (Odom et al., 2005) in order to determine the appropriateness of interventions at each of the three tiers of School-Wide Positive Behavior Support (Primary/Universal, Secondary, and Tertiary Support).

Teaching LD and Current Practice Alerts 
Although not a center, TeachingLD (http://www.dldcec.org/) is a service of the Division for Learning Disabilities (DLD) of the Council for Exceptional Children (CEC) which provides information and resources for teaching students with learning disabilities. Working with CEC’s Division for Research, DLD is one of the first organizations to endorse EBPs, providing the field of special education with evaluative descriptions, called Current Practice Alerts, of professional practices that impact students’ academic and behavioral performance. According to the first published Alert (DLD/DR, 1999), authors of Alerts, along with the DLD/DR Alerts committee, evaluate the research base underlying a particular practice or intervention along several dimensions, including, among other items, (a) research designs used and whether they allow one to draw causal inferences, (b) threats to internal and external validity, (c) fidelity of implementation issues, (d) generalizability, (e) sample descriptions, and (f) consistency of findings across studies. Practices identified in the “Go for It” category have solid justification of research evidence of effectiveness, while those designated as “Exercise Caution” have incomplete or mixed (or potentially negative) evidence of effectiveness. 

Practices to Support Student Behaviors

The task of defining and refining quality indicators for research, and more importantly the task of reviewing bodies of research to determine which practices “work” remains a daunting one for special education scholars.  Although complete consensus may never be possible, we think that accumulated research has begun to point to a number of established or promising practices that seem to have growing empirical support, are based on a theoretical model of intervention that has growing consensus, and represent instructionally relevant interventions teachers can implement successfully in classrooms. Based on a review of the organizations described above, we suggest that the following six practices for supporting student behavior, and especially students with EBD, have accrued significant research support and thus can be recommended to teachers (see Table 1).  All six of these practices are embedded in the continuum of school-wide supports promoted by the PBIS Center.  The PBIS framework includes a broad range of strategies intended to build a positive environment for all children.  These strategies are evidence-based, instructionally oriented, culturally responsive, and matched to individual needs.  A primary attribute of the framework is that the instructional and behavioral practices are effective, efficient, relevant, and durable (Sugai & Horner, 2006).  We provide a brief overview of these six practices.

<Insert Table 1 here>
Functional Behavioral Assessments (FBA)

A functional behavioral assessment is a process grounded in applied behavior analysis (ABA) and mandated by the Individuals with Disabilities Education Act (IDEA 1997; IDEA 2004).  An FBA involves a team of individuals assessing (e.g., with multiple direct observations, behavior rating scales, collected anecdotes, surveys, interviews) a student’s behavior in relation to the variables that influence the behavior (e.g., environment, time of day, social factors, type of instruction) (see Gable, Quinn, Rutherford, Howell, & Hoffman, 1998;owell,  http://cecp.air.org/fba/). The purpose of the assessment is to determine the function(s) of the behavior (e.g., to avoid class work, to obtain social/tangible reinforcement) in order to design an effective intervention plan to promote positive behavior, decrease problem behaviors, and meet students’ needs (McIntosh, 2008).  The PBIS Center (www.pbis.org ) indicates that the FBA is a component of the tertiary level of the school-wide positive behavior support system and therefore specific to individual students.  Scott and colleagues (2006) suggested that the fidelity of FBA is enhanced when a school is proactive and efficient with the process, which by definition would include an emphasis on teacher training.  


What Do I Do?  The PBIS Center provides an FBA training manual for school personnel (http://www.pbis.org/common/pbisresources/publications/PracticalFBA_TrainingManual.pdf).  In addition, the IRIS Center provides a detailed module on FBA and the development of a behavior plan (IRIS Center for Training Enhancements, 2009a).  A teacher and his or her team members would need to first concretely define the problem by identifying (a) the who, what, when, and where associated with the target behavior breaking down for a student, and (b) replacement behaviors that would be more desirable.  Assessing these components is necessary before determining why a behavior occurs.  Once the problem is defined, the team would then select a reliable measurement tool(s) to best document what occurs before the behavior (i.e., A, the antecedent), the behavior itself (B), and the consequences (C) that maintain the problem behavior (Scheuerman & Hall, 2008).  The A-B-C pattern is monitored over a specific timeline.  Once the team collects multiple data points in relation to the behavior and the context within which the behavior occurs, the team can develop a hypothesis.  The hypothesis statement suggests the probable function(s) of the behavior (e.g., The primary motivator for David's off-task behavior of walking around the room and/or talking with peers is to avoid class work. To a lesser extent, he also seeks to obtain peer attention; IRIS Center for Training Enhancements, 2009a).
Behavioral Intervention Plan (BIP)

A Behavioral Intervention Plan (BIP), also referred to as a “behavioral support plan” or a “function-based intervention,” should be developed by a team based on the hypothesis generated from a functional assessment.  The BIP should include (a) a summary of the FBA (e.g., operational definition of the behavior, hypothesis about function of behavior, how the hypothesis was developed and tested); (b) the specific procedures for the intervention plan (i.e., setting event modifications, instructional strategies, positive and differential consequences used in the intervention, and identification of future replacement behaviors which serve the same function); (c) a plan for unexpected events like a student substituting fighting for spitting; and (d) a data collection system (Maag & Katsiyannis, 2006).  Resources at the CECP include a monograph with guidelines for selecting an intervention, supporting the intervention, and addressing special considerations (see Gable, Quinn, Rutherford, Howell, & Hoffman, 2000; http://cecp.air.org/). In addition, the PBIS Center (www.pbis.org) provides many presentations that describe how to write a BIP. 

   
What Do I Do?  How a team designs a BIP is included in an IRIS module (IRIS Center for Training Enhancements, 2009a).  First, the teacher should consider whether the student is capable of performing the replacement behavior, and if so how to alter or manipulate the environment to facilitate the replacement behavior(s).  A four-step process for developing a BIP includes (a) designing a function-based intervention, (b) maximizing intervention success, (c) implementing the intervention, and (d) evaluating the intervention.  In order to maximize the success of the intervention, the social significance of the problem and replacement behaviors should be determined, and those working with the student should believe that the intervention will work and is worthwhile. The delivery of the intervention should also be monitored in order to determine if the procedures are followed as intended.  When evaluating the intervention effectiveness, the team should also develop a plan as to how the student will maintain and generalize the desired behavior to other settings.
Positive Reinforcement and Consequences

Positive reinforcement is a basic behavioral strategy that teachers can use to promote effective management of both groups and individual students (Scheuermann & Hall, 2008).  Positive reinforcement may include proactive measures such as establishing classroom rules and employing high rates of verbal praise for those who follow them (e.g., “I really like the way Johnny is sitting quietly waiting his turn,”) as well as nonverbal means of delivering a positive consequence (e.g., stickers, thumbs-up, stamps, proximity, smiles, a special seat, etc.) (Gable, Hester, Rock, & Hughes, 2009).  Positive reinforcement is delivered contingently when students exhibit desired behaviors.  The frequent use of positive reinforcement also creates the opportunity for teachers to address negative behaviors with positive strategies.  One example is planned ignoring (i.e., extinction), which is merely withdrawing or withholding reinforcement when a negative behavior occurs (e.g., the teacher ignores the student who calls out, instead focusing positive attention on those who raise their hands). A related example is time-out from positive reinforcement, which is the temporary suspension of the opportunity to earn reinforcers.  For example, a student may have to sit out of an enjoyable activity or game for 5 min when he becomes aggressive (IRIS Center for Training Enhancements, 2009b). 

What Do I Do?  It has been suggested that teachers strive to maintain a 4:1 ratio of positive reinforcement to corrections or reprimands (Scheuermann & Hall, 2008).  Setting clear expectations and establishing clear rules and consequences can help teachers improve this ratio, as will using planned ignoring for minor behavioral challenges.  Asking a student what he or she likes or observing the preferred activities students engage in will help to identify potential reinforcers (see Gable et al., 2000; http://cecp.air.org).  The CECP also recommends that the teacher be consistent and genuine in the frequent delivery of reinforcement, but that they also routinely vary the reinforcers.  Positive reinforcement or other consequences should immediately follow the behavior(s) targeted for change.  A teacher’s priority when practicing positive reinforcement or addressing misbehavior in the classroom should always be preserving student dignity and increasing student motivation. 

Self-Management/Self-Monitoring

A long sought-after goal for students with behavioral challenges is to transfer control over behavior and behavioral interventions from the teacher to the student.  Students can be taught to manage specific aspects of their own academic performance, such as homework completion, or broader behaviors associated with improved classroom performance, such as attention (e.g., Mooney, Ryan, Uhing, Reid, & Epstein, 2005; Nelson, Smith, Young, & Dodd, 1991).  To promote self-management of student attention or performance, a child may track his or her own performance by recording at periodic intervals whether he is on task, paying attention, or in his seat or proper place.  In some cases, the student might record negative behaviors-- incidents such as getting out of seat or calling out without permission.  Setting a goal and a potential reward (self-reinforcement) can also be established in conjunction with self-monitoring.  The self-management/self-monitoring practice is individualized in nature and encourages student responsibility and self-regulation. The goal of this practice is to increase rates of positive engagement, while decreasing the frequency, intensity, or duration of an existing behavior problem (IRIS Center for Training Enhancements, 2008).

What Do I Do?  First, a plan is constructed with the student to identify and define a behavior that the student understands and can easily identify and observe.  In self-recording specifically, the teacher and student may practice demonstrating the behavior in a role-play scenario.  Then, the teacher introduces the idea that (a) the student will be cued to record their own behavior, and (b) they will make some physical record of it. Examples of tally sheets to record the occurrence of the behavior, including those appropriate for younger children, can be found at http://iris.peabody.vanderbilt.edu/sr/images/sr_page04_linkd_b.gif.  As with any intervention, baseline data on the true occurrence of the targeted behavior should be collected in order to clarify the extent to which the behavior occurs and to assess the impact of the intervention.  In all forms of self-management, the teacher should support the student in engaging in the self-management routine properly (e. g., the teacher should acknowledge that the student in fact completed his checklist during class to indicate when he was and was not on task).  But note that in most forms of self-management, the teacher would not add in any additional reward or consequence based on on-task behavior, other than what would normally be provided in the context of the ongoing classroom management system.  The teacher may also want to periodically check the accuracy of the student’s self-monitoring by comparing their own recordings of the identified behavior, although research has suggested that students need not be highly accurate for many self-management routines to have a positive impact on student behavior (Marshall, Lloyd, & Hallahan, 1993). 
Routine/Rules/Structure 

There is an overlapping relationship between the behavioral routines, rules, and structure that establish the day-to-day workings of a classroom (Gable et al., 2009).  Creating routines and rules in a structured environment is a key element of any effective, comprehensive behavior management plan, especially if the goal is to encourage high rates of academic engagement and on-task behavior (Oliver & Reschly, 2007; http://www.tqsource.org).  A teacher’s expectations are communicated through rules which, when reinforced clearly and explicitly, can minimize student confusion and enhance classroom management and organization.  Rules should be specific, observable, measurable, positively stated, convey an expected behavior, and be five or fewer in number (IRIS Center for Training Enhancements, 2009b).  Establishing rules and defining behavioral expectations is indicated by the PBIS Center as a primary level of positive behavior support for ALL students.  In addition to reinforcing rule compliance, functional routines or procedures need to be actively taught to students (e.g., a process for walking in the hallway, use of the bathroom, turning in homework, attending an assembly, sharpening pencils, transitioning from class to class).  These routines should be taught systematically and reinforced throughout the school year.  

What Do I Do?  Guidance for developing a comprehensive behavior management system is detailed by the IRIS center (IRIS Center for Teaching Enhancements, 2009b). In a proactive classroom, teachers should explicitly share, post, and reinforce five or fewer rules, being sure to use language that is simple and appropriate to the cognitive level of the class (e.g., Do your work carefully, Care for and respect others, Be prepared, Be safe, etc.).  When communicating the routines or procedures for students, teachers should include why the procedure is needed, where it is needed, when the procedure is needed, and how the procedure should be implemented (IRIS Center for Training Enhancements, 2009b).  In order to maintain effective classroom management, opportunities to frequently practice the routines in a safe, positive environment are required.

Create Safe, Positive Environments

Creating a safe and positive environment (both within the classroom and schoolwide) is a preventative practice that increases student readiness for learning and reduces problem behavior.  Safe environments prioritize building personal relationships with children and adults, using schoolwide or classroom level behavioral supports, social skills training, teaching cooperative skills (e.g., peer-tutoring), employing conflict resolution/peer mediation programs, and incorporating family and/or community involvement.  These are universal supports provided for every child regardless of any specific behavioral challenge.  Resources from the PBIS Center recognize that ‘positive schools’ have a regular system for recognizing positive behavior and a ‘safe school’ is one in which violent and disruptive behavior is not tolerated but rather, students and adults share a common language and vision and their behaviors are predictable.  The CECP suggests that a safe, positive environment encourages a feeling of belonging for students, which enhances school engagement, school attachment, and overall connectedness (Blum, 2005).  An on-line browseable guide to safe schools can be found at http://cecp.air.org/guide/earlywarning.asp (Dwyer, Osher, Warger, 1998).

What Do I Do?  Students who perceive their teachers as creating a caring, well-structured learning environment where expectations are high, clear, and fair are more likely to be connected to school (Blum, 2005).  CECP provides a list of what a teacher can do to create a positive classroom climate: (a) establish high academic expectations; (b) provide consistent classroom management; (c) strengthen parent-teacher relationships (e.g., enhance communication, share positive reports); (d) encourage cooperative learning; (e) use behavioral and cognitive behavioral educational techniques (e.g., role-play, conflict resolution, social skills training); (f) create democratic classrooms; (g) develop identified jobs for all students; (h) develop routines and rituals for the class; (i) create ways for students to share their concerns and express their feelings; and (j) promote overall good citizenship and character.

Conclusions
We encourage teacher practitioners to further explore the web-based organizations reviewed here, as well as many others that may be relevant to supporting student behaviors.  But we caution that even with the multitude of resources available, including those that have in some way evaluated research evidence to determine what works, the individual practitioner is left with some level of responsibility for selecting practices with the best levels of empirical support for a given student or context.  Among the sites we listed, there are a host of accessible resources in addition to those included in Table 1.  Further, the practices we selected have substantial evidence, but many other promising and emerging practices that benefit specific populations of youth and children with disabilities are worthy of classroom use (e.g., Check-in/check-out, Campbell & Anderson, 2008; opportunities to respond, Gunter, Coutinho, & Cade, 2002).  For example, the critical role of the teacher was not explicitly included in the list of six; however, teacher variables such as the frequency and type of teacher praise, questioning techniques, wait time, enthusiasm, and providing students with frequent opportunities to respond (OTR) can have a significant impact on student performance.  We also recognize that educators must use the recommended practices in conjunction with professional wisdom to make informed decisions in the classroom to improve the behavior of their most challenging students.  An evidence-based practitioner is one who is involved in interventions and supports, identifies and uses evidence-based practices, and deliberately attends to the empirical basis for the practices they use (Strain & Dunlap, 2008).
Table 1

 Evidence for the Identified Practices Supporting Student Behavior
	Practice
	Evidence



	Functional Behavioral Assessment (FBA)
	                           http://cecp.air.org  (Gable, R. A. et al., 1998)*

                           IRIS Center for Training Enhancements, 2009a*

                           www.dld.cec.org (McIntosh, A., 2008)*

                           Scott, T. M., Bucalos, A., Liaupsin, C., Nelson, C. 

                                   M., Jovlivette, K., & DeShea, L. (2004)*

                           www.pbis.org 

                           Scheuerman, B. K., & Hall, J. A. (2008)*                                   

	Behavioral Intervention Plan (BIP)
	                           http://cecp.air.org  (Gable, R. A. et al., 2000)*

                           IRIS Center for Training Enhancements, 2009a*

                           www.dld.cec.org (Maag, J. W. & Katsiyannis, A., 2006)*



	Positive Reinforcement and Consequences
	                            www.pbis.org 

                           Gable, R. A., Hester, P., Rock, M., & Hughes, K. (2009)*

                            http://cecp.air.org (Gable, R. A. et al., 2000)*

                            Scheuerman, B. K., & Hall, J. A. (2008)*

                            IRIS Center for Training Enhancements, 2009b*

                           

	Self-Management/ Self-Monitoring
	                            IRIS Center for Training Enhancements, 2008*



	Routines/Rules/ Structure

Create Safe,                                                          Positive Environments

	                           Gable, R. A., Hester, P., Rock, M., & Hughes, K. (2009)*

                           IRIS Center for Training Enhancements, 2009b*

                           www.tqsource.org (Oliver, R., & Reschly, D. J., 2007)*

                           http://cecp.air.org (Blum, R., 2005)*

                           www.pbis.org 


Note.  Full citations are in the Reference section marked with an asterisk *
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