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FOREWORD
This English publication is a translation of the Finnish CICO handbook. Some aspects of the English
version of the handbook are different to the Finnish and Swedish versions used in Finland. The changes
were made to better match CICO support with School Wide Positive Behavior Support (SWPBS)
environment. The most important revision done to the English guide is related to the beginning phase
of CICO support and the definition of the pupil's goals. In this handbook, we present two alternative
ways to the beginning phase.
In the Finnish implementation of CICO support, the pupil's goals are defined individually. Another option
is to link CICO support more closely to the SWPBS support of the whole school or class. This option
defines the goals for CICO support at school level, and the goals are derived from the mutual behavioral
goals agreed in the school or the class. In this case, the responsibility for planning the daily report card
and goals lies with the school-specific team. Individualized CICO support can be implemented with
reasonably easy measures in many schools, and is therefore a suitably systematic form of individualized
support to enhance the pupil’s behavior. The guide contains a description of RTI (Response to
Intervention) principles and the connection of CICO support to the principles of this model.

We would like to thank the entire ProKoulu research team for enabling the continuation of research
related to CICO support in Finnish schools. The greatest thanks go to the pupils, guardians, teachers,
paraprofessional teaching assistants, principals and pupil welfare staff of the participating schools!

In Joensuu, Jyväskylä and Helsinki in November 2021
Anne Karhu, Mika Paananen and Vesa Närhi
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Check in Check out (CICO) - individual behavioral
support in school
Behavioral problems are regrettably common in schools and place a considerable burden on both the
teachers and the school community as a whole. They also hamper the learning of the pupil with
problematic behavior and pose a risk to positive development. It is known from previous research that
pupils with problematic behavior tend to have more negative teacher relationships than pupils without
behavioral problems (Hamre & Pianta, 2001; Henricsson & Rydell, 2004).
Problematic behavior must always be addressed. Traditionally problems have been addressed in schools
through corrective feedback and penalties. However, anticipating situations and preventing unwanted
behavior is a more effective way (Sugai & Horner, 2009). This means that the school learns to identify
the conditions and situations in which problematic behavior occurs and helps the pupils with clear,
commonly agreed rules. Supervision is also frequently enhanced. This is a way to increase the pupils'
success in guiding their own behavior. A shift to a proactive way of working may require a change of
perspective in schools on how policies that support behavior are developed: instead of focusing on
penalties and consequences, attention is directed to school policies that can prevent problems.
Positive feedback and the teaching of positive behavior models are central and effective ways to guide
the pupils' behavior. Teaching behavioral expectations through encouraging feedback is undeniably
effective, but it requires redirecting the “normal” feedback on social behavior and moving from
corrective feedback to perceiving the positive. Guiding pupils towards positive behavior is most effective
when the teaching involves the entire educational community, which, in the school, includes all the
adults of the school. This requires the school's adults to take a critical look at their own behavior and
also that the use of positive feedback in teaching behavior is practiced consistently.
The joint action of the school community has most systematically been developed in the US School Wide
Positive Behavior Support (PBIS) model. Studies suggest that the use of the model can significantly
reduce disruptive behavior and improve the school’s atmosphere (Horner, Sugai & Anderson, 2010).
Behavioral support can be provided at different levels, taking into account the pupil’s need for support
and the pupil's response to the support provided. These levels of support can be compared, for example,
to the American model of Response to Intervention (RTI, see box 1). Like all school support, behavioral
support is arranged in SWPBS schools at three levels of support: general, intensified and special. The
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objective at all levels of support is preventive work and early intervention. Strengthening general
behavioral support means strengthening the sense of community in schools: moving from individual
teacher educational responsibility to that of the school community as a whole, targeting all school pupils
for the support.

Information box – Response to Intervention (RTI)
The main objective of the work according to the Response to Intervention model (Fuchs & Fuchs, 2007)
(RTI) is to identify pupils' difficulties at an early stage and to allocate them precise support. Systematic
monitoring of the pupil's progress is also a key part of the RTI model. The purpose of regular
monitoring of the support is to ensure that the support is high quality and to ensure regular monitoring
of the development of the pupil's skills. Accurately monitoring the progress of skills development
allows for a timely identification of the need for further support.
In the RTI model, support is usually divided into three tiers, where the intensity of implementation
varies. Tier 1 is high-quality general support of the school, including regular monitoring of the
development of pupils' skills in order to identify the need for additional support as early as possible.
Tier 2 is intensified support, such as teaching in smaller groups and more intensive monitoring of the
effectiveness of support. Pupils, for whom Tier 2 support has proved insufficient, receive at Tier 3 level
intensive individualized intervention support. Effectiveness of the intervention is monitored.
The structure of the RTI model is similar to the Finnish comprehensive school's support for learning
and school attendance, where the support levels are called general, intensified and special support.
However, the RTI model focuses more clearly on systematic monitoring of the effectiveness of support
and continuous evaluation of the implementation of support measures (see Björn et al., 2016 and
Björn et al., 2018 for a more detailed comparison).
The RTI model was originally developed for pupils with reading and writing difficulties. Later, this
model for organizing support has also been applied to other types of difficulties in learning and school
attendance. Alongside with providing support, the systematic structure of the RTI model has also been
applied to behavioral problems, learning difficulties of pupils with ADHD symptoms, and difficulties in
cognitive control (Haraway, 2012).
The CICO support described in this handbook shows a high degree of similarity with the principles of
the RTI model in terms of how behavioral support should be structured. As with the RTI model, CICO
support will also include regular monitoring of learning progress to assess the impact of the support
provided and to individualize support when needed. Regular monitoring of the support is therefore an
integral part of the support. Well-implemented monitoring of the support provides information on its
functionality. In some cases, the effectiveness of support measures may be slow, and without
systematic monitoring it may be difficult to detect a response to the support. Support documentation
can also serve as a motivating factor that enhances the implementation of the support for both pupils
and staff (Aro, 2019).
In US schools that apply the positive behavioral support of the whole school (so called SWPBS model;
in Finland Prokoulu/Proskola; in Norway PALS; in Sweden PALS or IBIS) CICO support is often set at the
second tier of support (Tier 2).
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However, even the best general support provided is not sufficient for all pupils, and some need to be
provided with enhanced and individualized support for behavior. Effective individual behavioral support
measures are based on the above-mentioned principles of anticipation and perceiving the positive. The
key to the support measures that have been found to be effective is teaching desired behavior rather
than intervention to problem behavior. Enhanced behavioral support differs most from general support
in that clear goals are set for changes in pupil behavior and that the use of support measures is made
more effective by creating a clear practice and structure for support.
The Check in Check out (CICO) support described in this handbook is one example of methods that aim
to systematically and intensively support and teach pupils positive, desired school behavior. With CICO
support:



clear, individual behavioral objectives are set;



a daily, predictable routine that supports the achievement of the pupil's behavioral goals is
created;



systematic feedback is provided;



the pupil is encouraged to pursue the objectives; and



the pupil's progress is assessed in real time.

The handbook first gives a brief overview of the CICO support model and the steps to implement it at
school, as well as the research carried out on CICO support. Next, we will describe the behavioral
psychological principles behind the model. As the practical implementation of CICO support is most
effective when the school is invested in supporting behavior at the level of general support, we have
placed the section on general support before the description of the practical implementation of CICO
support. The key elements of CICO support include assessment and progress monitoring, morning and
afternoon meetings and collaboration. We have devoted a chapter to each of these. Finally, we present
operations models for situations where CICO support does not seem to lead to the desired changes and
the school decides to consider ways to strengthen the support.
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Check in Check out

support model
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1. Check in Check out support model
What is CICO?
Check in Check out (CICO) support is primarily a way to teach behavior that supports learning and school
attendance. The CICO support built around the pupil's individual behavioral goals and the daily report
card (DRC) given to the pupil offers school staff the opportunity to systematically provide positive
feedback to their pupils and engage parents in support activities. The support model can be used to
make the situations where the pupil achieves their goals and manages to act according to the behavioral
expectations visible to the pupil. In fact, the effectiveness of the support is based on the strengthening
of successes and positive behavior that is in line with the objectives. Adults around the pupil aim to
encourage the pupil to succeed in their behavioral goals. Getting caught in failures is avoided, and adults
are guided to focus their feedback on the goals and the future.

Check in Check out operations model
According to the name of the program, an adult will “check in” the pupil in the morning (check in,
morning meeting) and in the afternoon the same adult will take care of “check out” (check out, afternoon
meeting). At the morning meeting, the pupil gets a DRC, where feedback received during the day is
recorded. At the afternoon meeting, accumulated points are counted. If the pupil reaches the agreed
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target level, they accumulate the number of successful days that qualify for the reward. Rewards are
typically active moments that the pupil has been able to choose for themselves.
The DRC goes home with the pupil to be signed by their guardians. The DRC also serves as a
communication tool between home and the school, and guardians are encouraged to give positive
feedback and encouragement to their child about successful days and the achievement of behavioral
goals.

CICO support includes the following steps on a daily basis:
1. The pupil begins the day with a morning meeting with the CICO coach. The CICO coach in
Finland is usually a paraprofessional teaching assistant r; however, a teacher, a school social
worker or another adult who is a member of the school staff can also perform the role. The
CICO coach asks the pupil to show that they are ready for the school day (with the right
books, notebooks, pens and accessories). The CICO coach will provide positive feedback to
the pupil for returning the previous day's signed DRC. The pupil receives a DRC for the day
from the morning meeting, and the CICO coach reminds the pupil of their behavioral goals
and encourages them.
2. During the school day, teachers give an assessment from each lesson in the pupil's DRC. The
assessment focuses on the fulfilment of the personal behavioral objective recorded on the
pupil's card. The pupil takes care of getting an assessment from each of their teachers
(collects entries on their DRC). Teachers also provide immediate oral feedback or other type
feedback as agreed with the pupil.
3. At the afternoon meeting, the pupil returns the DRC to the school's CICO coach. The CICO
coach counts the points accumulated during the day and tells the pupil whether the goal of
the day was met (each pupil has an individually defined target level, usually 60–80% of the
maximum points). If the goal is achieved, the pupil gets a reward If the goal is not achieved,
the CICO coach will advise the pupil on what to pay special attention to during the next day.
Before sending the card home, the coach records the pupil's result in a tracking file.
4. The pupil delivers the day's DRC to their guardians for signing and brings the signed DRC to
the school for the next day's morning session.
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On the basis of the previous study, the support model seems to work best with pupils whose problem
behavior is primarily cultivated by attention received from an adult (Campbell & Anderson, 2011; Maggin
et al., 2015). With CICO support, the goal is that the amount of attention given by an adult increases
significantly and is directed primarily towards the pupil's success. Observing the positive and giving
feedback in everyday life requires the teacher to commit to the agreed behavioral goal and to observe
the pupil's behavior accurately. The pupil's attempts and efforts towards achieving their own goals
should be identified and taken into account several times during the day.
A feedback system that acknowledges positive behavior can also be used to support and strengthen
friendships. This can be especially useful in a situation where the pupil's problematic behavior has a
negative impact on friendships. The reward system can be constructed so that the pupil’s successful
days benefit the whole class. A pupil who behaves in a problematic way can “earn” benefits or rewards
(e.g. computer time at recess, a trip to the agreed destination after a certain number of points, etc.) for
the whole class or an agreed group of friends by behaving in a desired manner. At best, classmates
encourage the pupil and help them succeed in their goals. This means the attention of friends is achieved
with the desired kind of behavior that supports learning and school attendance, instead of harassment
and questionable behavior.

Research information on CICO support
Extensive research has been carried out on the effectiveness and usability of CICO support in the school
environment (see Wolfe et al., 2016; Maggin et al., 2015; Hawken et al., 2014; in Finland see Karhu,
Närhi & Savolainen, 2018; Karhu, Närhi & Savolainen, 2019). The use of CICO support has clearly reduced
unwanted behavior of pupils. This includes behavior such as noise, roaming, commenting or refusing
assignments. The effectiveness of CICO support is supported by a systematic review by Hawken and her
colleagues (2014) of 22 previous CICO studies. According to the review, CICO support had brought about
the desired change in the behavior of pupils in more than half of the cases. It should be noted that even
if the support model does not improve the behavior of all pupils, the disruptive behavior did not increase
during the support period in any pupil in the research.
The reduction of unwanted behavior of pupils in classroom and learning situations promotes learning
and the development of learning skills (Swoszowski et al., 2012) and commitment to tasks (Campbell &
Anderson, 2011). Although the use of a DRC has no direct impact on the pupil's learning outcomes, pupils
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with symptoms of attention deficit disorder, in particular, have demonstrated clear and direct effects
on learning concentration and productivity, as well as in the progression of tasks
during lessons (Fabiano et al., 2010). Although the majority of the CICO research has been
carried out as part of the school-wide positive support model (SWPBS) (Hawken et al., 2014;
Wolfe et al., 2016), it appears that CICO support can produce positive results even without
systematic support at the level of the whole school (Maggin et al., 2015). The effects of CICO
support are usually felt quite quickly, usually within 4–6 days. CICO support has been particularly
effective for pupils seeking attention from teachers or other pupils through their unwanted
behavior. (Wolfe et al., 2016.) Although the effects of CICO support are usually seen very soon,
it is good to keep in mind that the consolidation of the desired behavior requires time,
consistency and perseverance. Typically, CICO support lasts several weeks (8–10 weeks).
In international research, CICO support has been seen as a useful and efficient way to support
pupils with behavioral issues (Hawken et al., 2014; Maggin et al., 2015; Wolfe et al., 2016). The
study of the actual use of the support model has found that the key elements of the support
(morning and afternoon meetings, use of the DRC, collection of follow-up data and home
participation) are well implemented in schools, the average level of implementation has been
over 90 per cent (range 71–98%). The form of support can be arranged as a natural part of the
normal teaching situations of the school staff (usually teachers and paraprofessional teaching
assistants) and does not require significant additional resources (Filter et al., 2007). In Finnish
research, teachers' assessments and experiences of the acceptability and usability of CICO
support have also been positive (Karhu et al., 2019). The usability is supported by the fact that
the planned support activities can be carried out as a part of the teachers’ and coachs’ normal
tasks and as a natural part of the pupil's school day.
The objective of CICO support is to increase positive adult contacts at school. It is known from
previous research that pupils with problematic behavior tend to have more negative teacher
relationships than pupils without behavioral problems (Hamre & Pianta, 2001; Henricsson &
Rydell, 2004). The aim of the repeated CICO meetings in the morning and the afternoon is to
ensure that the pupil has positive adult contacts daily. The implementation of the morning and
afternoon meetings is supported by the fact that pupils are usually happy to participate in them
and assume the routines easily as a part of their daily lives.
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With CICO support, teachers are also guided to provide encouraging feedback and to pay
particular attention to the pupil's successes. CICO support is also used to establish regular and
continuous cooperation between home and school. Collaboration becomes a daily occurrence
through the use of the DRC. The aim is that the use of the DRC will also guide parents to use
primarily encouraging and positive feedback in guiding their children.
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1. Behavioral Psychological Approach to Behavioral
Problems
In accordance with behavioral psychology, behavior is affected by background factors, immediate
situational/context factors and feedback received from behavior (Kazdin, 2013). Individual background
factors (such as attention deficit disorder, special family situation, etc.) strongly influence the pupil's
behavior in the background. However, it is difficult or impossible to influence or change these
characteristics or conditions of the pupil through the school's pedagogical means alone.

Factors Influencing Behavior

In the school community, the background factors for reducing problem behavior can be considered to
be the behavioral goals agreed between teachers, guardians and the pupil, as well as cooperation
between school and home. The guardians' knowledge of the seamless cooperation between adults and
their participation in it create a strong background to support the pupil. These background factors guide
the pupil towards the desired behavior.
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Objectives can be screened and determined by making a detailed analysis of problematic situations
(functional behavior assessment), in which the pupil's behavior is not explained solely by the background
factors, such as a medical diagnosis, but primarily by the situational factors. Even a diagnosis of attention
deficit disorder does not directly determine the most appropriate treatment or rehabilitation method
for the individual.
The behavioral psychological approach is based on the idea that behavior is related to the situation and
the environment in which it occurs. When a certain type of behavior occurs repeatedly in a situation,
there is a reason to assume that the situation triggers it in some way. The principle is that behavior is
seen as a predictable activity that can be influenced within the pupil's natural environment, in this case
at school. Behavior is not considered to be a part of an individual's character, but rather a part of
interaction with the environment. It is important to recognize and take into account such situational
factors. Key situational factors that guide and anticipate behavior can be found in the interactions
between the pupils and the adults at school. Thus, the behavior of the individual can also be modified
by changing the interactive situations. Encouragement and reinforcement of positive behavior can
influence the individual's active behavior. Morning meetings and daytime feedback situations related to
CICO support aim to create positive anticipation of the day and consistently provide positive adult
contacts. By reinforcing the desired behavior, the amount of it increases and remains active.
Not all pupils learn to control their own behavior according to the situation-specific expectations as
easily by observing the situational factors, based on the feedback they have received or from an
example. This is why the adults (teachers and other educators) in school should understand that
behavior is a skill that can be learned and taught. The CICO support model presented in this handbook
has previously also been described as the Behavior Education Program (BEP) (Crone, Hawken & Horner,
2010). The name appropriately refers to the goal of the support model to teach the pupil the desired
behavior. Teaching behavioral skills and models related to school situations, together with the
guardians, is one of the central tasks of comprehensive school.
When teaching behavior, it is important to define with sufficient precision, which aspect of the behavior
is to be influenced. Focusing teaching on one or at most two features at a time will allow adults to focus
on the most important issues in their feedback. Focusing on a few objectives at a time promotes learning
and facilitates success. As a result of the mutually agreed behavioral objectives, the attention of adults
is also focused on the agreed issues and the adult maintains consistency in their guidance.
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The functional behavior assessment aims to illustrate problematic behaviors as a whole in order to build
appropriate and timely support for the pupil (Crone & Horner, 2000). In functional behavioral evaluation,
the function of the behavior refers to the purpose the behavior promotes from the individual’s point of
view. This can be an interaction of the desired kind, such as getting attention, avoiding tasks or activities
or avoiding the situation.
In practice, functional behavioral assessment often means an assessment interview that proceeds from
the basis of everyday observations. The interview examines the preceding factors (i.e. antecedents),
actual behavior and the consequences of behavior. The purpose of the interview is not only to identify
and describe problem behavior, but also to plan goals and means to lessen problem behavior. The aim
is to find out as precisely as possible what the problem behavior is and what events and factors increase
it, to identify the situations and events that precede problematic behavior, and to identify the
consequences of problematic behavior in everyday life.
With CICO support, the amount of feedback the pupil receives in different learning situations will
increase significantly. When giving feedback, attention is given to ensuring that the feedback is as
immediate and targeted as possible. The teacher's comment “Great!” is a positive tribute to the pupil,
but does not tell them what they did right. Instead, "It's great that you've already brought out all the
necessary tools!" clearly guides the pupil in the direction the teacher wants, while at the same time gives
the other pupils a hint of what hopefully happens now (situational factors). The experience of success
in a learning situation (e.g. starting a lesson’s work without delay) is often the strongest feedback and
reward for the pupil's positive behavior change, which is further strengthened by the concrete and
verbal feedback provided by the adult.
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2. General support must be put in order first
A well-functioning learning environment
Solutions to behavioral problems are often sought at the individual level. In this case, the general
characteristics of the school and class environment which influence the pupils' behavior are easily
overlooked. A good learning environment promotes pupil interaction and inclusion, supports
collaborative learning and provides pupils with the necessary amount of individual teaching and support.

It is therefore not only the responsibility of each pupil's own teacher to teach the pupils' behavior, but
all adults in the school must commit to it. Educational work and the promotion of well-being concern all
adults in the school, regardless of their duties. It is also essential that adults set an example of the desired
behavior through their own behavior. Teaching behavioral expectations is based on commonly agreed
school values or general behavioral expectations (values), as well as the expected behaviors derived
from them for the different situations at school. Respect for others, which is a general value of the
school, can be taken as an expected behavior for the lessons: “Remember to ask for your turn to speak.”
From the values of the school – the big words – we proceed to the expected behavior, which are suitable
for the different situations at school.
The aim is to create a school environment in which the pupils' behavioral expectations are clear and the
same as for all adults, and situations are predictable. The expected behaviors are visible to everyone in
the school, and the school's adults remind the pupils of their appropriate behavior. It is also essential
that adults set an example of the desired behavior with their own behavior. The basis for behavioral
guidance is the planned teaching of behavior that is in agreement with the directives and agreed upon
rules to the pupils in different school situations. Encouraging feedback is central to teaching behavior.
The adults’ mission is to observe the pupils' successes!

A positive school environment supports the implementation of CICO
support
CICO support is designed to be used in schools where behavioral management is adopted as a key
objective of the school. In effective and individually targeted behavioral support models, certain key
areas are repeated: effective identification of the pupils in need of support, training of staff at the
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beginning of the implementation at school level, a strong link to general support, a standardized
approach, ensuring the quality of the implementation of the support model, and parental involvement
(Yong & Cheney, 2013).

Overall, the aim should be for the school to build a clear continuum of behavioral support.
When constructed this way, general and more individualized support also form a theoretically
uniform continuum. When clear expected behaviors and systematic feedback are used at the
level of general support, the use of individualized support does not isolate the pupil in need of
support. The risk of stigmatization is reduced and the likelihood of support measures being
acceptable is increased. The first task is to clarify the school's mutual behavioral expectations,
and the second task is to structure the feedback given on behavior. CICO support is provided,
where appropriate, to pupils who, despite having received high-quality general support, have
clear difficulties in acting in accordance with the school expected behaviors, and these
difficulties also hamper their learning and school attendance in general (cf. RTI information
box).
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3. Building individual behavioral support at school –
support as a part of the school’s structures
At best, the practice and structures for organizing individual behavioral support are well established at
school. Every teacher knows their responsibilities in promoting peaceful work, and the school has
established procedures for raising concerns. Clear procedures for directing pupils towards support have
been agreed upon. As for CICO support, this is best constructed in practice through the regular meeting
of the CICO team with a fixed composition, the designated CICO coachs, a specific CICO meeting location,
and adequate training for staff on how to direct towards and implement CICO support.

School-specific preparation
School-specific preparation should begin with multi-professional cooperation, and the principal’s
support should also be ensured. The communal planning work of the school's pupil welfare includes
preparing for the introduction of CICO support, principles of implementation (e.g. supporting pupil
involvement and the principles of cooperation with the guardians) and agreeing on the evaluation and
monitoring during the support. The planning team is scaled according to the resources and practices of
the school and the organizer of the education. If there is a psychologist in school should the psychologist
be involved in the planning phase, although it is the teachers and the paraprofessional teaching
assistant's responsibility to implement the support in practice. It is important that the planning and
preparation work is carried out at school in consultation with all parties. At the planning stage, sufficient
time should be reserved for the work of the school-specific team. A meeting every two to three weeks
is sufficient later on.
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CICO Support Quality List
The school has a team that directs CICO activities.
The team has regular assembly times.
The responsible CICO coach and deputy coach have been appointed and trained.
The school-specific details have been considered:

• the name of the DRC
• the place for the morning and afternoon meetings
• principles of the reward system.
CICO support has been introduced to the entire school staff.
There is an announcement plan for CICO support:
• principles of the cooperation with guardians
• Introduction of the school’s support practices to the guardians, new staff,

partners in cooperation (e.g. school website, introductory dates, etc.).

The support model is based on the key elements of CICO support: morning and afternoon sessions,
regular positive feedback (use of the DRC and the reward system), cooperation with homes, and the
CICO team's activities to support pupil-specific decision-making. However, schools must always adapt
and organize the parts of the support model to suit their own school life. Both perspectives – the key
elements of CICO support and the specificity of the school – must be taken into account.
First, the responsible CICO coach is selected from the school staff. They are responsible for the morning
and afternoon sessions (for 2–3 pupils). A staff member who works at the school on a daily basis and
has a flexible job description and working hours before and after the school day is suitable for this task.
It is important that this person communicates in a positive way with the pupils. The school should also
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consider appointing an alternate or, preferably, alternates. It is very important for the pupil that the
scheduled morning and afternoon meetings always take place, also during the staff's cases of sickness
and training days. It is a good idea to decide on the list of alternates and operating methods during
illness already when drawing up a school-specific plan.

The morning and afternoon sessions require a suitable location at the school. There are no great quality
requirements; it is enough to have a surface to write on and space for storing pupils' CICO folders. The
location should always be the same for all days and times. This helps to avoid confusion. The fact that
the meeting locations for the morning and afternoon sessions are close to the school entrance or are
otherwise centrally located has also proven to work. If, for example, a teacher in a neighboring class is
responsible for the pupil's CICO classes, it is natural that the sessions are held in the teacher's own home
class or in its immediate vicinity.
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It is also good to think of a school-specific name for CICO support and the daily point card. The name
may be related to the name of the school or region, and the pupils themselves may suggest a suitable
name. In the everyday life of the school, a short name related to the area’s dialect or reward system
helps in many practical situations: “Did you remember to return the Fox card today?” or “Let's take
another look at your Star card before recess.” The name of the DRC and the support model should be
positive or neutral – there is no reason to call the card a behavior card.
Establishing the school’s own reward system is an important task for the CICO team planning the manner
of support. Rewards may vary for different pupils, but it is a good idea to settle on some key rules right
from the start. Giving or arranging rewards must also be sufficiently easy to implement in the school's
everyday life.
The reward should be achievable approximately every week or two. If it is possible to receive a weekly
reward, the pupil must achieve the goal four or five times a week. If, on the other hand, it is possible to
receive a reward approximately every two weeks, the reward could be earned by achieving the goal on
seven or eight days. It is important that the pupil feels that the reward is achievable and that a single
failure is not an obstacle to the achievement of the reward.
If the pupil is receiving support for the typical period of 8–10 weeks, this means that they earn a reward
4–10 times. That is a lot! It is therefore important to consider what kind of rewards are given. The easiest
things to do in everyday life include organizing your own individual moment as a part of a lesson, such
as at the end of the lesson (the possibility to read a comic book, use your own phone, play on a computer,
use sports equipment, etc.). There is no obstacle to pupils receiving small, concrete bonuses on a daily
basis (e.g. xylitol pastilles or snack bars provided to schools by parents). Usually, however, active rewards
(accumulation of computer or tablet time, extra time to use the sports facilities and equipment during
the school day, obtaining separate liberties at recess, etc.) fit more comfortably in the Finnish school
system. For example, a “day without homework” card, which a pupil can receive after a sufficient
number of successful days, has been successfully used in secondary school.
If the reward is activities outside the classroom, an adult's time must be reserved for pupil supervision,
and it may be difficult to find. However, rewards should be received often enough to maintain their
attractiveness and the pupil’s motivation. If there are several pupils who receive CICO support in the
school, it is very likely that they will compare the rewards with each other. It is therefore important to
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stick to the common set of rules agreed by the CICO team on what the school’s rewards are. Rewards
are individualized subjects that are worth striving for a specific pupil. While an extra period of sports is
a reward for one pupil, it may almost feel like a punishment for another. It is therefore advisable to leave
a certain amount of pupil-specific flexibility in the planning of the rewards and involve the pupil in the
planning of their own reward.
When considering the reward system, it should also be considered how the attractiveness of the reward
is maintained. A reward that is relevant to the pupil, such as the use of a tablet during the weekly waiting
period, may be interesting and worth pursuing throughout the entire support period.

Introduction of the CICO support for the whole school
Before starting CICO support, the basic principles of the operation should be presented to all staff. The
presentation of CICO support should include at least the following key elements: a) who the support is
intended for and how the pupils are selected, b) how the pupil's DRC is used, c) how and what kind of
feedback is given to the pupil, and who will provide the teacher with individual guidance, if necessary,

if the intervention does not take place as planned. In the staff CICO presentation, it should be
emphasized that the support and feedback received by each pupil should be as similar as possible,
regardless of the teacher.
Although CICO support has brought relief to many pupils who have ended up receiving support in their
everyday life, it is worth noting that there may also be obstacles to success. Some of them can be
prevented by careful planning and forward thinking. The success of CICO support is subject to a number
of general conditions:


The principal is involved in the team or at least supports its activities.



There are good practical prerequisites for the team's operations (e.g. time and place of
gathering).



The CICO coach has sufficient skills and sufficient motivation.



CICO support is seen as support and learning, not punishment!



All adults at the school understand that it takes time for behavior to change permanently.
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Stages of construction of CICO support at school level
1. The school has a team that directs CICO activities.
2. The responsible CICO coach and deputy coach instructor has been appointed and
trained.
3. The principles of the reward system and the name of the DRC have been decided.
4. CICO support has been introduced to the entire school staff.
5. Guardians have been notified of CICO support.
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5. On the Practical Implementation of CICO Support
Two possible ways to begin support are described in this guide. Method A) is widely used in SWPBS
schools. In this method, the behavior practiced by the pupil is closely related to the school's mutual
behavioral goals and guidelines. Method B) is an option more commonly used in the Finnish school
system. In this method, the pupil's goals are planned more individually.

A) SCHOOL-SPECIFIC DEFINITION OF THE OBJECTIVES OF CICO
SUPPORT
Particularly in PBS schools, CICO support can be integrally linked as a continuum of the school's general
behavioral support. In SWPBS schools, behavioral expectations and guidelines are compiled in a table
format, i.e. a behavior matrix. The SWPBS school has mutually agreed upon desired behaviors, and the
staff is committed to complying with them and teaching them systematically. This work can be used in
designing the pupil’s CICO support (Hawken, Crone, Bundock & Horner, 2021). In this case, the school's
own CICO team defines the daily report card (DRC) for CICO support at school and the related behavioral
objectives to be practiced based on the matrix. Next, we present the school's CICO team with
perspectives on creating a school-specific DRC.
Usually, the two to three key behavioral guidelines that are selected for the DRC are the ones estimated
to be the most useful in supporting the pupil’s learning and school attendance. The objectives can be
derived directly from the school’s mutual behavioral matrix. It is also important to have a joint discussion
on the selected goals between the teachers that teach the pupil and other staff in the classroom. The
selected guidelines should be formulated in a positive manner and be applicable in several classes.
When designing the school-specific DRC, the format and layout of the card are also decided. It is natural
to give the pupil feedback on successful desirable behavior at the end of each lesson. However, in some
schools, lessons can be as long as 75 or 90 minutes, and in these situations it is probably justified to give
the pupil feedback at an agreed time during the lesson. Planning is pupil-specific, but the length of the
assessment period should be kept to a moderate length.
We have summarized Hawken and colleagues' (2021, p. 79) guidelines for creating a school-specific CICO
support DRC:


Include schoolwide expectations on the Daily Report Card
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Expectations must be positively stated



No more than five expectations



Nonclassroom settings should not be included



Include area for total points earned

A) PUPIL-SPECIFIC DEFINITION OF THE OBJECTIVES OF
INDIVIDUALIZED CICO SUPPORT
Support planning starts with an assessment of the pupil's situation. It is based on interviewing the
teachers that teach the pupil and on monitoring the pupil's behavior. After the assessment phase, the
school team makes a decision on the pupil's need for support and their behavioral goals. The starting
point is the teacher's concern about the pupil's behavior and the knowledge that general support is not
enough for the pupil.
The pupil selection takes place with the help of the Assessment Interview (Appendix 3). A member of
the school's CICO team, often the school's multidisciplinary special needs teacher, interviews the teacher
or, preferably, all the teachers that teach the pupil, as well as other adults working with the pupil, all at
the same time. Instructions have been written to support the interviewer (Interviewer's Instructions,
Appendix 3b). It is important that the assessment interview form is completed through joint discussion.
The form should not be left to be completed by the teacher alone. Dialogical manner of approach is a
practical act that strengthens the communal approach. It is advisable to take 20–40 minutes to complete
the interview, i.e. the initial assessment. The result of the interview is a description of the pupil's
situation:


the pupil's strengths



a description of the problematic behavior



a description of the problematic situations



expectations for behavioral change (the goals).

The pupil-specific behavioral goals are modified to best serve the pupil's situation. They are goals that
are in accordance with the guidelines, adapted to each pupil, for which the pupil needs more teaching
and support. After the interview phase, the teacher receives a preliminary DRC. This card is used to
monitor the pupil's behavior for a week. Evaluations of at least three normal school days are needed as
a basis for the final decision. These initial assessment DRCs are not sent home and at least in this phase
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they are not shown to the pupil themselves. The interview and the DRCs accumulated during pupil
monitoring form the assessment as a whole. Based on this, the school-specific team makes decisions
about


whether general support has been insufficient for the pupil (reasons for switching to individual
support)



whether the individual behavioral goals designed for the pupil are achievable and relevant to
the promotion of learning and school attendance



what is the limit of the pupil's daily success – what percentage of the maximum score the pupil
must achieve in order to be considered successful?

Initiation of CICO support for pupils should never be the decision of an individual teacher, but the matter
should be mutually decided and committed to by the school community.

Guidelines for the assessment interview
The pupil selection model presented in this guide utilizes the FACTS evaluation structure (Functional
Assessment Checklist for Teachers and Staff, March & Horner, 2002) and the pupil-specific teacher
survey of the Niilo Mäki Institute's Child Research Clinic. The choice of pupils is twofold. This includes
the assessment interview and monitoring of the pupils, where, at the same time, the functionality of the
behavioral expectations is tested in practice. Efforts have been made to make the pupil selection as
simple as possible, but still versatile enough for the CICO team to make a decision to start the pupil’s
support on sufficient grounds.
The assessment interview consists of six phases and the interviewer uses the interview form for support
(Appendix 3). The assessment interview form must first be completed with basic information: the name
of the pupil, the name of the interviewer, the names of the respondent or respondents and the date of
the interview. The second phase of the interview identifies the pupil's strengths or specific qualities or
merits that have been identified in school work. This can be used to compile activities and situations the
pupil is particularly good at or does well in, or ones they like or enjoy, and to write descriptions of how
the pupil acts in these situations. This phase is important in many ways: it helps to keep the focus on the
pupil's strengths and, on the other hand, it helps to identify the activities and situations that can be used
in the planning of support activities and rewards.
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The next phase of the interview describes the pupils' problematic behavior, i.e. behavior that interferes
with their learning, disrupts classroom situations, is an obstacle to social relations, or is otherwise
dangerous or harmful. The form provides a list of the most common forms of disruptive behavior (e.g.
being late, physical aggression, inappropriate language, disobedience, failure to do tasks). The teachers
and other people taking part in the interview choose the ones that the pupil has regularly shown over
the past few weeks. At the same time, it should be considered what is most disruptive about the pupil's
behavior.
The fourth phase is to identify the situations in which problematic behavior occurs and to assess their
severity. The interview form contains twelve of the most common school situations (e.g. following along
with the teaching, independent work, lunch), and the interview assesses point by point whether the
pupil is behaving problematically in the situation or not. If the answer is yes, teachers are asked to assess
the severity of problematic behavior on a scale of 1 to 9 (1 = problematic behavior is mild, 9 =
problematic behavior is serious). There is also an empty space at the end of the section to record any
other conditions or situations in which problematic behavior occurs and to assess their severity. Next,
the teachers assess how problematic the pupil’s behavior is in relation to the other pupils in the group
on a scale of 1 to 9.
The fifth phase of the interview examines in more detail the statements in the previous section, where
estimates of the severity of problematic behavior reach at least six. One to three of these situations
which are the most central to learning and school attendance are selected for more detailed analysis.
More detailed analysis means that the problematic behavior described in the third phase is put in
context with the situation. In practice, phases three and four of the form are combined here. Selected
descriptions of problematic behavior form the basis for the goal setting of the daily DRC.
The final phase of the interview is the formulation of the behavioral goals in the pupil's actual DRC.
Behavioral goals (phrases guiding towards desirable behavior), the fulfilment of which is assessed by the
teacher, are individually formulated on the DRC. Although the goals are personal, they must be in line
with the general rules and behavioral expectations of the school. If the school's behavioral goals (for
example, “I act responsibly”) or the acting instructions describing them even more accurately (“I return
items to their place” or “I do the given tasks”) include descriptions directly relevant to the pupil's
situation, it is highly recommended to use them.

www.pbiseurope.org

Most commonly the behavioral goals aim to primarily address the most disruptive aspect of the pupil’s
behavior. Sometimes, it is also possible to set out from the goal, which is the most concrete and easy
for the pupil to understand. The goal is that the pupil's situation will genuinely become easier with the
achievement of the behavioral goal.
A phrase teaching the behavior is created from the goal. A good phrase that teach behavior is worded
positively, is applicable to all monitored conditions and situations, and is understandable to the pupil.
For example, the phrase “I do the given tasks” can be used to direct the pupil to focus on the given task
during the lesson (instead of chatting with friends). Similarly, the phrase 'I speak when it’s my turn'
reminds the pupil to raise their hand at the lesson and, at the same time, reminds them to take others
into consideration in the more informal situations.

The final result of the interview is the pupil's daily DRC with one to three
positively worded phrases. After this, it is advisable to proceed to the next
phase of the pupil selection, which is observation, as soon as possible, usually
the next school day.

DETERMINATION OF THE INITIAL SITUATION (AFTER PHASE A OR B)
During the observation phase, the pupil's own teacher begins the use of the DRC. They mark their
assessment on the DRC at the end of each lesson on a scale of 0 = goals were not met, 1 = goals were
partially met and 2 = goals were met. Three to five days is enough time for the initial observation. The
observation phase is important for two reasons:
1. Observation of the initial situation provides the team with information on the pupil’s level
before beginning the support. The DRCs of the observation phase can be used to calculate the
pupil's percentage level, which is a good basis for defining the pupil-specific target level.
According to previous research, 80 per cent of the maximum points is suitable for most (Hawken
& Horner, 2003). If, for example, the average percentage level of the pupil’s cards has been just
under 70 per cent during the initial observation phase, the target percentage during the actual
CICO support can be set at 80 per cent. If, on the other hand, the initial situation of the pupil is
well below half (<50 per cent), the target level of 80 per cent would probably be too high for the
pupil and might seem unachievable. In this case, the pupil's target level can be set at, for
example, 60 or 70 per cent.
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2. Another important function of the initial observation is to test the phrases (goals) written on the
scorecard in practice. In practice, do the phrases capture the behavior that to be practiced in the
program? Is the assessment of the goals easy in everyday life, or should the content be specified
further (cf. “I speak when it’s my turn” or “I raise my hand.”)? It is important that the goal phrases
are as clear as possible and appropriate to the pupil's age and level of development. Assessing
the functionally formulated goals is unambiguous (even if the card is filled by a substitute or
another teacher teaching the class).

Monitoring of Progress
The scorecard accumulates numerical data for the school to use in the monitoring and evaluation of the
support. The adult responsible for the pupil's afternoon session, usually a teacher or a paraprofessional
teaching assistant records the pupil's total score and the percentage of success on the Pupil’s Weekly
Follow-Up form (Appendix 6). It is important that the pupil's daily score is recorded at school before
sending the card home. Not all daily scorecards sent home are likely to be returned to the school. For
monitoring purposes, it is important that the school has the information on the functionality of the
support available nonetheless.
In practice, the CICO coach should create a separate folder for each pupil, where the pupil-specific
papers can be found. The scorecards returned to the school are collected in this folder, and unused
scorecards of the pupil are also found in the same folder. By looking at these daily scores, decisions can
be made in the school's CICO team to continue, modify and eventually discontinue the support model.
There is no absolute upper limit for the number of pupils receiving CICO support per coach, but practice
has shown that two to three pupils are a good and workable number when the duty is performed along
with other duties.
Continued support is justified if the pupil progresses with their goals and achieves the daily target level
on most days. The standard pupil-specific target level is 60–80 per cent of the maximum points. When
the pupil succeeds in achieving the goals daily or almost daily, or the pupil invariably reaches the 100%
level, it is time to adjust the support. The pupil's goals can be specified, changed or added. The aim is to
achieve behavior that is in line with the school's behavioral expectations and supports the pupils'
learning and school attendance. If the central and sufficient behavioral objectives have been achieved,
the pupil's support can be gradually discontinued.
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Similarly, the school must have the capacity to modify the pupil’s support even in cases where the target
level is not reached and the number of failures remains constant or increases. During CICO support,
plenty of lesson-specific behavioral information has been gathered, which enables the development of
support for the pupil. The accumulated data can be used to determine, whether the unwanted behavior
follows a pattern or rhythm. Does the undesirable behavior occur in the classes of certain subjects, on
certain days of the week or at specific points of the school day? Does the pupil themself find the offered
reward worth pursuing? Can the development of a reward increase the effectiveness of the program
and motivate the pupil more (cf. the pupil-specific reward or the reward of the whole class)?

Important! Especially when the CICO support does not work as expected for the pupil, the quality of the
support should also be assessed. In particular, the regularity of the implementation of the support
should be assessed. Did the morning and afternoon sessions take place as planned? Are the adults of
the school committed to the program? Do all teachers give lesson-specific assessments to the pupil's
daily scorecard? It is especially important to review the information collected in the weekly follow-up
form on the actual implementation of morning and afternoon sessions, the use of the card and
guardianal involvement. The CICO coach also has a lot of qualitative information about whether there
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are differences in the lesson-specific entries between teachers. Are certain classes particularly
challenging? Are certain teachers’ entries missing from the pupil’s card? In these situations, the CICO
team can jointly consider how to develop the operations at the school level.

The Scorecard
The goals of the pupil-specific scorecard are marked on the card in advance. Ready-to-use card copies
should be kept in a pupil-specific folder. The ready-to-use card has the pupil's name and goals, and only
the date will be added in the morning meeting. During the day, teachers add their assessments of the
pupil's progress and, at the end of the day, the child calculates the score together with the CICO coach.
The pupil takes the card home, and thus the card also serves as a means of communication.
When designing the appearance of the card, it is worth paying attention to clarity. A space for comments
can also be added to the card. If this is the case, it is beneficial to have a mutual discussion in the work
community on how to ensure that positive feedback is the center point. The card is not intended for
reminding or communicating about negative events.
The card is important to the pupil. Particularly after a successful day, showing the card to the guardians
is a pleasant task. However, sometimes the card is lost on the way home or on the way back to school.
Specifically, because of these situations, it is important that the pupil's score is recorded before sending
the card home.

Morning Meeting
A positive and encouraging attitude on the part of the coach is central to the success of CICO support. A
good CICO coach wants to work with children and young people (regardless of behavioral problems) and
is reliable in their work. The coach's activities are consistent and systematic, and they complete the
agreed tasks. If the coach is unable to attend the scheduled morning or afternoon meeting, they inform
the alternate about the situation and try to ensure that the pupil does not wait for the adult in vain. It is
also important that the coach has received a sufficient introduction to the task and is familiar with the
practices of the support model. It is advantageous if the coach is appreciated and liked by the pupils.
The ability to communicate with pupils, staff and guardians helps in the work of a CICO coach.
The morning meeting is a short one, just a few minutes before the first lesson of the morning. A cheerful
greeting and a brief exchange of news lead to this brief one-on-one moment. During the session, the
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coach receives and checks the previous day's DRC. It is important to remember to praise the pupil (give
targeted positive feedback on the completion of the agreed task) if the pupil has remembered to request
the signature on the DRC at home and return the card in the morning to the CICO coach. During the
morning meeting, the coach reviews the goals of the new day's DRC (if possible, class by class) and
encourages the pupil to succeed!
At the end of the morning meeting, the coach could still ensure that the pupil is ready to start school
work and that they have brought the right and sufficient supplies. In some schools, it has been decided
that, if necessary, the coach can lend the pupil basic school supplies (usually a pencil and an eraser) if
the pupil does not have them. Finally, the coach reminds the pupil to give the DRC to the teacher or to
collect entries during the day.
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Encouraging Feedback Throughout the Day
It is important that the teacher focuses on giving positive feedback on the behavior that is in accordance
with the goals. Ideally, the teacher should be able to genuinely communicate to the pupil that they are
trying to support and assist the pupil in achieving the agreed goals. The teacher reminds the pupil of the
correct behavior with the agreed sign in situations where the pupil does not act in accordance with the
goals. Similarly, the teacher can, acknowledge the efforts of the pupil when they act as agreed with a
small sign, gesture or expression. During the school day, the teacher records the entries on the pupil's
DRC at the end of each class. If a failure occurs, it is important to look to the future and remind the pupil
of their behavioral expectations. At best, the pupil describes the desired behavior themself: “How do
you think you should behave in order to get a better assessment under ’I remember to ask for a turn to
speak’?” “I have to remember to put
my hand up.”
It is important that the teachers
remember to focus on the goals
recorded on the DRC when recording
assessments

and

providing

oral

feedback on them. If the goal is “I do
the given tasks” and the pupil
completes

the

agreed

tasks

faultlessly in class, the assessment of
the class is 2 = goal has been
achieved, even if a difficult conflict
situation had just occurred at recess.
That will be treated as a separate
issue and will not be reflected in the
lesson-specific assessment on the
DRC. The aim is to enable the pupil to learn to guide and regulate their own behavior based on the
feedback. Good feedback for the pupil is clear and consistent.
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Afternoon Meeting
In the afternoon meeting, the coach counts the points accumulated during the day and records the result
on the pupil's DRC. The percentage of points is calculated by dividing the accumulated points by the
maximum number of points for the day (multiplied by 100).

Percentage of the day = accumulated points/maximum points*100
The result is compared to the pupil's target level. If the pupil's result for the day reaches the target, the
pupil accumulates their reward. It is important that the coach remembers to praise the pupil's success
also in words (targeted feedback on the achievement of the goal). A smile and encouraging signs and
expressions (e.g. a thumbs up) are a good addition, but not enough on their own. It is important that
the pupil hears where they have succeeded ("Today you have succeeded 100% in doing the tasks, great!"
and "Waiting for your own turn has been very successful in the morning classes") and that the
assessment is focused on behavior, not on their personality. This is important also because when a
failure occurs, the assessment is still focused on actions, not on the pupil's personality. If the goal is not
reached, the pupil is encouraged to succeed on the following day: “In the afternoon classes, waiting for
your turn has been a little more difficult, but I'm sure you'll be able to do it tomorrow.”
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In the afternoon session, pupil-specific data is collected for the CICO team meeting. The CICO coach
enters the pupil's result on the weekly follow-up form (Appendix 6) and returns the card to the pupil to
take home for the guardians to sign. Weekly follow-up forms are easy to bring to CICO team meetings,
and pupil-specific information on progress can be found summarized.

Cooperation with Guardians
Practice has shown that inviting guardians to the school provides a strong basis for planning the support.
It is important to hear the guardians’ views on the situation and to ensure a common view on the
necessity of beginning the support. The mutual meeting strengthens the relationship of trust between
guardians and school staff. In addition, the school can prepare a handout for the guardians. The written
handout can also be used as a material in a situation where a mutual beginning meeting has been held
with the guardians.
During CICO support, the key role of the home is to provide encouraging feedback. On successful days,
they rejoice together with the pupil, and on difficult days the discussion is directed towards the coming
day and behavioral goals. The school's message to the guardians is: “Your task is to notice the successes
and encourage, we deal with the failures at school.” Guardians may ask the pupil to tell them about their
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difficult day, but the guardians' own comments are directed towards the future: “Tomorrow will surely
be a better day. You will remember to put your hand up in every class tomorrow, just as you did today
in the successful classes.” It is good to work closely with the guardians during the beginning phase of the
support.
The guardians' commitment to the planned goals and the principles of positive guidance will support
the success of the change. During the CICO period, cooperation with the home is daily through the pupil's
DRC. It is therefore essential that the support model has the approval and support of the guardians. It is
not worthwhile sending the pupil's daily DRCs home for signing if the guardians do not commit to the
pupil's goals or to the support model in general. In some cases, well-meaning support at home may have
turned into punishments or restrictions from unsuccessful days. In these situations, the class teacher (or
the appointed member of the CICO team) should call home as soon as possible and discuss the
importance of positive feedback and encouragement with the guardians.
It is understandable and human that not all the cards sent home are returned to the school the next day,
and that some are never returned. The commitment of the home can be considered good if four out of
five cards on average are returned to the school. However, if the signatures are often missing from the
cards and the school is concerned about the support at home, the home should be contacted as soon as
possible. Is it that the people at home don't remember to ask for the cards, or is the family too
overloaded for some reason? Don't the cards make their way home? Most naturally, the contact from
school is initiated by the class teacher or the CICO coach.
In cooperation with guardians, it is important to ensure adequate informing. Although information
about the success of each day is delivered home, it is difficult to form an overall picture on the basis of
individual cards. At school, it should be agreed from the beginning phase of the support who is in contact
with the home and how often. After the pupil's support has continued for a few weeks, it would be a
good idea to tell the guardians about the school's perspective on the pupil's progress. This can be done
by telephone or, if possible, guardians can be invited to the school to discuss how the pupil’s behavior
has progressed at school, and possibly to see a chart of the pupil's progress drawn up on the basis of the
coach's weekly follow-up. It is important that the guardians are in some way contacted about the
progress in the desired behavior and that a discussion is held on the functioning of the support in
everyday life. If desired, the school can use the Home Experiences of CICO Support questionnaire
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(Appendix 7). The conclusion of the support is also done as planned and in cooperation with the
guardians.

Rewards
The purpose of the reward is to motivate. It encourages to make efforts and act according to the goals.
In the early phases, it is good to have more than one reward for the pupil to choose from. The rewards
may also be 'unequal'. Rewards on list a require, for example, three successful days, the ones on list b
require six, and the ones on list c nine. It is up to the pupil to decide when they want their reward. When
the time comes to claim the reward, it should be given or arranged as planned and without delay. If the
reward is a “dream gym class for the whole class”, it should be held immediately in the next gym class.
Or, if the pupil's reward is a personal “long indoor recess with a chosen friend”, the pupil should have
the opportunity to express their wishes when they want to use it. Once the first reward has been
achieved and claimed, move on to the next.
If a good and encouraging reward has been found for the pupil and an effective system for accumulating
it is in place, it should not be changed. If, on the other hand, similar reward has already been
implemented several times and the school's adults suspect that the pupil's motivation is beginning to
fade, a suitable change can be considered together. The reward system used in the school should grow
gradually in order to maintain its attractiveness. In practice, this means, for example, that the number
of options increases as the support progresses, or that certain rewards only become available during the
later weeks of the support. The pupil may also propose their desired change or addition. Greater
adjustments of support and rewards should always be discussed with a CICO team representative to
maintain mutual policies between pupils and classes.

Co-operation within the School
Sometimes, there are drawbacks in the implementation of the support model. Particular care must be
taken in the regular implementation of the support. At school, it should never happen that the pupil is
left waiting at the agreed location for the adult to show up for the morning or afternoon meeting. If the
coach is unable to hold morning or afternoon sessions, they must transfer the responsibility to the
appointed alternate.
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Co-operation must also be enhanced if the pupil's DRC continues to be incomplete and there is a
suspicion that the teacher or teachers are not committed to the use of the card. In such a situation, the
CICO coach should bring the matter to the attention of the CICO team without delay. Ultimately, the
principal is responsible for implementing the planned support measures at the school.

Conclusion of the CICO Support
A central practical issue for teachers who have used CICO support in their work has been concerns about
when a pupil's CICO support can safely be discontinued. There are also concerns as to whether the
pupil's behavior will return to the pre-support level or whether good behavior will continue after the
support had ended.
The options for discontinuing the support are a quick one-off session or discontinuing the support
through a self-assessment phase.

Quick Conclusion of CICO Support (Closing Meeting)
The quick conclusion of CICO support becomes relevant when the pupil's behavior has undergone a
permanent, desired change. In practice, this means that the pupil has clearly progressed in the agreed
goals and the situation has remained good for a couple of weeks. The decision to end the support is also
made by the school’s team. The pupil's “graduation” from the CICO program can be celebrated as agreed
at school. The success of the pupil and their progress in good behavior is a cause for celebration. It is
important to ensure that at least a mutual closing meeting is held at school. The pupil, their guardians,
teacher (or teachers) and CICO coachs are invited to the meeting.
The purpose of this closing meeting is to create an opportunity to highlight the progress made in the
pupil’s behavior and the success of CICO support, as well as the mutual efforts made to support the
pupil’s behavior. The work done by the pupil themself has the greatest importance, which is shown the
appreciation it deserves. It is recommended, for example, to present weekly follow-up forms that can
be used to make the progress more concrete. The basic guideline is: preferably too much rather than
too little praise!
It is important that no other issues related to learning or school attendance are addressed during the
closing meeting (e.g. learning difficulties or reviewing other support measures). The situation is kept
positive and the emphasis is on success, which creates the preconditions for the permanence and further
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progression of the achieved results. Success (and its acknowledgement) feeds success. However, it is
also worth disclosing the school’s preparedness to resume intensified support measures if they are
deemed necessary and presumed to benefit the pupil.
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Closing Meeting
1. The teacher (or teachers) prepare to present the progress of the pupil's behavior. The
goals on the pupil's DRC are discussed in detail, highlighting the pupil's success. In
addition, it is good to hear the pupil's own view of their successes and progress. It is also
good to highlight matters and situations that have been affected by the changes in the
pupil’s behavior. Teachers describe honestly whether a specific behavioral skill was
learned more easily and has become more established, and whether some areas are still
subject to practice. (Note! The meeting focuses on evaluating only those areas of behavior
that the pupil has had as their goals during the support.)
2. The pupil and the guardians are informed that the CICO team believes that the pupil no
longer needs CICO support. There has been so much progress in the pupil’s behavior that
they are considered to be successful in learning and classroom situations without CICO
support.
3. The pupil and the guardians give assessment of the change, the functionality of the
support and the plan to end the CICO support.
4. Guardians are encouraged to continue to use positive guidance methods in guiding the
pupil. Guardians are helped to perceive the pupil's good behavior and successes.

Conclusion of Support Through Self-Assessment

An alternative to the quick conclusion of CICO support is the use of self-assessment to support the
conclusion (Hawken, Crone, Bundock & Horner, 2021; Miller, Dufrene, Olmi, Tingstrom & Filce, 2015).
In this case, the closing process of CICO support will proceed as follows: the pupil and the guardians are
informed of the pupil's good progress and presented how the support is concluded gradually. At the
self-assessment phase, the pupil completes the DRC by themselves, assessing themselves, and the
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teacher completes a second card. The entries are compared daily, and the rewards are still in use. The
aim is to strengthen the pupil's self-assessment skills. The closing period lasts (at least) two weeks.

Week 1:


At the self-assessment phase, participation in the morning meetings is agreed on a pupil-specific
basis. It is not necessary for the pupil to attend the morning meetings, but they can receive the
whole week’s DRCs at once. Morning meetings can still be continued, however, if the pupil is
happy to attend them. During the self-assessment phase, the CICO coach no longer needs to
remind the pupil of the day's behavioral goals.



The teacher and the pupil have their own DRCs, which they fill out independently during the
day. The teacher does not tell the pupil the given scores. (But remembers to give plenty of
positive feedback on the desired kind of behavior!)



The pupil participates in the afternoon session throughout the self-assessment phase. In the
afternoon sessions, the teacher and the pupil compare the uniformity of their card entries
together.



The reward system may be maintained throughout the self-assessment phase. The rewards can
also be accumulated at this phase of the support, depending on how well the pupil’s selfassessment is in agreement with the teacher’s assessment.



If the result of the first week is sufficient (the daily result is at least 80% and the behavior in the
class continues as desired), the pupil can proceed to the next phase.

Week 2:


The morning sessions are not held unless otherwise agreed with the pupil.



Only the pupil fills the DRC (as a self-assessment).



The teacher fills the card on only one day during the week (but does not tell the pupil in advance
which day it is).



In the afternoon sessions, the result of the day is reviewed. The pupil's own assessments
“remain valid” if the teacher has not given an assessment for that day.



Support may be discontinued after the second week if the pupil’s behavior in class is satisfactory
and there is no 'regression'. If the behavior is unsatisfactory, the support can return to the
previous phase, where the teacher still gives an assessment of the pupil's behavior each lesson.
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6. What if CICO support is not enough?
Assessment of the fulfilment of the support
If there is not enough positive development in the pupil's behavior, it must first be ensured that the
CICO support has been implemented as intended. CICO support is a comprehensive approach where
different elements support each other, and the essential question is, are the key elements of the support
fulfilled: morning and afternoon meetings, the use of the DRC (and the teachers' commitment to it), the
involvement of guardians and the use of the pupil’s data in the planning of the support? If there are
deficiencies in the key elements of the support described above, the CICO team should pay attention to
their development and the dismantling of obstacles in the way of the implementation of the support. If,
on the other hand, the support at the school is of a high quality and of sufficient duration and the results
are still unsatisfactory, it is time to consider how the pupil's support should be adjusted and possibly
expanded. A few perspectives can be drawn from previous international CICO research, which may help
in the further reflection on the pupil’s progress during the CICO support (Bundock, Hawken, Kladis &
Breen, 2020).
First, CICO support may be insufficient for pupils whose distracting behavior is motivated by something
other than an adult’s attention (Campbell & Anderson, 2008; March & Horner, 2002; McIntosh,
Campbell, Carter & Dickey, 2009). For these children, increasing an adult's attention does not necessarily
lead to the desired result of a change in behavior. If the CICO team suspects that the distracting behavior
of the pupil may be caused by something other than attention-seeking (e.g. avoidance of tasks), support
measures may be directed in that direction. For example, if a pupil tries to avoid doing school tasks, it is
possible to try implementing breaks in the pupil’s tasks (Boyd & Anderson, 2013). In this case, the
teacher could agree to give intermediate stopping points (“rest spots”) after a certain number of tasks,
when the pupil can take a short, authorized break upon the completion of that amount of work. Another
natural option is to teach the pupil to request a break. The pupil's goal is to complete the given tasks,
and lesson-specific feedback is given on the successful task.
Another reason why CICO support is not working may be that the pupil's behavioral goals and daily
target level have been changed too often during CICO support. The pupil may feel that the constantly
changing goals or daily target levels are unattainable (Lane, Capizzi, Fisher & Ennis, 2012). When
planning support, it is worth focusing on long-term activities and consciously directing attention towards
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maintaining the pupil's motivation, such as by influencing the accessibility of the reward or how
motivating the rewards are. Another suggested reason for CICO support not working is that CICO coach
contacts and achievable rewards are too rare for some pupils’ needs (Ennis, Jolivette, Swoszowski &
Johnson, 2012; Swoszowski, Jolivette, Fredrick & Heflin, 2012). Some pupils clearly benefit from the
additional support of an adult throughout the day. In such a case, increasing the instructor's time and
an adult's attention is likely to enhance the support and increase the chances of success.

CICO Support Reinforcement
CICO support can be modified in many ways (Bundock et al., 2020). Enhancing the pupil's CICO support
can proceed through, for example, the following steps: First, the CICO team ensures that the pupil has
received high-quality CICO support for a sufficient period of time (usually at least five weeks). If the CICO
team concludes that the support is not sufficient for the pupil, efforts will be made to compile
assessment data to support more efficient targeting of support. In practice, comprehensive analysis of
the situation and the sequential adjustment of the goals and planning of the support mean doing an FBA
(Functional Behavioral Assessment) type assessment or reviewing it if it has already been done (Goh &
Bambara, 2012). When planning support that strengthens CICO support, it is also advisable to use the
observations based on the pupil's DRCs and the observations made by the CICO coach in their own work.
The pupil's own view is also worth hearing. How does the pupil feel about school? Has the pupil noticed
for themselves that certain situations are difficult? What would the pupil suggest as a solution?
Consulting guardians is also a part of understanding the pupil's overall situation. The evaluation as a
whole is discussed in the CICO team and a pragmatic solution will be sought to improve the pupil’s
support.
One option to strengthen support is to increase the amount of support provided by school staff. The
researched ways to strengthen CICO support by increasing instructor support are CICUCO (Check In,
Check Up, Check Out, Swoszowski, Jolivette & Melius, 2013) and CCE (Check, Connect and Expect,
Cheney et al., 2010) which are built around the use of the daily point card. In both models, the CICO
coach supports the pupil's behavior during the school day in various social situations in addition to the
morning and afternoon meetings. A similar method has been developed and tested in Finland (Karhu,
Paananen, Närhi & Savolainen, 2020). An additional check-up meeting and social skills training in the
middle of the day has been found to enhance the impact of CICO support. The implementation of these
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support models requires a significant increase in the working time spent on supporting the pupil's
behavior. Enhanced support meetings help the pupil to set realistic goals for behavior. The pupil is taught
and shown in a more systematic way, what kind of behavior is desirable in each situation. In order for
skills to spread beyond these practice situations, the supporting adult should also be involved in
supporting the pupil in challenging everyday situations and, above all, help them identify the situations
where the skills that have been practiced or learned can be applied. The support period that strengthens
the CICO support individually must be long enough (often at least five weeks) for the pupil's skills to be
sufficiently strengthened and for the learned skills to be transferred to the pupil's daily activities. As with
CICO support, also during the period of enhanced CICO support, the effectiveness of the support should
be monitored regularly
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APPENDICES
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Instructions for CICO Coach
Check In

 Check the previous day's daily report card (DRC). (Praise for
remembering!)
 Go through the new day's DRC class by class. (Encourage the pupil
to succeed!)
 Remind the pupil to give the DRC to the teachers.
Check Out

 Receive the day's DRC. (Praise for remembering!)
 Calculate the points for the day (including the percentage: the
pupil's points are divided by the maximum points for the day and
multiplied by 100) and record them on the pupil's card.
 Give a reward or add a reward entry if the pupil has achieved their
goal. (Praise the pupil for succeeding!)
 If the goal was not reached, encourage the pupil to succeed on the
following day.
 Mark the score on the school's weekly follow-up form.
 Return the DRC to the pupil for the guardians’ signatures.
(Encourage the pupil to succeed!)
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The Assessment Interview:
Behavioral Assessment for CICO support
Selecting a Pupil for the CICO Support

The Phases of the Process:
1. The teacher proposes individual support for a pupil who finds it difficult to follow the school's
rules and procedures or to do their tasks. According to the teacher's assessment, the pupil needs
corrective feedback related to behavior or the performance of everyday activities on a daily
basis.
2. A CICO team member completes the Behavioral Assessment form for CICO Support form
through interviewing the teacher.
3. The pupils whose situation is severe (phase 4) and who have a high probability of problematic
behavior (phase 5) are entered in the observation phase (phase 6).
4. The teacher observes the pupil with the help of a daily report card (DRC) (phase 6) for 3–5 school
days.
5. The interviewer presents the overall evaluation (interview + follow-up) to the CICO team, who
decide on beginning CICO support and on the start of other necessary support activities.
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PHASE 1
Pupil and class:

Date:

Participant(s) of the interview:

Interviewer:

PHASE 2 (Pupil profile)
Pupil's strengths (please mention at least three):
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PHASE 3 (Problematic behavior)
What kind of distracting behavior does the pupil have?
 being late

 other distracting behavior

 vandalism

 indifference

 disobedience

 something else, what?

 unsociability

 failure to do tasks

 physical aggression

 self-harm

 inappropriate language

 theft

 other verbal harassment

PHASE 4 (Recognizing the situation)
DOES THE PUPIL BEHAVE PROBLEMATICALLY in any of the following situations?
Circle yes or no. If the pupil has behavioral problems in the situation, assess how serious they are.
(Altepeter & Breen, 1989).

Situation

Mild

Serious

Coming to school

Yes

No

1

2

3

4

5

6

7

8

9

When working alone in class

Yes

No

1

2

3

4

5

6

7

8

9

In group work

Yes

No

1

2

3

4

5

6

7

8

9

In unguided situations in the class

Yes

No

1

2

3

4

5

6

7

8

9

When listening to teaching

Yes

No

1

2

3

4

5

6

7

8

9

During recess

Yes

No

1

2

3

4

5

6

7

8

9

At lunch

Yes

No

1

2

3

4

5

6

7

8

9
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In the corridors and the common spaces

Yes

No

1

2

3

4

5

6

7

8

9

When going to the toilet

Yes

No

1

2

3

4

5

6

7

8

9

At school excursions (e.g. at a public swimming pool)

Yes

No

1

2

3

4

5

6

7

8

9

At school gatherings (e.g. parties)

Yes

No

1

2

3

4

5

6

7

8

9

In school transport

Yes

No

1

2

3

4

5

6

7

8

9

Are there any other situations in which behavioral problems occur? How serious do you find them?

Yes

No

1

2

3

4

5

6

7

8

9

Yes

No

1

2

3

4

5

6

7

8

9

Yes

No

1

2

3

4

5

6

7

8

9
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PHASE 5 (Recognizing the order of urgency of behavioral support)

Identify the situations where the problematic behavior occurs that require the most urgent
intervention. Only select the situations where the problematic behavior is severe or disruptive (phase
4) and the probability of problematic behavior is 7, 8 or 9 according to your assessment. Combine
situations only if (a) the situations or activities are very similar and (b) the problematic behavior is
similar. Please fill in a more detailed description for each
situation that requires intervention.
action, content

description
behavior

Problematic situation 1

Problematic situation 2

Problematic situation 3

of

the

problematic
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PHASE 6 (Setting goals)
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Interviewer's Instructions:
BEHAVIORAL ASSESSMENT
FOR THE INTERVENTION OF THE ENHANCED SUPPORT
PHASE 1
Complete the form with the name of the pupil, the names of the interviewee(s) and the date. Also enter
your own name (the person who conducts the assessment interview).
PHASE 2
Ask the interviewee to name the pupil's strengths or specific qualities or merits that have been identified
at school. This section can be used to describe activities and situations the pupil is particularly good at,
or enjoys, as well as the pupil’s personality traits and characteristics (e.g. a cheery smile). This phase is
important because it helps to keep the focus on the pupil's strengths and to identify the activities and
situations that can be used in the planning of the pupil’s support.
PHASE 3
Write here, what in the pupil’s behavior interferes with their learning, interferes with other pupils’
learning, is an obstacle to social relations, or is otherwise dangerous or harmful. Check here all the
disruptive behavior that the pupil has regularly shown during the previous month. Consider what is most
disruptive about the pupil's behavior.
PHASE 4
Identify the situations and severity of problematic behavior
1. For each statement, assess whether the pupil behaves disruptively in that situation, and assess
the severity of problematic behavior on a scale of 1 to 9 (1 = problematic behavior is mild, 9 =
problematic behavior is serious).
2. Also record any other conditions or situations where the problematic behavior occurs and assess
their severity.
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3. Assess the pupil’s problematic behavior in relation to the other pupils in the group on a scale of
1 to 9.
PHASE 5 (selecting activities for further assessment)
Review the statements where you rated the severity of problem behavior as at least a six. Similar
activities and similar problematic behavior that occurs in them can be selected for further analysis.
(Similar activities can be characterized, for example, by the terms “unstructured activities”, “activities
requiring an academic effort”, “activities where the teacher’s reprimand was present” or, for example,
“moments where activities with friends took place but there was little adult supervision”.)
Select one to three of these situations which are difficult for the pupil and the most central to learning
and school attendance for more detailed analysis. Write down the name of the problem situation and
the type of problematic behavior present (see section 3). Try to choose the most typical, common and
problematic form of behavior for the situation or activity. Descriptions of problematic behavior selected
here form the basis for the daily DRC.
PHASE 6 (setting objectives)
The evaluators (the interviewer and the teacher or teachers) formulate the pupil’s behavior goals for
the daily report card (DRC) together. The goals are formulated in a positive way and as concretely and
concisely as possible. 1–2 goals will be selected for the pupil's final DRC.
The teacher or teachers monitor the pupil's work in the classes or other agreed situations in accordance
with the objectives of the follow-up card for 3–5 days. How well can the pupil operate in accordance
with the school's instructions? The assessment of the pupil's behavior for CICO support is completed
when both the assessment interview and the monitoring of the pupil in the actual learning situation
have been completed.
After the monitoring period, the final pupil-specific DRC is edited together with the pupil.
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Pupil's Weekly Follow-Up
About __________________________________________’s progress made in CICO support
(pupil's name)

Date
%
Check In
Who?
Check Out
Who?

100%

80%

60%

40%

20%
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Assess the past week. Finish on Friday.
was
Check in – Check out support implementation

always

for the pupil

Morning

implemented

meeting

“Check

in”

is

implemented.

The pupil's daily report card is in use.
The pupil returns the previous day's report card
signed.

Afternoon

meeting

“Check

out”

is

implemented.
Information is collected for the basis of pupilspecific decision-making. (The pupil's result
was recorded on the weekly follow-up form,
before sending the card home.)

was implemented often

Not

(record actual days)

implemented
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Home Experiences of CICO Support
Dear Families,

Your child has received Check in – Check out support at school for a few weeks. Now, as a guardian, we
are asking for your opinion on this form of support. Your responses will be processed confidentially. I
hope you will respond to the statements below and return the questionnaire with the pupil to school as
soon as possible.
Best regards,

How well do the statements below fit into your family?
Tick the appropriate option.

Fully disagree =1, Fully agree = 6
1

2

3

4

5

6













During “Check in –Check out” support.













“Check in – Check out” support is easy to implement.













Problematic behavior has decreased at school
During “Check in –Check out” support.
Good behavior has increased
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“Check in – Check out” support
does not require an unreasonable effort.

























I would recommend “Check in – Check out”
support for others.

Thank you for your reply!
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ASSESSMENT, TEACHING AND REHABILITATION MATERIALS

Check In Check Out (CICO)
– an operations model for individual behavioral support

Behavioral problems burden both teachers and the school community and pose a risk to the
pupil’s development. The reduction of disruptive behavior contributes to the learning and
positive development of pupils and improves overall comfort at school.
This handbook introduces the Check In Check Out (CICO) operations model, which provides
pupils with individual behavioral support as a part of their regular school work. The Finnish
version of the CICO support has been developed and studied in cooperation with the University
of Jyväskylä, the University of Eastern Finland and the Niilo Mäki Institute.
The handbook is intended for school and pupil welfare staff working with pupils: teachers,
special needs teachers and paraprofessional teachign assistants, psychologists and school social
workers The handbook provides a practical description of how the CICO support is implemented
at the level of the whole school, as well as the necessary means of assessment and
implementation to begin the support model for an individual pupil.
The handbook includes


information on the general principles of behavioral support,



guidance on building behavioral support in the school; and



the necessary assessment, documentation and monitoring forms for the planned
implementation of the CICO support.

