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Section 

1 Introduction

The AIMSweb® Behavior module is a comprehensive and flexible toolkit for supporting response 
to intervention (RTI) and positive behavior support programs  The AIMSweb Behavior module 
is appropriate for a three-tier RTI system  At Tier 1, it can be used to screen for behavioral and 
emotional problems, prosocial behavior problems, and problems with motivation to learn  At 
Tiers 2 and 3, it can be used to target these problems, provide effective and proven strategies for 
improving behavior, and create progress monitor forms to track a student’s performance over 
time  When used in conjunction with the AIMSweb academic modules, the Behavior module can 
be used to track behavioral and academic performance throughout the school year  When coupled 
with a positive behavior support program, the Behavior module can be used to develop progress 
monitoring forms tailored to a school’s individual needs or instructional program and track a 
student’s progress on positive behavior support initiatives during the school year 

This manual provides an overview of the AIMSweb Behavior module, providing detailed 
information about each component  Administration and scoring information for the benchmark 
tools is provided, along with information about the intervention and progress monitoring 
components of the module  For detailed information about navigating through the software, 
please consult the AIMSweb Behavior module Help file (accessible via the Help button, located in 
the upper right-hand corner of any screen) 

AIMSweb® Behavior Module Features 
The AIMSweb Behavior module offers numerous features and includes tools for screening, proven 
intervention strategies for improving behavior, and fully customizable progress monitoring tools 
for demonstrating results  Specific features of the AIMSweb Behavior module include:

• Reliable benchmarking or screening tools that can be used up to three times per year  These 
tools have been shown to be valid indicators of students with elevated levels of risk for social, 
emotional and behavioral problems 

• Teacher benchmark forms that can be completed online or using a paper/pencil format, and 
student benchmark forms that can be completed using a paper/pencil format that are printed 
with prefilled student demographic information (available in both English and Spanish) 

• Evidence-based intervention strategies that are designed specifically for teachers to use in 
one-on-one, small group, and classroom settings; these strategies are written in a step-by-
step format, making them easy to follow and implement, and some include video clips that 
demonstrate both appropriate and inappropriate behaviors for student learning 
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• Progress monitoring forms that can be used to track how a student is responding to school 
wide initiatives such as positive behavior support programs, or track targeted interventions or 
behavior plans that have been created for students at either the second or third RTI tiers 

• Progress monitoring forms that can be created from a database of both problem and positive 
behaviors that occur in classroom settings, using a variety of rating form options (i e , rating 
scales, frequency counts, and interval scales); custom behaviors can be quickly added to the 
database, to meet the needs of a particular setting or teacher 

• Progress monitoring reports that graphically represent a student’s performance across time, 
along with changes to intervention periods and targeted performance goals 

• A seamless database for managing data on student behavior from benchmark through 
intervention and progress monitoring 

• Individual and group-level (benchmark only) reporting options that track the status of an 
individual or group throughout the academic year, and reports that can be combined with 
academic results (when used with other AIMSweb modules), enabling comparisons between 
academic and behavioral performance 

AIMSweb® Behavior Module Components
The AIMSweb Behavior module consists of three primary components: Screening/Benchmark, 
Action Plans, and Progress Monitoring 

Screening/Benchmark
The AIMSweb Behavior component for screening and benchmarking comprises the Behavioral and 
Emotional Screening System (BESS; Kamphaus & Reynolds, 2007) and portions of the Social Skills 
Improvement System Performance Screening Guide (SSIS, Elliot & Gresham, 2007)  Using the BESS, 
you can screen for a wide variety of behavioral or emotional problems  It consists of brief behavior 
rating forms that teachers (English only) or students (English and Spanish) can quickly complete  
The SSIS Performance Screening Guides offer a quick and efficient way to rate students’ prosocial 
behaviors and levels of motivation to learn  Benchmark results are used to identify students at 
risk for having or developing problems in each of these areas  Each benchmark tool can be used 
individually or in any combination, up to three times per academic year 

Action Plan
The Action Plan component enables you to create student-centered plans for addressing the 
results from the benchmark components or addressing positive behavior support plans  It is also 
useful in creating plans for students who do not have benchmark results but are identified as 
having a need for an action plan (e g , via a teacher referral or review of office discipline referrals)  
When completing an action plan for a student, you select specific behaviors for remediation and 
monitoring and effective intervention strategies are provided with step-by-step instructions for 
their implementation  You can also set up and manage intervention and progress monitoring 
schedules for each student  Interventions are evidence based and have been excerpted from the 
BASC–2 Classroom Intervention Guide (Vannest, Reynolds & Kamphaus, 2008) and the SSIS 
Intervention Guide (Elliott & Gresham, 2008) 
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Progress Monitor
The Progress Monitor component enables users to create and complete custom progress monitor 
forms (created in the Action Plan component) onscreen or paper-and-pencil  You can also use 
it to generate progress monitor reports for tracking a student’s performance over time and 
across multiple intervention periods  Progress monitoring is both graphic and numerical with 
opportunities to identify phases of intervention or compare progress to members of a class 

The Need for a Comprehensive Behavior Management Tool
Schools and communities are faced with increasing responsibilities for the social, emotional 
and behavioral health of children  Federal regulations mandate evidence-based practice, and 
practices with “gold-standard” evidence are ever more difficult to come by  As the accountability 
requirements for school programming are increased, the number of tools meeting these 
requirements is reduced  The AIMSweb Behavior module was designed to fill this gap  Backed by 
a robust solution for academic benchmarking and monitoring, the AIMSweb Behavior module 
combines this functionality with the reliability and validity of some of the best screening 
instruments available and a comprehensive source of prevention and interventions methods at 
all tiers of the RTI model  Like the AIMSweb Academic modules, AIMSweb Behavior continues to 
provide the state of the art applications in progress monitoring 

The Importance of Managing Challenging Behavior
The effect of serious behavioral and emotional problems is significant  Youth with emotional and 
behavioral disorders (EBD) experience high degrees of academic failure (Kazdin, 1993; Tremblay, 
2000; Trout, Nordness, & Pierce, 2003), with approximately 50% of these students dropping out 
of school (American Psychological Association, 2010)  They also experience a number of other 
problems, including increased rates of expulsion from school programs (Gilliam, 2005), early and 
persistent peer rejection (Coie & Dodge, 1998), mostly punitive contacts with teachers (Strain 
et al , 1983), unpleasant family interaction patterns that affect the entire family (Patterson & 
Fleishman, 1979), and increased risk for outcomes such as fatal accidents, substance abuse, and 
psychiatric illness (Coie & Dodge, 1998; Kazdin, 1985)  As adults, individuals with emotional and 
behavioral problems experience high rates of underemployment, contact with law enforcement, 
imprisonment, divorce, and lives characterized by violence, abuse, loneliness, and anxiety 
(Bullock & Gable, 2006; Lane et al , 2005; McCord, 1978; Olweus, 1991; Sinclair et al , 2005; Tobin 
& Sprague, 1999; Wagner et al , 2006)  Overall annual societal costs are estimated in the billions of 
dollars (National Science Academy, 2010) 

Estimates suggest that approximately 20% of the school age population may need support for 
their behavioral and/or emotional problems, yet only 1% to 3% currently receive services (Walker, 
Ramsey, & Gresham, 2004)  Such services are often administered through special education, take 
a disproportionate amount of school administrators’ time (Sugai, Spague, Horner, & Walker, 2000; 
Taylor-Greene et al , 1997), and typically occur after students have experienced diminished or 
failing levels of school performance  The need for services is great, and a failure to provide adequate 
prevention services is costly  Without prevention and treatment, these students who are at risk for 
developing behavioral or emotional problems become adversely affected by chronic conditions and 
the developmental course is predictably negative for those who are “non-treated” or “poorly-treated” 
(Lipsey & Derzon, 1998; Patterson & Fleishman, 1979; Wahler & Dumas, 1986)  The cost of behavior 
and emotional problems to schools is considered significant  One middle school in Ohio calculated 
the cost of 3,057 office discipline referrals (ODR) as 382 school days of lost instructional time with 
$35,000 00 spent on the instructional leader to process office referrals (Bogdan, Ohio Confederation 
of Teacher Education Organizations, 2006) 
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Reducing and Preventing Behavior Problems
Early detection of behavioral and emotional problems is a key component to minimizing their adverse 
impact on a student’s performance in school  Behavior problems that appear early in a child’s life 
have been shown to be the single best predictor of several negative outcomes, including delinquency 
in adolescence, gang membership, and adult incarceration (Dishion, French, & Patterson, 1995; Reid, 
1993)  When challenging behaviors are not addressed or altered by the end of the third grade, they are 
likely to require continuing and increasingly more costly intervention (Dodge, 1993) 

AIMSweb Behavior is about building capacity in schools to improve academic, social, emotional 
and behavioral outcomes for students  It provides a comprehensive solution to the early 
identification, reduction, and prevention of behavioral and emotional problems  The available 
benchmark tools are designed to detect a wide range of behavior problems that can impact 
school success, including prosocial behaviors, motivation to learn, disruptive behaviors, and 
internalizing behaviors  The available intervention strategies are designed for use by teachers, and 
reflect only strategies shown in the research literature to be effective for improving desired areas 
of performance  The available progress monitoring and reporting tools are easy to use and flexible, 
and follow a proven path for an effective way of tracking and storing information over time  

Test Security and Copyright Restrictions
Educators who use the Behavior module are responsible for ensuring that the materials, including 
the rating forms, remain secure  Completed forms may not be copied or disclosed to anyone 
but the appropriate school personnel  Under no circumstances may test materials be resold or 
displayed in locations where unqualified individuals can purchase or view partial or complete 
portions of the Behavior components  This includes personal websites and internet auction sites 

All materials and data are copyrighted  With the exception of usage as described in this Manual, 
the Pearson Rights and Permissions Department must approve in writing (hard copy or electronic 
communication) the copying or reproduction of any test materials  The only exception to this requirement 
is the copying of a completed rating form to convey a student’s records to a qualified educator 

User Qualifications
The Behavior module is designed to be administered by teachers, but also may be used by 
school psychologists, other education specialists, and administrators  Users must adhere to the 
standardized administration and scoring rules to obtain accurate results and properly interpret 
those results  Any deviation from the standardized administration and scoring procedures may 
invalidate results and the resulting scores cannot be reported or compared to the normative data 

Contact Information
If you have any questions, comments, or suggestions about the AIMSweb Behavior module or 
concerns about the policies and procedures presented in this Manual, please contact 

AIMSweb® Customer Relations
Pearson
19500 Bulverde Road
San Antonio, TX 78259
Phone: 866-313-6194
Fax: 866-313-6197
Email: aimswebsupport@pearson com
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Section 

2 Using the AIMSweb®  
Behavior Module

Implementing a Behavior Management Solution in Schools

AIMSweb Behavior offers a comprehensive toolkit for implementing a school-based behavior 
management program, providing a flexible solution that can be used to meet the needs of 
most any school or district  To derive its maximum benefit, there are some guidelines or 
recommendations made below for teachers and administrators; both constituents are critically 
important for an effective solution 

Guidelines for Teachers
In today’s classroom, the focus on academic performance continues to increase, driven by both 
legislative and social pressures  However, the contribution of appropriate behavior and adequate 
social skills exhibited by students to successful academic performance cannot be ignored  While 
teachers are trained in both academic content and classroom management techniques, these 
classroom management strategies are often not effective for many students who are at heightened 
risk for negative school outcomes, and who often go on to interfere with the instructional time of 
their classmates  The AIMSweb Behavior module provides an easy to use and effective toolkit for 
aiding teachers in helping students overcome these behavioral and social skills challenges 

In academic settings learning is often measured or monitored formatively, using frequent 
quizzes or other assessments of student knowledge and mastery of content  With behavior, a 
similar approach can be used by gathering teacher ratings of a student’s behavioral performance  
Instead of quizzes, educators/teachers can create forms to assess behaviors deemed relevant and 
appropriate; such behaviors can be wide ranging and diverse  The forms can be tailored to best 
match a specific setting or circumstance  Like academics, these behaviors can then be monitored 
for student mastery  The AIMSweb Behavior module makes creating these behavior monitoring 
forms straightforward by offering items that can be easily selected and added to each form  Also, 
additional items can be created and added into the database pool of items to meet the needs of an 
individual teacher or specific setting 

Setting a “schedule” for completing rating forms is easy  The logic applied to determining when or 
how often forms should be completed is similar to academics  For example, quizzes for a specific 
lesson plan or subject may be given periodically throughout the course of a new unit or section  
When monitoring behavioral performance, it is often helpful to assess behavior in similar (i e , 
small) intervals to obtain a more accurate and sensitive measurement of student performance  
Common examples of how often to rate are once a week, three times a week, and daily  Most 
teachers find that completion of these ratings is simple and straightforward  It typically does 
not interfere with instructional time  In fact, when used frequently and paired with effective 
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intervention, many teachers find they gain back the instructional time lost to managing students 
who exhibit discipline problems in class 

Having an established or formalized system for identifying and managing social, emotional, and 
behavioral domains may seem like a daunting task  However, many teachers find that the effort 
put forth initially is well worth it in the end  Here are things to keep in mind:

 1   First and foremost, if you suspect a student has a behavioral or emotional problem that 
might lead to harm (of property, self, or others), do not hesitate to contact the appropriate 
person in your school or district  Schools commonly have existing programs or procedures 
in place to do this; these can be followed here 

  2   Get to know other staff members who are considered behavioral experts in your school  This 
might include school psychologists, school counselors, behavioral specialists, or persons 
with other job titles  It also might include a team within your school that was formed to 
implement this behavior management tool  Not only will this provide the information that 
is needed, team members also benefit from such interactions (in part because it often saves 
them time in the long run), and they often appreciate your interest in wanting to learn areas 
of their expertise  

  3   Keep an open mind about implementing a behavior improvement or management program  
While it is common to be concerned about the additional workload such a program might 
cause, you might find that the additional workload is not as bad as expected, and might also 
find that it can actually increase the amount of available time for instruction and decrease 
the amount of time spent on misbehavior and disciplinary referrals 

  4   Be willing to try new and different things  Not all interventions or methods will work with 
all students  You will likely find some that work better in certain situations than others  You 
might also find that both you and your students enjoy some strategies more than others 

 5   Be patient—keep at it; as with most new things, the more familiar you become with it, the 
easier it will be to do 

Guidelines for Administrators
The AIMSweb Behavior module provides a comprehensive toolkit for identifying and remediating 
students’ behavioral and emotional problems  While the use of all the available components is 
recommended, components can also be used individually to meet a school’s particular needs or 
areas of concern  For example, schools who are initiating a social skills program might decide to 
implement the prosocial behavior benchmark form, the classroom social skills intervention modules, 
and develop progress monitoring forms that focus on the specific social skills that are being taught  
Schools that are experiencing unusually high numbers of office disciplinary referrals might decide 
to implement the entire behavior system school wide to standardize the referral process and targeted 
remediation of behavioral issues before they become serious enough to warrant an official referral 
and disciplinary review  Or, schools who have implemented a positive behavioral support program 
might decide to use the progress monitoring component to monitor individual student’s performance 
on positive behaviors during the course of a school year  Keep in mind that there can be various 
entry points within the system that are based on a particular school’s needs and situation 
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Though the AIMSweb Behavior module provides the tools for implementing a school wide 
behavior management and monitoring program, school administrators (or other empowered 
individuals or teams) will need to lay the groundwork for how the system will be used within  
a school or district  Listed below are some common factors to consider when using the AIMSweb 
Behavior module 

 1   Create a team to support teachers and staff members  In many schools, it will be helpful 
to form a team of individuals to determine the policies and procedures for using the tools 
provided in the AIMSweb Behavior module  No single implementation model exists for 
all schools and situations; thus, AIMSweb Behavior will likely be most effective when its 
available tools are matched to the needs of individual schools and situations  Most schools 
are able to quickly identify the appropriate team members for participation (e g , school 
psychologists, behavioral specialists, teachers, etc )  Some schools might use a student 
assistance team or problem solving team model, or some might have existing positive 
behavior support programs in place and use the team members already involved in those 
programs  The number of people who comprise a team and their corresponding roles is not 
an empirically derived guideline and so common sense and local resources should inform 
the decision  However, in general this team should include a working relationship between 
an administrator with decision making authority about behavior programming, a leader 
or expert in behavior programming, and the person or persons who will be responsible for 
delivering intervention and recording the progress monitoring data, most likely the general 
education classroom teacher 

 2   Identify which AIMSweb Behavior components to use  A key to the successful 
implementation of the AIMSweb Behavior system is to determine what components will be 
used  While the use of all available tools is recommended, ultimately this decision should 
be based on the desired goals of the program within the school  Schools that are concerned 
about creating an unmanageable workload for teachers and behavioral specialists might 
consider a phased implementation plan, in which a few components are initially used, and 
additional components are added over time as school staff become more familiar with their 
roles in implementing the program 

 3   Create a support system for teachers and other staff members  A key to the successful 
implementation of any new program is to offer the necessary training and support to those 
using the program  Training sessions should be targeted and frequent, particularly upon 
the initial implementation  Booster sessions can also be helpful throughout the course of 
the year, helping to ensure that policies and procedures are being properly followed, and 
addressing concerns and questions in a timely manner 

 4   Use the data provided in the AIMSweb Behavior module to support and determine future 
actions  One of the key benefits of the tools provided in AIMSweb Behavior is the amount 
and quality of data that is collected  The purpose of this data is to show the “current state” of 
students in the school, and to plot a course for what should happen in the future  Benchmark 
data can be used to show the current behavioral and motivational levels of students, and 
to show differences across populations of students (e g , schools, grades, classes); this can be 
an important gauge for determining the amount of resources needed in various locations  
Benchmark data can also be used to track groups of students over time, providing a crucial 
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piece of information when evaluating whether or not a program or system has led to a 
reduction in problem behaviors or negative outcomes  Individual-level data (both benchmark 
and progress monitor) can be used to establish a student’s current level of behavioral 
performance or functioning, and help to determine the efficacy of the interventions that are 
being used with the student 

It is important to keep in mind that all change takes time  Successful school wide behavior 
solutions can be a multi-year adoption process in order to become fluent in the process and 
develop adequate skills  These transformations do not occur overnight  Administrative support 
for teachers and staff is essential for successful adoption and maintenance  Commitment to the 
values of a pro-active approach to discipline and management of behavior on campus is also 
essential  The concept that these problems do not resolve themselves or are outgrown underlies 
the foundation for a comprehensive solution  Teachers and schools are uniquely positioned to 
change student outcomes by teaching the appropriate social, emotional, and behavioral skills and 
knowledge needed on campus and in life 

The Benchmark Process and Components
The AIMSweb Behavior module offers four tools for screening and identifying students with 
problematic behavior or motivation levels: The Behavioral and Emotional Screening System (BESS) 
Student and Teacher Forms (Kamphaus & Reynolds, 2007), and the Social Skills Improvement 
System (SSIS) Prosocial Behavior and Motivation to Learn Performance Screening Guides (Elliott & 
Gresham, 2007) 

Behavioral and Emotional Screening System (BESS)
The AIMSweb Behavior module offers both a teacher and student form of the BESS  These tools 
can be used to identify students who are at risk for developing a behavioral or emotional problem 
that can interfere with successful academic performance  They can be used separately or together, 
or with the SSIS Prosocial Behavior and Motivation to Learn benchmark tools  The Teacher Form 
can be directly completed online, or paper forms can be printed for completion, and responses 
can then be entered into AIMSweb for immediate scoring and reporting  The Student Form can be 
printed for an individual student or entire classroom of students, and are prepopulated with the 
students’ names and classroom information  Results from the Student Form can be entered into 
AIMSweb for immediate scoring and reporting 

Both the BESS Teacher and Student Forms are brief (27 and 30 items, respectively) and can be 
completed in a short amount of time  Teachers and students respond to each question with 
a Never, Sometimes, Often, or Almost Always response  While the amount of time needed to 
complete a form will vary, a teacher is typically able to complete the first few forms in about 5 
minutes (each), and remaining forms in about 3 minutes each  Thus, rating forms for a typical 
classroom of students can be completed in about 60 to 90 minutes  The Student Form can be 
completed in a group setting; most classrooms will be able to distribute, complete, and collect 
forms in about 15 minutes or less  The Student Form can also be individually administered if 
the situation requires it  Both the Teacher and Student Forms are available in English; a Spanish-
language version of the Student Form is also available (consisting of the same items that appear on 
the English form) 
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Administration of the BESS forms is simple and straightforward  The Teacher Form should be 
completed after the teacher (or related positions, such as a teacher aide) has had enough time to 
become familiar with the student’s behavior  This typically is after a month of daily contact or 6 
to 8 weeks of several-days-a-week interaction  Before completing the rating forms, it is important 
to review the directions and the response options  When rating an entire classroom of students, 
teachers are encouraged to complete the forms during several sittings over the course of a few 
days, which may help to alleviate any issues related to time constraints or fatigue  The Student 
Form can be completed by students in grades 3 through 12  (The reading level of the Student 
Form, measured using the Flesch-Kincaid Reading Index, is 1 7, indicating the form is written at 
approximately a second-grade reading level; thus, most students in third grade should be able 
to complete the form without too much difficulty ) When administering the Student Form, it is 
important to remind them to carefully read the instructions; some teachers may choose to read 
the instructions aloud to the entire class  It can also be important to remind students to answer 
every question, and that there are no right or wrong answers  When collecting forms from 
students, it can be helpful to quickly scan each form to see if any items are missing or if there are 
items with more than one marked response  If such items are found, give the form back to the 
student, and encourage them to complete the missing responses or choose only one answer  When 
students are having difficulty providing an answer, it can be helpful to simply be supportive and 
encourage them to just do their best  For both Teacher and Student Forms, note that 5 or more 
items with missing or multiple responses will result in a form that cannot be scored 

The BESS Teacher and Student Forms provide a Total Score that is used to indicate the student’s 
overall level of risk for developing a behavioral or emotional problem that may impact the 
student’s chances for school success  The Total Score is obtained by adding together scores from 
the responses to each item; the sum of these scores represents a raw score for the Total Score  By 
itself, the raw score is not in a format that is easy to interpret (e g , a score of 23 or 12 isn’t very 
meaningful without some additional information)  Thus, the raw score is converted into a score 
that is easier to interpret—a standard score (also called a T score)  

There are a few noteworthy characteristics of the BESS standard scores  First, the standard scores 
reflect how the student’s score compares to that of a nationally representative sample of similarly 
aged children or adolescents; a T score of 50 is considered average (the BESS T scores have a 
mean of 50, and a standard deviation of 10)  Second, higher T scores indicate a greater chance for 
developing a behavior or emotional problem that can impact a student’s ability for school success; 
however, it does not necessarily mean that the student has a behavioral or emotional problem (a 
much more comprehensive approach is needed to make such a determination)  Third, the BESS T 
scores are categorized into both an overall risk-level summary and an instructional summary; see 
Table 2 1 for a description of these categories  Finally, the BESS offers T scores that are based on 
combined-sex norms (the default selection for norm groups) or separate-sex norms  Combined-sex 
norms are often the preferred choice because they allow for comparisons of behaviors across all 
children; separate-sex norms are typically chosen when used in a specific population of interest or 
for a specialized purpose (e g , comparing boys to other boys; see the BESS Manual for a complete 
description of these norm-group options) 
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Table 2.1  BESS Teacher and Student Form Classification Categories

T  -score Range Classification Instructional Recommendation
60 or lower Normal Risk Meets or exceeds basic expectations
61 to 70 Elevated Risk Consider need for individualized instruction
71 or higher Extremely Elevated Risk Consult with a behavior specialist

The instructional recommendations in Table 2 1 are provided as aids in identifying what 
response, if any, is required to address a student’s score  Scores in the Normal Risk classification 
category are within the acceptable range of scores; therefore, no additional action by a teacher 
is required  Scores in the Elevated Risk and Extremely Elevated Risk classification category typically 
reflect a number of behaviors that might be having a negative effect on a student’s ability to 
be successful in school  The AIMSweb Behavior module offers a number of strategies and tools 
for reducing these problematic behaviors  Students with scores in the Extremely Elevated Risk 
classification range are exhibiting an unusually high number of behavior issues compared to 
the general population of students  As such, a consultation with a behavior specialist (such as a 
school psychologist, school social worker, applied behavior specialist, or other similar positions) is 
strongly recommended to determine the best course of action for helping the student 

In addition to a Total Score, a corresponding Percentile Rank score is also provided on the BESS 
individual behavior reports  The Percentile Rank indicates the percentage of students from the 
norm sample that score at or below a particular score  For example, a Percentile Rank of 90 means 
that a student has received a Total Score that is as high as or higher than 90% of the students from 
the norm sample  The Percentile Rank can be helpful for understanding how often a score occurs 
in the general population of students 

Finally, the BESS Teacher and Student Forms provide some additional scores or scales that are 
designed to help assess the quality of the item responses that have been provided  General 
information about these scales is provided in Table 2 2; a more detailed description of these scales is 
provided below 

Table 2.2  Additional Scales on the BESS Teacher and Student Forms

Scale Form Availability Description Score Ranges
F Index Teacher May indicate ratings that 

are unusually severe
0–2: Acceptable
3 or higher: Review responses

Consistency Index Teacher and Student May indicate ratings that 
are unusually inconsistent

Teacher
0–7: Acceptable
8 or higher: Review responses

Student
0–10: Acceptable
11 or higher: Review responses

Response Pattern 
Index

Teacher and Student May indicate an unusual 
pattern of responses

Teacher
0–6: Review responses (Low)
7–23: Acceptable
24 or higher: Review responses (High)

Student
0–8: Review responses (Low)
9–26: Acceptable
27 or higher: Review responses (High)
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The additional scales provided on the BESS Teacher and Student Forms are designed to be “flags” 
for identifying rating form responses that are somewhat unusual and may affect the interpretation 
of the overall Total Score  Scores outside the Acceptable range will prompt a statement in the 
Evaluation Summary sections of the individual behavior reports and the group-level behavior 
reports  The statement will identify attributes of the responses that may warrant further 
consideration  For example, the statement for scores outside the Acceptable range on the F Index 
will indicate that responses are more severe or negative than responses from a typical rating form  
For ratings forms completed on students with significant behavioral and emotional challenges, 
this may simply indicate the unusual level of behavior that is being observed by the teacher  For 
other rating forms, it may indicate an unusual event that may have occurred when the rating form 
was being completed (e g , the rater was distracted, the rater may have misunderstood some items 
or response options, the rater may have been overly harsh or negative) 

Scores outside the Acceptable range on the Consistency Index will prompt a statement that 
indicates that the responses provided on the rating form are somewhat inconsistent with each 
other compared to typical response sets  This is determined by comparing the responses given 
to 10 item pairs  (These item pairs were chosen during the BESS development project and were 
based on the responses from a large number of rating forms ) Item pairs that were answered 
similarly result in a Consistency Index score in the Acceptable range; item pairs that were answered 
dissimilarly result in a score that requires further review of the responses  Such scores can have 
a variety of causes  Teachers or students may simply have been distracted when completing the 
rating form  Such scores may also indicate that the person completing the rating form may have 
had difficulty understanding some or most of the test items; this can be particularly true for 
students with lower reading abilities, or for students whose native language is not the same as the 
language of the form they completed  Additionally, such scores can also indicate a simple error 
when completing the rating form (e g , the rater’s response did not “line up” on the rating form 
with the item to which he or she was actually responding) 

Scores outside the Acceptable range on the Response Pattern Index will prompt a statement that 
indicates one of two results: (1) the same response was chosen more often than normal, or (2) the 
responses provided changed more often than normal  The most common cause of such results 
is simply a lack of attention by the respondent when completing the rating form, perhaps due to 
distractions in the testing environment or some other intentional cause (e g , a student trying to 
make “smiley faces” using the response marks on the answer sheet) 

It is important to note that caution should be used when interpreting a BESS Total Score when one 
or more of these additional scales fall outside of the Acceptable range  When all three indexes fall 
outside the Acceptable range, it is unlikely that the Total Score can be appropriately interpreted; in 
this case, it is probably best to simply complete a new benchmark form  When only one index lies 
outside the Acceptable range, it is important to review the rating form to determine any obvious 
causes for the problem  Sometimes, it can be appropriate to talk with the respondent to determine 
what the cause might be  For example, a teacher might indicate that a rating form was partially 
completed one day, and finished a few days later; in such situations, in may be best to simply 
complete a new rating form on the student  Or, a student might indicate that he or she was having 
a bad day, and didn’t feel like reading the items; in this case, the student could be given a new 
form to complete  Finally, it might be determined that the respondent was careful and thoughtful 
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when providing responses to the items, and that the student is simply exhibiting a unique 
collection of behaviors  In such instances, the user can proceed with interpreting the obtained 
Total Score 

Social Skills Improvement System (SSIS) Performance Screening Guides
The AIMSweb Behavior module also offers universal screening benchmark tools that identify 
students at risk for developing or having prosocial behavior or motivation to learn problems  
These behaviors are often considered crucial to successful school performance, as indicated 
by the term that is often used to describe the collection of such behavior and skills—academic 
enablers (DiPerna & Elliott, 1999; Wentzel, 1993)  The Prosocial Behavior and Motivation to Learn 
tools can be used separately or together, or with the BESS Teacher and/or BESS Student Forms  
These tools can be completed directly online, or paper forms can be printed for completion and 
responses can then be entered into AIMSweb for immediate scoring and reporting 

The Prosocial Behavior and Motivation to Learn Performance Screening Guides can be easily and 
quickly completed by a teacher (or person holding a similar position), typically within 20 minutes 
or less  The Performance Screening Guides should be completed after students have had enough 
time to demonstrate behaviors and skills in each of the performance areas; typically, this can be 
accomplished after three to four weeks of interaction between the rater and students  Teachers are 
presented with a list of their students, and are asked to rate each student’s prosocial behavior and/
or motivation to learn, using a rating scale that reflects 5 different levels of performance  A rating 
of 1 indicates very limited skills, while a rating of 5 indicates excellent skills  The rating scale for 
each tool is provided below (see Figures 2 1 and 2 2) 

Figure 2.1  SSIS Performance Screening Guide: Prosocial Behavior

Figure 2.2  SSIS Performance Screening Guide: Motivation to Learn
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A rating of 4 or 5 on the Prosocial Behavior or Motivation to Learn Screening Guides indicates 
the student is functioning at or above the level expected for students of that age and generally 
does not need additional instruction  A rating of 2 to 3 indicates a moderate level of concern 
and that some additional instruction is probably warranted  The AIMSweb Behavior module 
offers a number of strategies and tools for improving a student’s prosocial behaviors and level 
of motivation  A rating of 1 indicates a high level of concern about the student’s skill level; a 
consultation with a behavior specialist (such as a school psychologist, school social worker, 
applied behavior specialist, or other similar positions) is strongly recommended to determine 
the best course of action for helping the student  Table 2 3 provides a list of classifications and 
instructional recommendations for the possible ratings for both forms 

Table 2.3  SSIS Prosocial Behavior and Motivation to Learn Classification Categories

Rating Classification Instructional Recommendation
5 Excellent Skills Meets or exceeds basic expectations
4 Adequate Skills Meets or exceeds basic expectations
3 Occasional Difficulty Consider need for individualized instruction
2 Frequent Difficulty Consider need for individualized instruction
1 Extreme Difficulty Consult with a behavior specialist

Developing an Action Plan
The second main component of the AIMSweb Behavior module is the Action Plan, which can be 
used to create a plan to improve a student’s behavioral, social skills, or motivational concerns  
Action plans are typically the next step of the process for student’s who have been identified with 
an area of concern by one or more of the AIMSweb behavior benchmark tools, although it can 
also be used for student’s who do not have benchmark results 

The main purpose of the Action Plan is to provide an easy and efficient way to target specific 
behaviors to improve and monitor  Additionally, it allows for the selection of corresponding 
intervention strategies that are designed for classroom use and are effective in improving a 
student’s behavior  This can be done by using a step-by-step process, which is described below 

Step 1  Select Action Plan Type  There are two options for creating an action plan  The first focuses 
on developing an individualized behavior plan that is based on benchmark results or some other 
method of identification (e g , nomination)  The second focuses on choosing behaviors that are 
consistent with a schoolwide expectation program (e g , a positive behavioral support program)   
The choice made in this step will set the stage for the information that appears in subsequent steps 

Step 2  Select Rating Form Type  There are three basic types of ratings that can be created to monitor 
a student’s behavior  The first is a Rating Scale form, which should be chosen when descriptive 
ratings of behavior are desired (see Tables 2 4 and 2 5 for the rating scale options available in the 
AIMSweb Behavior module; they represent some of the most commonly used options)  The second is 
a Frequency form, which should be chosen when a simple count of the number of times a behavior 
occurs is desired (e g , counting the number of times a student turns in homework assignments on 
time each week)  The third is an Interval form, which should be chosen when a percentage of time a 
behavior occurs is desired (e g , the percent of time a student remains on-task during a class period)  
The choice made in this step will determine the path of subsequent steps 
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Table 2.4   Individualized Behavior Plan Rating Scale Response Options  
Available for Progress Monitor Forms

Response Options Item Scoring

Never/ Sometimes/ Often/ Almost always

0, 1, 2, 3Rarely/ Sometimes/ Often/ Most of the Time

Strongly Disagree/ Disagree/ Agree/ Strongly Agree

Below Average/ Average/ Above Average
0, 1, 2

Rarely/ Often/ Most of the Time

Yes/ No 1, 0

Table 2.5   Schoolwide Expectation Rating Scale Response Options Available  
for Progress Monitor Forms

Response Options Item Scoring

Below average/ Average/ Above average 0, 1, 2, 3

Does not meet expectations/ Meets expectations/ 
Exceeds expectations 0, 1, 2

Needs little or no help to comply/ Needs some help to 
comply/ Needs a lot of help or does not comply 2, 1, 0

Complies without prompts/ Complies with 1-2 prompts/ 
Complies with 3 or more prompts or does not comply 2, 1, 0

Yes/ No 1, 0

0, 1 0, 1

1, 2, 3 1, 2, 3

0, 1, 2, 3 0, 1, 2, 3

1, 2, 3, 4 1, 2, 3, 4

0, 1, 2, 3, 4 0, 1, 2, 3, 4

Step 3  Identify the Target Behavior(s)  This step is used to determine the specific student behaviors 
that will be included on a progress monitoring rating form  The options presented here are based on 
the selections made in the previous steps and the availability of benchmark results  In many cases, 
AIMSweb will provide the user with a number of common student behaviors that can be tracked to 
monitor behavioral performance  When benchmark results are available (i e , obtained scores from 
the BESS or SSIS components), behaviors that were rated as most problematic across one or more 
benchmarks will be presented first, providing an easy way to review and select problematic 
behaviors for targeted monitoring and intervention  Once selected, an accompanying list of 
common classroom behaviors (both positive and negative) is presented for selection for inclusion on 
a customized progress monitoring rating form  In all options presented at this step, custom 
behaviors can be entered into the AIMSweb software, allowing the user to create a database of items 
(or add to the existing database) that represent individualized needs 
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Step 4  Create the Rating Form  This step is used to finalize the information that will appear 
on the progress monitoring rating form, and to determine a “schedule” for the completion of 
the rating form (e g , the rating form will be completed once a day for 3 weeks)  Several optional 
pieces of information about the action plan can be included on the rating form, such as an overall 
behavioral goal, targeted replacement behaviors, and an initial target behavior goal (represented 
as a number)  After completing this step, the form that has been created can be “previewed”; this 
allows the user to make changes to the form prior to its use with a student 

Step 5  Select an Intervention  This optional step is used to select evidence-based interventions, 
or to record intervention strategies that are used with schoolwide expectation programs  When 
benchmark results are available, benchmark behaviors selected as problematic in step 3 will be 
used to target available interventions matched to those behavior problems  If no benchmark 
results are available, the full list of available interventions is available for review and selection 

In addition to the step-by-step approach, the Action Plan also provides an option for reviewing  
an Action Plan Summary report, and for adding comments throughout the course of the action 
plan  Included in the summary report are notes that have been entered during the benchmark  
or action plan stages, and a summary of the latest benchmark, intervention, and progress 
monitoring results 

Progress Monitoring
The third main component of the AIMSweb Behavior module is Progress Monitor, which can be 
used to view and manage a student’s progress monitoring schedules and reports  Students who 
have at least one rating form defined in the Action Plan portion of the AIMSweb Behavior module 
will appear on the Progress Monitor landing page 

Similar to the other two components, the Progress Monitor component presents a summary table 
showing the progress monitoring status for each student  The initial schedule for the completion 
of progress monitor forms is defined in the Action Plan; however, the schedule can be modified 
using the link presented in the Schedule column  The Rating Form portion of the table provides 
the name of the rating form, the score obtained on the previous rating form (when applicable), 
and the date the next rating form should be completed  Forms can be completed online by 
selecting the Rate Now link in the column; a paper rating form can be printed for completion 
by selecting the and then printing the form  The responses from the paper form can then be 
entered into the program by selecting the Rate Now link and keying in the responses to the items 

When interventions and/or behavioral performance targets are used with a student, this 
information can also be noted in the summary table  This information is used when creating 
a progress monitor report  An intervention’s start and end dates are noted on the graph of 
rating scale scores over time, providing those persons who are working with a student a visual 
relationship showing the change in behavior during the course of the intervention  In addition, 
a performance-level goal can be specified for an intervention period  The behavioral goal is 
also noted on the graph included in the progress monitor report, serving as a way to evaluate a 
student’s level of performance 



When collecting progress monitoring data, it is important to consider the need for baseline data  
Baseline data simply refers to rating forms that are collected prior to the start of an intervention  It 
can be used to establish a student’s true level of behavior, and is used as the standard to compare 
behavior that occurs after the start of an intervention  Baseline data collection follows the logic 
of a single case research design where a student’s performance under treatment is compared 
against their performance under no treatment  This information can be used to evaluate the 
effectiveness of an intervention  It is important to note that there are some circumstances in 
which collecting baseline data is unnecessary  For example, a student’s behavior may be in such 
need of intervention that taking the time to collect baseline data would not be desirable 

A frequently asked question is how much baseline data is needed? The answer is, “it depends ” 
Stable rates of behavior (same score day after day) might require fewer days of data than variable 
or bouncy data (low score, high score, low score) to accurately reflect what is occurring  Trends 
in data (increasing scores or decreasing scores) can also complicate baseline data collection  In a 
classroom scenario with changing routines, data is unlikely to be completely stable  When needed, 
it can be helpful to consult with school staff members that have additional expertise in this area 
(school psychologist, behavior specialists, etc ) 

Implementing Intervention
As mentioned in the Action Plan section, the AIMSweb Behavior module includes a number of 
interventions for improving the behavioral and social skills of students  These interventions are 
taken from some of the most comprehensive sources for behavioral and social skills interventions 
currently available—the BASC–2 Classroom Intervention Guide and the SSIS Intervention 
Guide  The interventions are divided into three groups: Lesson Plans, Skill Steps, and Strategies  
The Lesson Plans are designed for classroom or small group use, and provide a comprehensive 
curriculum for teaching the behavioral or social skill  The Skill Steps are designed for individual or 
small group use, using a Tell-Show-Do-Practice model for teaching social skills  The Strategies are 
designed for individual or small group use, providing a step-by-step approach and illustrations for 
reducing behavior problems 

16
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Evidence of Reliability  
and Validity

Section 

3
Evidence of Reliability

When rating forms like the BESS and SSIS Performance Screening Guides are used, it is 
important to understand and evaluate their quality  When assessing quality, there are many 
factors to consider, ranging from the relevance and importance of the items being rated to how 
useful and predictive obtained scores are for a given setting  From a psychometric standpoint, 
a key component to determining quality is reliability, which refers to the dependability or 
reproducibility of a test score  Scores that are consistent across time or multiple ratings are 
considered reliable; scores that are differ across time or multiple ratings, when there are no “real” 
reasons for such differences (e g , a true difference in how a student behaves), are considered to be 
unreliable  Using a rating form that produces reliable scores is very important; the ability to assign 
meaning to or interpret a score is severely limited with scores that are unreliable 

Three different indicators of reliability were examined, each of which measures a slightly different 
aspect of reliability:

 1   Internal consistency measures the degree to which all items assess the same construct  For 
example, items on the BESS are designed to determine a student’s overall risk for developing 
or having a behavioral or emotional problem  In this case, internal consistency provides an 
indication of how well the items are working together to provide an overall score reflecting 
the amount of risk for behavioral and emotional problems 

 2   Test–retest reliability measures the similarity of ratings made by the same rater over a relatively 
brief period of time (in which a “real” change in behavior is not expected)  For example, 
for the SSIS Prosocial Behavior rating, test-retest reliability provides an indication of how 
consistently students would be rated by the same teacher  A high level of consistency provides 
support that the ratings are not greatly influenced by factors irrelevant to the skill being rated 
(e g , the mood of the rater, the time the rating is completed) 

 3   Interrater reliability measures the similarity of ratings made by different raters (e g , two 
different teachers) about the same student at about the same time, indicating how different 
individuals compare in their perceptions of a student’s behavior and in their interpretation 
of the rating scale items  A high level of consistency provides support that the items being 
rated are being interpreted similarly by different raters, and that the overall ratings are robust 
across raters 
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Evidence of Internal Consistency
Internal consistency reliability estimates for the BESS Teacher and Student Forms were computed 
using the split-half method, in which the items on each form were separated into two halves that 
were matched on item content  The split-half method refers to the consistency of scores between 
each half test, with each half having a similar balance of items representing those particular 
problems  For example, on the Teacher, Child/Adolescent Form there are four items related to 
depression  Of these items, two were assigned to the first half and two were assigned to the second 
half  After all items were assigned to a half, the two halves were correlated with each other  The 
Spearman–Brown prophecy formula was applied to this correlation, resulting in a reliability 
estimate that reflected the length of the entire test form 

Table 3 1 presents the split-half reliability estimates for the Total Score for each norm type and 
age group provided for the BESS Teacher and Student Forms  Reliability estimates ranged from 
 90 to  97, with Teacher Form reliabilities consistently the highest across all age groups  Although 
the Spanish-language forms consist of translated versions of the items from the English forms, it 
should not be assumed that psychometric properties such as reliability are the same  Therefore, 
a split-half reliability estimate was also computed for the Spanish version of the Student Form, 
resulting in a reliability coefficient of  86 (based on 115 Spanish student forms) 

Table 3.1   Split-Half Reliability Estimates by BESS Form,  
Norm Type, and Age Group 

Form and Norm 
Type

Age Group
5–9a 10–14 15–18

Teacher Form
Combined   .96   .97   .96 
Female  .96  .96  .96
Male  .96  .97  .96

Student Form
Combined   .92   .92    .91 
Female  .93  .92   .91 

Male .91  .93   .90 
Note.  Split-half reliability coefficients are based on the 
Spearman–Brown formula.   
a Includes only ages 8–9 for the Student Form.

Standard Error of Measurement
The standard error of measurement (SEM), which is derived from internal-consistency reliability 
estimates, is a useful statistic for estimating the amount of measurement error that is associated 
with a T score  The SEM may be thought of as the average amount by which an obtained test 
score differs from the true score (the score an individual would obtain if the test were completely 
free of error)  The SEMs associated with the Total Score for each norm group of the BESS Teacher 
and Student Forms are presented in Table 3 2  Because the SEM is a transformation of internal-
consistency reliability estimates, the pattern of SEM results matches the pattern of the internal-
consistency reliability estimates  The SEM for the Teacher Form is about 2 T-score points, and the 
SEM for the Student Form is about 3 T-score points  
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Table 3.2   T-Score Standard Errors of Measurement by BESS Form, 
Norm Type, and Age Group  

Form and Norm 
Type

Age Group
5–9a 10– 14 15–18

Teacher Form
Combined 1 .9 1 .8 2 .0 
Female 2.0 2.0 2.0 
Male 1.9 1.8 2.0 

Student Form
Combined 2 .8 2 .8 3 .0 
Female 2.7 2.8 3.0 
Male 3.1 2.7 3.1 

Note.  SEM is based on each form’s split-half reliability and the 
actual standard deviation of T scores for each age group. 
a Includes only ages 8–9 for the Student Form. 

These SEMs can be used to construct a confidence interval around an obtained T score, in other 
words, creating a range of T scores within which a person’s true score is likely to fall  For example, 
subtracting and adding 1 SEM to the obtained T score will result in a range of scores that contains 
an individual’s true score about 68% of the time  Likewise, subtracting and adding 2 SEMs to an 
obtained T score will result in a range of scores that contains an individual’s true score about 95% 
of the time 

Evidence of Test–Retest Reliability
Test–retest reliability studies were conducted for the BESS Teacher and Student Forms and the 
SSIS Prosocial Behavior and Motivation to Learn scales  Table 3 3 presents the demographic 
characteristics of the BESS test–retest reliability study samples  Sample sizes were 175 participants 
for the Teacher, Child/Adolescent Form and 227 participants for the Student, Child/Adolescent 
Form  The samples reasonably approximate the U S  population with respect to race and 
socioeconomic status (SES); however, there was a slight oversampling from the South region for 
the Student, Child/Adolescent study  For the SSIS scales, demographic characteristics were not 
collected for each student because the scales are classroom based (i e , completed on an entire 
classroom of students)  Twenty-five teachers completed two sets of classroom ratings (on average, 
rating forms were completed approximately 74 days apart)  They provided ratings for a total of 
479 elementary and secondary students  As shown in Table 3 4, test–retest reliabilities for the BESS 
Total Scores are high for both teacher and student forms  Correlation values (adjusted for sample 
variability, Cohen, Cohen, West, & Aiken, 2003) were  80 for the Student, Child/Adolescent Form 
and  91 for the Teacher, Child/Adolescent Form  The test–retest reliabilities for the SSIS Prosocial 
Behavior and Motivation to Learn scales were computed using an intraclass correlation coefficient, 
which is commonly used for determining the relationship between ratings of multiple students  
The intraclass correlation values for these scales ranged from  69 to  74, which are considered to be 
“substantial” (Landis & Koch, 1977) 
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Table 3.3   Demographic Characteristics of Test–Retest and Interrater Reliability 
Study Samples, by BESS Form

Test–Retest  Interrater 

Characteristic
 Teacher Form 

 Child/Adolescent 
 Student Form 

 Child/Adolescent 
 Teacher Form 

 Child/Adolescent 
Sample size (N)  175  227  112 
Median age  (years:months)  12:4  11:10  12:2 
Test interval (days)  0–80  1–81  0–90 
Median test interval (days)  35  20  44 

Sex 
Female 91 135 52
Male 84 92 60

Race/Ethnicity
African American 26 29 18
Hispanic 31 52 17
White  103 139 69
Othera 15 7 8

Region
Northeast 30 62 32
North Central 42 35 40 
South 43 58 5
West  60 72 35

Mother’s Educationb 
11th grade or less 31 43 18
High school graduate 59 89 34
1–3 years of college 53 59 32
4 or more years of college 32 35 28

a  Includes American Indians, Alaska Natives, Asians, Pacific Islanders, and all other groups not classified as African American, 
Hispanic, or White.

b If mother’s or female guardian’s education level was not reported, father’s or male guardian’s education level was used.

Table 3.4  Test–Retest Reliability by BESS and SSIS Form 

 Form
 First Administration   Second Administration   Correlation 

 N a  Mean  SD  Mean  SD  r b  Adj r c

BESS Teacher 175 50.0 10.3 50.0 10.8 .91 .91 
BESS Student 227 50.2 10.0 49.6 10.1 .80 .80 
SSIS Prosocial Behavior

Elementary 14 3.6 1.1 3.8 1.0 .69 —
Secondary 8 3.8 1.0 4.1 0.9 .72 —

SSIS Motivation to Learn 
Elementary 14 3.5 1.2 3.7 1.0 .74 —
Secondary 8 3.9 1.1 4.0 1.0 .73 —

a For BESS forms, N represents number of students; for SSIS scales, N represents the number of classrooms.    
b For the SSIS scales, r represents an intraclass correlation coefficient.       
c  Reliability coefficients were corrected for the variability of the sample, based on the standard deviation obtained on the first administration, 
using the variability correction of Cohen et al. (2003, p. 58).       
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Evidence of Interrater Reliability
The final measure of reliability, interrater, examined the similarity of ratings of the same student 
by different raters (i e , two teachers completing separate Teacher Forms) for the BESS Teacher Form 
and the SSIS Prosocial Behavior and Motivation to Learn scales  Interrater reliability indicates the 
degree of consistency to be expected from multiple ratings using a single form  Table 3 3 presents 
the demographic characteristics of the interrater reliability study for the BESS Teacher Form  
The sample size was generally representative of the U S  population with respect to race and SES; 
however, individuals living in the South were underrepresented in the sample  For the SSIS scales, 
demographic characteristics were not collected for each student because the scales are classroom 
based (i e , completed on an entire classroom of students)  Seventeen teachers completed two 
sets of classroom ratings (on average, rating forms were completed approximately 12 days apart), 
providing ratings for a total of 355 elementary and secondary students 

Table 3 5 presents the interrater reliability correlations for the teacher ratings  The adjusted 
correlation for the BESS Teacher Form is high, r =  71  The interrater reliabilities for the 
SSIS Prosocial Behavior and Motivation to Learn scales were computed using an intraclass 
correlation coefficient, which is commonly used for determining the relationship between ratings 
of multiple students  The elementary-level intraclass coefficients are moderate, ranging from  55 
to  62  For the secondary level, the motivation to learn coefficient is moderate ( 59); however, 
the prosocial behavior coefficient is lower ( 37)  Overall, these results are lower than the results 
obtained in the test-retest studies  However, such findings are consistent with existing research  
While it is reasonable to expect a high degree of agreement between raters who are rating the 
same child or adolescent on the same behaviors, it is important to keep in mind that raters at  
the secondary level often do not observe the child or adolescent in the same setting  For example, 
a student struggling in math may exhibit behaviors associated with anxiety or frustration during 
math class, but may exhibit exemplary learning and social behaviors in an art class in which  
he or she excels  Therefore, the student’s math and art teachers may observe genuine differences 
in behavior 

Table 3.5  Interrater Reliability for BESS and SSIS Teacher Ratings 

 Form
 First Administration   Second Administration   Correlation 

 N a  Mean  SD  Mean  SD  r b  Adj r c

BESS Teacher  112  50.1  9.7  49.4  9.6  .70  .71 
SSIS Prosocial Behavior
  Elementary 10 3.7 1.0 3.6 1.1 .55 —
  Secondary 7 3.5 1.1 3.8 1.0 .37 —
SSIS Motivation to Learn 
  Elementary 10 3.8 1.1 3.7 1.1 .62 —
  Secondary 7 3.6 1.1 3.6 1.2 .59 —

Note. Adj = adjusted.         
a For BESS forms, N represents number of students; for SSIS scales, N represents the number of classrooms.    
 b For the SSIS scales, r represents an intraclass correlation coefficient.        
c   Reliability coefficients were corrected for the variability of the sample, based on the standard deviation obtained on the first administration, 
using the variability correction of Cohen et al. (2003, p. 58).          
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Evidence of Validity

In addition to consistency of scores, it is also important to consider how well a rating form works 
in a particular setting or application  In the case of BESS and SSIS forms, this is evidenced by how 
well the score from each form predicts behavioral, social skills, or motivational problems  Such 
evidence is often provided in a variety of ways, including the type of behaviors that are being 
rated (content validity), how well scores compare to scores from other tests designed to assess 
problem behaviors (correlations with other measures), and how well scores predict  
future outcomes (predictive validity)  

Evidence of Content Validity
One type of validity evidence important to evaluating the quality of a rating form is content 
validity  Here, content validity is referring to how well the items on the rating form correspond 
to the setting and purpose of how the rating form is used  For the BESS forms, items were selected 
from a pool of hundreds of items that were written to tap a broad range of behavioral and 
emotional problems  Using a multistage process, items were evaluated using a number of statistical 
techniques (e g , factor analysis and differential item functioning analysis) to determine how 
well the items represented some of the most prevalent behavioral and emotional domains (e g , 
externalizing problems, internalizing problems) and to ensure the items performed similarly for 
a number of different groups (i e , comparisons were made between male/females and between 
different races/ethnicities)  Items that consistently performed well across several iterations of 
analyses were retained for final BESS forms  For the SSIS forms, prosocial behavior and motivation 
to learn were selected based on their relevance to successful student performance  Students who 
exhibit prosocial behaviors and a desire to learn tend to pay better attention to speakers, work 
more cooperatively with others, and ask for help when needed; all examples of behavior that 
have been referred to as “academic enablers ” Children who exhibit deficits in these areas tend to 
exhibit poor academic performance (Caprara, Barbaranelli, Pastorelli, Bandura, & Zimbardo, 2000; 
Maleck & Elliot, 2002; Wentzel, 1993)  In addition, a usability study was conducted during the 
development stage to determine teachers’ attitudes and opinions about the SSIS forms, based on 
a 4-point rating scale: Strongly Agree, Agree, Disagree, and Strongly Disagree  The results of the 
study are presented in Table 3 6  Overall, more than 95% of teachers indicated that they agreed or 
strongly agreed with each statement, and 98% indicated that the behaviors addressed in the SSIS 
Performance Screening Guide are important  Participating teachers also indicated that the SSIS 
Performance Screening Guide was clearly written and easy to use, making it simple to organize 
information and efficiently sort students by need in order to target students who require further 
evaluation or intervention 
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Table 3.6  SSIS Performance Screening Guide Usability Questionnaire

Statement
% Strongly 

Disagree % Disagree % Agree
% Strongly 

Agree
The instructions were clearly written and easy to follow. — 1 34 65
I had sufficient information to complete the evaluation. 1 1 31 67
The definitions of the skill domains were useful to  
complete the evaluation. — 1 34 65
The descriptors were clearly written and easy to understand. — 2 34 64
The descriptors referred to behaviors that I think are 
important to evaluate. — 2 38 60
The descriptors helped me to quickly sort students into  
the various levels. — 3 36 61
The colors and numbers used were helpful to complete  
the evaluation. — 1 34 65
The SSIS Performance Screening Guide was easy to use. — 2 29 69

Correlations With Other Behavioral and Emotional Measures
A second method used to evaluate the quality of a rating form is to examine how the scores from 
the rating form compare to other assessments designed to measure similar things; in this case, 
behavioral or emotional problems, prosocial behaviors, and motivation to learn  Scores from 
the BESS forms were compared to a variety of broad-based measures of general behavioral and 
emotional problems as well as more narrowly focused instruments assessing attention-deficit/
hyperactivity disorder (ADHD) and executive functioning, adaptive behavior problems, and 
internalizing problems such as anxiety and depression; a list of these measures is provided   
Scores from the SSIS Prosocial Behavior and Motivation to Learn forms were compared to the  
SSIS Rating Scales 

Tests Compared to BESS Forms
General Measures of Behavioral and Emotional Problems

• Behavior Assessment System for Children, Second Edition (BASC–2; Reynolds & Kamphaus, 2004)

–Teacher Rating Scales (TRS)

–Self-Report of Personality (SRP)

• Achenbach System of Empirically Based Assessment (ASEBA; Achenbach & Rescorla, 2001)

–Teacher’s Report Form for Ages 6–18 (TRF)

–Youth Self-Report Form (YSR)
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Specialized Measures of Behavioral and Emotional Problems

• Conners’ Rating Scales–Revised (Conners, 1997)

–Teacher Rating Scale–Revised (CTRS–R)

–Conners–Wells’ Adolescent Self-Report Scale (CASS)

• Vineland Adaptive Behavior Scales, Second Edition (Vineland–II; Sparrow, Cicchetti, & Balla, 2006)

–Teacher Rating Form (TRF)

• Children’s Depression Inventory (CDI; Kovacs, 2001)

• Revised Children’s Manifest Anxiety Scale (RCMAS; Reynolds & Richmond, 2000)

Table 3 7 presents the demographic characteristics of the samples used in the correlation studies 
involving the Teacher and Student Forms  In general, the demographic characteristics of the 
samples used for these studies are representative of the U S  population, with a few exceptions  In 
the Teacher Form correlation studies with the ASEBA TRF and Vineland–II TRF, African Americans 
and the Northeast and North Central regions were underrepresented  Additionally, children 
whose mothers’ education level was 4 or more years of college were somewhat underrepresented 
in five of the seven studies  In the Student Form studies, African Americans were somewhat 
underrepresented in a few of the studies  The Northeast and North Central regions were 
underrepresented in the Conners–Wells’ CASS and ASEBA YSR studies, respectively, while the 
South region was somewhat underrepresented for several of the studies  Finally, children whose 
mothers’ education level was 4 or more years of college were generally underrepresented in most of 
the Student Form studies 
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Table 3.7   Demographic Characteristics of Samples Used in Correlations  
of the BESS Teacher and Student Forms With Other Measures

BESS Teacher Form BESS Student Form

 Characteristic
BASC–2 

TRS 
ASEBA 

 TRF CTRS–R 
Vineland–II 

TRF 
BASC–2 

SRP 
ASEBA 

YSR  CASS CDI RCMAS 
Sample size 4,898 101 119 63 5,659 51 54 93 93

Median age (years:months) 12:3 10:10 11:6 11:11 13:2 13:6 15:6 11:6 11:6

Test interval (days) —a 8–87 20–92 1–93 —a 5–46 5–46 15–46 13–46

Median test interval (days) —a 39 40 69 —a 16 29 30 35

Sex 

Female 2,464 62 63 34 2,997 28 31 47 47

Male 2,434 39 56 29 2,662 23 23 46 46

Race/Ethnicity 

African American 756 12 18 12 674 4 5 7 7

Hispanic 891 14 21 20 1,082 7 12 25 25

White 3,031 73 74 26 3,620 36 37 55 55

Other b 220 2 6 5 283 4 0 6 6

Region 

Northeast 833 17 23 15 819 18 0 19 19

North Central 1,024 15 25 7 1,123 0 7 17 17

South 1,498 39 33 22 1,615 19 23 19 19

West 1,543 30 38 19 2,102 14 24 38 38

Mother’s Educationc 

11th grade or less 820 16 20 9 871 7 12 11 11

High school graduate/GED 1,698 36 32 27 1,691 17 14 35 35

1–3 years of college 1,420 39 44 22 1,867 22 18 28 28

4 or more years of college 928 10 23 5 1,121 5 10 17 17
Note. BASC–2 TRS = BASC–2 Teacher Rating Scales; ASEBA TRF = Achenbach System of Empirically Based Assessment, Teacher’s Report Form; 
CTRS–R = Conners’ Teacher Rating Scale–Revised; Vineland–II TRF = Vineland–II Teacher Rating Form.
BASC–2 SRP = BASC–2 Self-Report of Personality; ASEBA YSR = Achenbach System of Empirically Based Assessment, Youth Self-Report Form; 
CASS = Connors–Wells’ Adolescent Self-Report Scale; CDI = Children’s Depression Inventory; RCMAS = Revised Children’s Manifest Anxiety Scale.
a BESS items were included in the administration of the BASC–2 TRS and SRP.
b Includes American Indians, Alaska Natives, Asians, Pacific Islanders, and all other groups not classified as African American, Hispanic, or White.
c  If mother’s or female guardian’s education level was not reported, father’s or male guardian’s education level was used. Sample size and 

mother’s education N count may not match due to missing data.

General Measures of Behavioral and Emotional Problems
Two of the most commonly used broad-based behavioral and emotional measures are the 
BASC–2 and the ASEBA  Tables 3 8 and 3 9 present the relationship between the Total Score and 
scores from the BASC–2 TRS and SRP, and Tables 3 10 and 3 11 present the ASEBA TRF and YSR 
relationships, respectively 

Section 3 • Evidence of Reliability  and Validity
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Table 3.8   Correlations Between the BESS Teacher,  
Child/Adolescent Form and the BASC–2 TRS

BASC–2 TRS  Composite Scale 
Teacher, Child/Adolescent Form

r Adj r a Mean SD 
Externalizing Problems .80 .79 51.0 11.0
Internalizing Problems  .64 .62 50.8 10.7
School Problems .90 .89 51.2 10.4
Adaptive Skills –.86 –.85 49.0 10.1
Behavioral Symptoms Index .91 .90 51.2 10.8
Teacher Form Mean 51.2
Teacher Form SD 10.5

Note. N = 4,898. Adj = adjusted.
a  All correlations were corrected for restriction of range, based on the standard deviation of the Total Score, using the variability 

correction of Cohen et al. (2003, p. 58).

Table 3.9  Correlations Between the BESS Student Form and the BASC–2 SRP

BASC–2 TRS  Composite Scale 

Student, Child/Adolescent Form
BASC–2 SRP 

r Adj r a Mean SD 
School Problems .70 .69 50.2 10.2
Internalizing Problems .84 .84 50.5 10.3
Inattention/Hyperactivity .75 .74 50.4 10.2
Personal Adjustment –.79 –.78 49.5 10.4
Emotional Symptoms Index .86 .86 50.6 10.3
Student Form Mean 50.6
Student Form SD 10.2

Note. N = 5,659; Adj = adjusted.
a  All correlations were corrected for restriction of range, based on the standard deviation of the Total Score, using the variability 

correction of Cohen et al. (2003, p. 58).

Table 3.10 Correlations Between the BESS Teacher Form and the ASEBA TRF

ASEBA TRF Composite Scale 

Teacher, Child/Adolescent Form 
ASEBA TRF 

r Adj r a Mean SD 
Externalizing .68 .69 50.9 9.5
Internalizing .28 .29 50.3 9.4
Total Problems .75 .76 51.5 9.4
Teacher Form Mean 49.1
Teacher Form SD 9.8

Note. N = 101. Adj = adjusted.
a  All correlations were corrected for restriction of range, based on the standard deviation of the Total Score, using the 

variability correction of Cohen et al. (2003, p. 58).
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Table 3.11  Correlations Between the BESS Student Form and the ASEBA YSR

ASEBA YSR Composite Scale  

 Student, Child/Adolescent Form 
ASEBA YSR

r Adj r a Mean SD 
Externalizing .71 .66 52.1 9.4
Internalizing .74 .69 52.1 11.2
Total Problems .81 .77 52.4 11.4
Student Form Mean 51.6
Student Form SD 11.5

Note. N = 51. Adj = adjusted.
a  All correlations were corrected for restriction of range, based on the standard deviation of the Total Score, using the variability 

correction of Cohen et al. (2003, p. 58).

In general, the studies provide evidence for the strong relationship between the Total Score and 
other measures of behavioral and emotional problems  The relationships between the Total 
Score and the BASC–2 rating scales global composite scores (i e , the Behavioral Symptoms Index 
for the TRS and the Emotional Symptoms Index for the SRP) are very strong (although this is 
at least partially influenced by the overlap in items across the BASC–2 TRS/SRP and the BESS 
forms; see the BESS Manual for a more detailed discussion)  Strong relationships exist between 
the Total Score and the other composite scores offered on the BASC–2 rating scales (Externalizing 
Problems, Internalizing Problems, Inattention/Hyperactivity, School Problems, and Adaptive 
Skills)  Additionally, although somewhat lower than the correlations with the BASC–2 scales, 
the correlations of the Total Score with the ASEBA Total Problems composite scales are still very 
strong across forms  These findings indicate that the Total Score is predictive of a wide variety of 
behavioral and emotional problems 

Specialized Measures of Behavioral and Emotional Problems
The BESS Teacher and Student Forms were compared to the Conners’ Rating Scales–Revised forms, 
which are widely used to assess ADHD in children and adolescents  Correlations between the  
Total Score and scores from the Conners’ teacher and student forms are presented in Tables 3 12 
and 3 13, respectively  The correlations show that the Conners’ Global Index (offered on the 
teacher Conners’ form) and the ADHD-specific indices have strong relationships with the BESS 
Total Score  These studies provide evidence that the Total Score is a good indicator of behaviors 
typically associated with ADHD 

Section 3 • Evidence of Reliability  and Validity
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Table 3.12  Correlations Between the BESS Teacher Form and the CTRS–R

CTRS–R Composite Scale 

Teacher, Child/Adolescent Form  
CTRS–R 

r Adj r a Mean SD 
Conners’ Global Index .73 .73 51.2 11.6
Conners’ ADHD Index .79 .79 51.6 11.4
DSM–IV Symptoms .78 .78 52.1 11.4
Teacher Form Mean 49.3
Teacher Form SD 10.1

Note. N = 119. Adj = adjusted.
a  All correlations were corrected for restriction of range, based on the standard deviation of the Total Score, using the variability 

correction of Cohen et al. (2003, p. 58).

Table 3.13  Correlations Between the BESS Student Form and the CASS

CASS Composite Scale 

Student, Child/Adolescent Form 
CASS 

r Adj r a Mean SD 
Conners’ ADHD Index .65 .68 48.3 8.7
DSM–IV Symptoms .47 .51 46.2 9.5
Student Form Mean 48.4
Student Form SD 9.1

Note. N = 54. Adj = adjusted.
a  All correlations were corrected for restriction of range, based on the standard deviation of the Total Score, using the variability 

correction of Cohen et al. (2003, p. 58).

The BESS Teacher Form was also compared to the Vineland–II Teacher Rating Form, which is 
commonly used to evaluate a child’s or adolescent’s adaptive behavior  Table 3 14 presents the 
relationships between the BESS Total Score and the Vineland–II Adaptive Behavior Composite 
(ABC), as well as the other Vineland–II composite scales  Overall, these studies suggest a strong 
relationship between the Total Score and adaptive behavior as measured by the Vineland–II  
ABC score 

Table 3.14   Correlations Between the BESS Teacher Form and the Vineland–II TRF

Vineland–II TRF Composite Scale 

Teacher, Child/Adolescent Form 
Vineland–II TRF

r Adj r a Mean SD 
Adaptive Behavior Composite –.69 –.66 102.8 14.4
Communication –.63 –.60 104.6 14.6
Daily Living Skills –.63 –.60 103.2 15.5
Socialization –.55 –.52 99.3 13.0
Teacher Form Mean 50.0
Teacher Form SD 10.8

Note. Child/Adolescent N = 63. Adj = adjusted.
a  All correlations were corrected for restriction of range, based on the standard deviation of the Total Score, using the 

variability correction of Cohen et al. (2003, p. 58).
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The BESS Student Form was compared to the CDI and RCMAS, measures of depression and anxiety, 
respectively  The adjusted correlation between the BESS Total Score and the CDI Composite Scale 
score was  51, and the adjusted correlation between the BESS Total Score and the Total Anxiety score 
from the RCMAS was  55; both results indicating a moderate relationship  (Note that correlations were 
adjusted for restriction of range, consistent with the other correlational results reported in this section )

The SSIS Prosocial Behavior and Motivation to Learn forms were compared to the SSIS Rating Scales 
Teacher Form  Demographic information is presented in Table 3 15; although not fully representative, 
the sample includes individuals from each of the reported demographic groups  Correlations between 
the Prosocial Behavior and Motivation to Learn ratings and the SSIS Rating Scales Teacher Form are 
presented in Table 3 16  The adjusted (for range restriction) correlation between the Prosocial Behavior 
rating and the SSIS Social Skills scale and prosocial behavior rating was  70, indicating a strong 
relationship  The Motivation to Learn rating was also compared to the SSIS Rating Scales Teacher 
Rating Form  Although no direct measures of motivation were available on this form, the Motivation 
to Learn rating was at least moderately related to a number of scales, including Academic Competence 
(adjusted correlation of  50) and Social Skills (adjusted correlation of  58) 

Table 3.15   Demographic Characteristics of Samples Used for  
Correlations With the SSIS Rating Scales, Teacher Form

SSIS Performance Screening Guide

Characteristic Elementary/Secondary
N  63
Age

Mean (years:months) 9:6
SD (months) 34.4

Sex 
Female 27
Male 36

Race/Ethnicity
African American 15
Hispanic 3
White  40
Othera 5

Mother’sb Education
Grade 11 or less 8
Grade 12 or GED 20
1–3 years of college 22
4 or more years of college 13

Region 
Northeast 14
North Central 20
South 26
West 3

Test Interval (days) 
Range 32–118
Mean 88.7

a  Includes American Indians, Alaska Natives, Asians, Pacific Islanders, and all other groups not 
classified as African Americans, Hispanic, or White.

b  If mother’s or female guardian’s education level was not reported, father’s or male guardian’s 
education level was used.

Section 3 • Evidence of Reliability  and Validity
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Table 3.16   Correlations Between the SSIS Teacher Form Scale and Subscale Scores and the SSIS 
Performance Screening Guide Skill Area Scores, Ages 5–18

 SSIS Teacher Form

SSIS  
Performance 

Screening Guide

Social Skills Communication Cooperation Assertion Responsibility Empathy Engagement Self-Control

 Adj Adj Adj Adj Adj Adj Adj Adj

 r r a  r r a  r r a  r r a  r r a  r r a  r r a  r r a

 Prosocial Behavior  .69 .70 .65 .64 .68 .64 .33 .34 .64 .63 .47 .51 .64 .66 .52 .55

 Motivation to learn   .57   .58  .52   .51   .64   .60   .24   .25   .61   .60   .32   .35  .51   .53  .41  .43

 SSIS Mean  96.7  15.0   12.3   11.9   12.6   11.4   13.5    13.7  

 SSIS SD 14.7  3.8  4.0   4.0   3.8  3.4   3.5  4.2  

 SSIS Teacher Form

SSIS  
Performance 

Screening Guide

 Problem  
Behaviors Externalizing Bullying

Hyperactivity/ 
Inattention Internalizing

Autism 
Spectrum

Academic  
Competence

SSIS Performance 
Screening Guide

Adj Adj Adj Adj Adj Adj Adj

 r r a  r r a  r r a  r r a  r r a  r r a  r r a  Mean SD

 Prosocial Behavior  –.55 –.58 –.50 –.49 –.31 –.32 –.54 –.49 –.34 –.37 –.70 –.71 .45 .40 3.5 1.1

 Motivation to learn  –.53  –.56  –.52  –.51   –.37   –.38   –.55  –.50  –.30  –.33  –.57   –.58  .56  .50 3.7   1.2

 SSIS Mean  101.7   6.2   1.6   5.4   3.6  9.9   98.3  

 SSIS SD  13.8   6.2   2.2   4.9   3.1   5.9   17.4  

 N = 63 
Note. Correlations are based on scale standard scores and subscale raw scores for the SSIS Teacher Form and skill area raw scores for the SSIS Performance 
Screening Guide.
a  All correlations were corrected for restriction of range using the variability correction of Cohen et al. (2003, p. 58), where the numerator is the standard 
deviation of the SSIS norm group and the denominator is the standard deviation of the SSIS sample. 

Evidence of Predictive Validity
A third method to evaluate the quality of a rating form is to demonstrate how well it can 
predict future performance  For the BESS Teacher and Student Forms, two types of studies were 
completed  The first study examined the ability of the BESS Total Scores to accurately predict 
elevated behavioral/emotional levels as measured by the BASC–2 Teacher Ratings Scales and Self-
Report of Personality  The second series of studies examined the ability of the BESS Total Scores to 
predict various measures of student success (i e , achievement test results, grade point average, and 
school attendance)  The results of these studies are discussed below 

Classification Accuracy
A primary purpose of the BESS Teacher and Student Forms is to identify children and adolescents 
who are at heightened risk for developing behavioral and emotional problems  One way to 
evaluate the effectiveness of a universal screening system is to examine the level of agreement 
between results from the screening tool and results from a more comprehensive behavior rating 
scale, like the BASC–2  Using a screening system that can accurately predict the results from 
a more comprehensive rating scale can lead to a more accurate referral process for behavioral 
problems, thereby minimizing the number of costly comprehensive evaluations completed on 
children and adolescents who ultimately are not identified as having significant behavioral or 
emotional problems 
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The use of screening systems is common in a number of disciplines, particularly in the medical 
field  For example, when a person visits a doctor’s office with a sore throat, he or she may be given 
a rapid strep test to determine the presence of strep throat  If negative, the doctor may still take 
a sample of cells from the throat and send them to a lab for a throat culture because of potential 
inaccuracies in the rapid strep test  The culture performed in the lab is considered the definitive 
test for the presence of the strep bacteria  For any screening device, the ability to accurately predict 
both the presence and absence of an outcome state is paramount  The relationship between a test 
used to predict an outcome and a test used to confirm an outcome can be represented in a simple 
two-by-two contingency table (see Figure 3 1)  Although a comprehensive review of the statistics 
associated with this table is beyond the scope of this manual, a basic review is now provided 

Outcome

Positive Negative Row Total

Positive
A

(True Positives)
B

(False Positives)

A + B =
Number of

positive cases 
indicated  

by predictor

Negative
C

(False Negatives)
D

(True Negatives)

C + D =
Number of

negative cases 
indicated  

by predictor

Column 
Total

A + C =
Number of
cases with 

positive  
outcomes

B + D =
Number of
cases with 
negative  
outcomes

Figure 3.1  Summary of Relationships Between Predictors and Outcomes
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In Figure 3 1, the rows represent the findings of the predictor or screening device (e g , rapid 
strep test), and the columns represent the actual or true outcome (e g , lab culture result)  Cell A 
represents the number of times the predictor and outcome agree on the existence of a positive 
state, commonly referred to as True Positives  Using the strep throat example, this would be 
the number of times both the rapid strep test and the lab culture indicate a positive case of 
strep throat  Cell D, referred to as True Negatives, also represents agreement, but for a negative 
case outcome (e g , both the rapid strep test and lab culture indicate no strep bacteria)  Cell B, 
commonly referred to as False Positives, represents the number of times a predictor indicates a 
positive state when the definitive test does not (e g , the rapid strep test indicates strep throat 
but the lab culture indicates no strep bacteria)  Cell C, commonly referred to as False Negatives, 
represents the number of times the predictor indicates a negative state when the definitive test 
indicates a positive state (e g , the rapid strep test indicates no strep but the lab culture indicates 
the presence of strep bacteria) 

There are four statistics commonly computed from the relationships between tests used to 
predict outcomes and tests used to confirm outcomes: Sensitivity, Positive Predictive Value (PPV), 
Specificity, and Negative Predictive Value (NPV)  Sensitivity indicates the likelihood of the 
predictor giving a positive test result when the condition truly is present  Sensitivity is computed 
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as A/(A + C); that is, the number of True Positives divided by the total number of positive cases 
identified by the definitive test  A sensitivity of  80 indicates that 80% of the cases truly having 
the condition were correctly classified by the predictor  Perfect sensitivity would be indicated by a 
value of 1 0, meaning that 100% of the individuals having the condition were accurately assessed 
by the screening device  Values close to zero represent little sensitivity  It is important to note 
that sensitivity does not provide a complete picture of the accuracy of a predictor  For example, 
suppose that among 100 patients, 10 truly have strep throat (according to the lab culture), and 
suppose that the predictor correctly classified those 10 patients as having strep throat  However, 
also suppose that the predictor indicated that an additional 10 patients had strep throat, but did 
not, in fact, have the bacteria  In this example, sensitivity is perfect at 1 0, but the test is not a 
perfect predictor because of the relatively large number of False Positives 

Positive Predictive Value (PPV) is considered a companion to sensitivity  It refers to the proportion 
of positive results on the predictor that truly have the condition  It is represented by A/(A + B); 
that is, the number of True Positives divided by the total number of positive indications by the 
predictor  Continuing the example from the previous paragraph in which the predictor identified 
a total of 20 positive cases and only 10 were confirmed as positive by the lab culture, the resulting 
PPV would be  50 (10 of the 20 positive indications by the predictor were correct)  The PPV 
combined with sensitivity presents a clearer picture of how well a predictor can identify positive 
outcome states 

Specificity is the likelihood of the predictor giving a negative test result when the condition truly 
is not present, represented by D/(B + D); that is, the number of True Negatives divided by the total 
number of negative cases according to the definitive test  Perfect specificity would be indicated by 
a value of 1 0, meaning that 100% of the cases with a negative outcome were identified correctly 
by the screening test  Values close to zero represent little specificity  As with sensitivity, it is 
important to note that specificity does not present a complete picture of how well a predictor can 
identify negative outcomes  Specificity of 1 0 does not necessarily indicate an absence of errors in 
identifying negative outcome states 

Negative Predictive Value (NPV) is considered a companion to specificity  It refers to the 
proportion of negative findings on the predictor that accurately correspond to absence of the 
condition  It is represented by D/(C + D); that is, the number of True Negatives divided by the total 
number of negative findings by the predictor  Similar to PPV, a predictor that correctly classifies all 
truly negative cases but fails to identify people who truly have the condition would be reflected by 
a NPV that is less than 1 0 

When evaluating sensitivity, specificity, PPV, and NPV, it is important to recognize that changing 
the criteria used to classify scores (e g , raising or lowering cut scores used to categorize variables) 
will typically have positive effects on one metric but negative effects on another  For example, 
raising the cut score on the predictor so that it flags fewer people may decrease the number of 
True Positives and lower sensitivity, but will increase specificity  The decisions made to optimize 
sensitivity and specificity depend on the situation  In setting the classification criteria for the 
BESS, an attempt was made to maximize sensitivity and PPV while maintaining a high level of 
specificity  Cut scores were developed to maximize the likelihood of identifying children and 
adolescents who truly have behavioral and emotional problems, while accepting a somewhat 
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greater (but still low) risk of referring children and adolescents who do not have behavioral and 
emotional problems 

The classification levels (Normal, Elevated, and Extremely Elevated risk for having or developing 
behavioral or emotional problems) based on the Total Score were compared to the classification 
levels based on the BASC–2 TRS and SRP composite scale scores for problem behaviors (Average, 
At-Risk, and Clinically Significant)  For the purposes of these comparisons, Total Score 
classifications were combined into two categories, Normal (T score of 60 or below) and Elevated/
Extremely Elevated (T score of 61 or higher), based on the interpretation guidelines  BASC–2 TRS 
and SRP T-score classifications were also combined into two categories, Average (T score of 59 or 
below) and At-Risk/Clinically Significant (T score of 60 or higher), based on the interpretation 
guidelines provided in the BASC–2 Manual  Results of these comparisons are presented in Tables 
3 17 and 3 18 

Table 3.17   Classification Accuracy When Using the Teacher Form to Predict  
BASC–2 TRS Problem Behavior Composite Scores

 BASC–2 TRS 
Composite Scale Sensitivity Specificity

Positive 
Predictive  

Value

Negative  
Predictive  

Value 
 Child/Adolescent  
  Behavioral Symptoms Index  .80  .95  .76  .96 
  Externalizing Problems  .71  .93  .64  .95 
  Internalizing Problems  .53  .90  .47  .92 
  School Problems  .70  .95  .77  .94 

Note. BESS Total Score classification ranges used in the analyses are: 60 and lower = Normal risk; 61 and higher = Elevated or 
Extremely Elevated risk. BASC–2 TRS classification ranges used in the analyses are: 59 and lower = Average; 60 and higher = 
At-Risk or Clinically Significant.

Table 3.18   Classification Accuracy When Using the Student Form to Predict  
BASC–2 SRP Problem Behavior Composite Scores

 BASC–2 SRP  
Composite Scale Sensitivity Specificity

Positive 
Predictive  

Value

Negative  
Predictive 

 Value 
 Emotional Symptoms Index   .66  .95  .72  .94 
 Internalizing Problems  .64  .96  .75  .93 
 School Problems  .52  .93  .59  .91 
 Inattention/Hyperactivity  .55  .94  .66  .91 

Note. BESS Total Score classification ranges used in the analyses are: 60 and lower = Normal risk; 61 and higher = Elevated or 
Extremely Elevated risk. BASC–2 SRP classification ranges used in the analyses are: 59 and lower = Average; 60 and higher = 
At-Risk or Clinically Significant.

For the BESS forms, sensitivity, specificity, PPV, and NPV were generally highest when using 
the Total Score to predict the Behavioral Symptoms Index (BSI) on the Teacher Form and the 
Emotional Symptoms Index (ESI) on the Student Form  Sensitivity and PPV typically exceeded 
the value of  50 recommended by other researchers (Bennett et al , 1999; Hill et al , 2004)  Such 
relationships are expected, given that both the Total Score and the BSI/ESI are considered global 
indicators of behavioral problems  Sensitivity and PPV values for the prediction of Externalizing 
Problems, School Problems, and Inattention/Hyperactivity were somewhat lower than those 
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obtained for predicting the BSI/ESI but also exceeded the recommended  50 value  Sensitivity  
and PPV for predicting Internalizing Problems were generally lower than for other composite 
scales, particularly on the Teacher Form  However, for the Student Form, sensitivity and PPV 
values were among the highest in predicting the Internalizing Problems composite of the SRP  
The results suggest that the Student Form Total Score may be particularly useful for identifying 
internalizing problems experienced by children and adolescents 

Predicting Student Success
In addition to predicting students with a strong likelihood of having a behavioral and/or 
emotional problem, the BESS Teacher and Student Forms have also been shown to predict a 
student’s success in school  Kamphaus et al  (2007) conducted predictive validity studies using 
preliminary versions of the Teacher, Child/Adolescent Form  In the first stage of the study, 
principal components factor analytic techniques were performed on the BASC Teacher Rating 
Scales Child form (TRS–C; Reynolds & Kamphaus, 1992) to create shortened versions (having 
approximately 20 items each)  Scores on these shortened forms were then compared to a variety of 
academic and behavioral outcomes  While not part of either study, results are provided here that 
examine the relationship between the scores obtained on the preliminary versions of the form 
with the Total Scores obtained on the final version of the Teacher, Child/Adolescent Form  These 
analyses were conducted using the BASC–2 Behavioral and Emotional Screening System normative 
samples, and were derived from the items included on the BASC–2 TRS standardization forms 
(these included all of the original BASC items, which Kamphaus and colleagues used to create the 
preliminary screener forms) 

In the Kamphaus et al  (2007) study, approximately 200 students in Grades 1 through 5 were 
included in analyses that examined the effectiveness of the preliminary version of the Teacher, 
Child/Adolescent Form in predicting scores obtained 1 year later on several outcome measures, 
including the BASC TRS–C, reading grades, math grades, standardized test scores in both 
reading and math, special education placement, and pre-referral interventions  A series of 
partial correlations (controlling for the effects of age) were computed between the score on the 
preliminary Teacher Form screener and the outcome measures  Partial correlations between the 
total score and the BASC TRS–C clinical scales of Depression, Anxiety, Withdrawal, Atypicality, 
and Conduct Problems ranged from  20 (with Anxiety) to  50 (with Conduct Problems)  The total 
score from the screener was also shown to predict special education placement and pre-referral 
intervention (correlations of  31 for each outcome), standardized reading and math test scores 
(correlations of – 58 and – 55, respectively), and reading and math grades (correlations of – 55 and 
– 48, respectively)  Subsequent analyses of the Kamphaus et al  (2007) total score and the Teacher, 
Child/Adolescent Form Total Score, using a sample of more than 2,400 teacher ratings of students 
ages 6 through 11 years resulted in a correlation of  96  This result suggests a strong similarity 
between the preliminary version of the teacher screener used in the Kamphaus et al  (2007) study 
and the final BESS Teacher, Child/Adolescent Form 

Using the final versions of the BESS Teacher and Student forms, a 4-year longitudinal study 
was conducted with the Teacher and Student Forms, using a portion of the sample of children 
and adolescents who participated in the BASC–2 standardization study  Contact information 
was available for 1,665 children and adolescents from 109 locations who participated in the 
standardization study (approximately 10% of the total standardization participants)  A letter was 
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sent to the site coordinator at each of these locations, requesting participation in the current 
validity study  Site coordinators were given a list of students from their location who participated 
in the original study and were asked to obtain parental permission to access each student’s 
educational record to gather information about academic performance and behavior for each 
academic year since participating in the original standardization study  This information included 
grade point average, achievement test scores, special education status, and attendance record 
(both days late/tardy and days absent)  A total of 19 site coordinators agreed to participate  All site 
coordinators were paid for their participation in this project 

Table 3 19 presents the demographic characteristics of the samples from the Teacher and Student 
Forms  The sample sizes reported in the table represent the number of students who had both 
a Total Score from the corresponding form and one or more scores from the various outcome 
variables being studied (e g , achievement test scores, grade point average)  In general, the sample 
was not representative of current U S  population estimates, with underrepresentation with respect 
to the number of African American and Hispanic students, students considered low SES, and 
students from the West region of the United States 

Table 3.19   Demographic Characteristics of BESS Predictive Validity Studies

Characteristic Teacher Form Student Form
Sample size 100 45 
Median agea (years:months) 8:9 9:5 

Sex 
Female 53 27 
Male 47 18 

Race/Ethnicity
African American 5 3 
Hispanic 7 3 
White  84 37 
Otherb 4 2 

Region
Northeast 12 3 
North Central 62 32 
South 20 6 
West 6 4 

Mother’s Educationc 
11th grade or less 6 1 
High school graduate/GED 22 7 
1–3 years of college 41 20 
4 or more years of college 31 17 

a Age at time of completing Teacher, Parent, or Student Form.
b  Includes American Indians, Alaska Natives, Asians, Pacific Islanders, and all other groups 

not classified as African American, Hispanic, or White.
c   If mother’s or female guardian’s education level was not reported, father’s or 

male guardian’s education level was used.
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The information obtained from students was diverse  For example, achievement test scores from 
24 different state or commercial achievement tests for both reading and math were collected  To 
facilitate comparisons among such a diverse group of tests, scores from each test were transformed 
to a z score, a score that represents the distance (in standard deviation units) of the student’s score 
from a mean of 0  As a result, scores within each academic area (i e , math and reading) could be 
aggregated across different tests and included within a single analysis  In addition, the amount 
of time since the BASC–2 standardization study varied across students, ranging from the same 
academic year the standardization form was administered (referred to as Year 0) to a maximum of 
4 years later (Year 4) 

To determine the number of cases available for each analysis, a predictor (i e , Teacher and 
Student Forms) by outcome variable (i e , grade point average, reading achievement scores, math 
achievement scores, number of days late/tardy, and number of days absent) matrix was created  
Sample sizes varied across forms and dependent variables, in particular with respect to reading 
and math achievement test scores across year  To maximize the number of cases available for 
analysis, the statistical procedure of imputation was performed to estimate missing achievement 
test data points, basing the estimates on the matrix of observed patterns of both reading and math 
scores from year to year  Such an approach was deemed acceptable for both reading and math 
scores because of the relative stability of achievement test scores over time, and is widely used in 
analyses involving missing data (Little & Rubin, 1987) 

Correlations based on the imputed reading and math scores were used in the current study 
as a point of reference for the correlations obtained using the actual reading and math scores  
Correlations using the imputed reading and math scores were based on larger sample sizes, and 
were considered to be more stable estimates of the true relationship between behavioral/emotional 
status and academic performance, particularly in cases where the sample sizes using the actual 
data were below 20  Tables 3 20 and 3 21 present the Total Score means and standard deviations 
and various outcomes obtained with the Teacher and Student Forms, respectively  Tables 3 22 and 
3 23 present the obtained correlations 
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Table 3.20   Sample Sizes, Means, and Standard Deviations of BESS Teacher Form and School  
Performance Comparisons

Year 0 Year 1 Year 2 Year 3 Year 4
Performance measure Actual Imputed Actual Imputed Actual Imputed Actual Imputed Actual Imputed

Achievement – Reading
 Teacher Total Score Mean  49.07  47.96  48.15  47.96  48.98  47.96  47.94  47.96  46.18  47.96 
 Teacher Total Score SD  11.92  10.02 10.61  10.02  9.88  10.02  9.95  10.02  7.63  10.02 
 Reading Score Mean  .46  .40  .34  .34  .20  .32  .48  .41  .80  .44 
 Reading Score SD  .73  .86  .90  .95  .92  .96  .83  .85  .74  .94 
 Sample Size  30  78  60  78  48  78  49  78  34  78 

Achievement – Math
Teacher Total Score Mean  49.32  47.59  47.69  47.59  48.96  47.59  48.59  47.59  46.47  47.59 
Teacher Total Score SD  12.22  9.85  9.87  9.85  10.25  9.85  9.80  9.85  7.66  9.85 
Math Score Mean  .38  .31  .43  .31  .18  .32  .29  .36  .63  .50 
Math Score SD  .95  1.10  .92  1.00  .90  .93  .67  .71  .82  1.06 
Sample Size  28  88  62  88  52  88  49  88  34  88 

Grade Point Average
Teacher Total Score Mean  46.06  —  46.92  —  46.92  —  46.67  —  46.09  — 
Teacher Total Score SD  9.34  —  9.39  —  9.39  —  9.21  —  8.73  — 
Grade Point Average Mean  3.43  —  3.47  —  3.38  —  3.43  —  3.60  — 
Grade Point Average SD  .48  —  .44  —  .59  —  .63  —  .46  — 
Sample Size  51  —  49  —  49  —  46  —  46  — 

Days Late/Tardy
Teacher Total Score Mean  47.42  —  47.70  —  47.99  —  48.02  —  46.73  — 
Teacher Total Score SD  9.53  —  9.63  —  9.53  —  9.79  —  9.35  — 
Days Mean  1.33  —  1.41  —  1.63  —  0.96  —  1.28  — 
Days SD  2.37  —  2.83  —  3.07  —  2.59  —  2.34  — 
Sample Size  86  —  82  —  82  —  84  —  75  — 

Days Absent

Teacher Total Score Mean  47.55  —  47.92  —  47.93  —  47.78  —  46.88  — 

Teacher Total Score SD  9.72  —  9.84  —  9.74  —  9.74  —  9.33  — 
Days Mean  5.40  —  5.80  —  5.08  —  4.72  —  5.43  — 
Days SD  4.29  —  5.06  —  4.26  —  4.87  —  5.76  — 
Sample Size  91  —  88  —  90  —  88  —  74  — 

Note. For the analyses using imputed reading and math achievement scores, the samples remain constant across all years. As a result, the mean and 
standard deviation for the Total Score remain constant across each year of study. For the analyses using actual scores that were obtained on each 
outcome variable, the samples vary across years, resulting in Total Score means and standard deviations that are different for each year of study.
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Table 3.21   Sample Sizes, Means, and Standard Deviations of BESS Student Form and School 
Performance Comparisons

Year 0 Year 1 Year 2 Year 3 Year 4
Performance measure Actual Imputed Actual Imputed Actual Imputed Actual Imputed Actual Imputed

Achievement – Reading
 Student Total Score Mean  48.22  48.39  47.68  48.39  48.16  48.39  46.46  48.39  49.57  48.39 
 Student Total Score SD  11.21  9.38  10.00  9.38  9.96  9.38  8.76  9.38  9.69  9.38 
 Reading Score Mean  .41  .29  .38  .35  .22  .29  .41  .38  .95  .55 
 Reading Score SD  .63  .70  .79  .79  .78  .77  .78  .72  .58  .90 
 Sample Size  18  36  25  36  19  36  24  36  14  36 

Achievement – Math
 Student Total Score Mean  48.00  48.39  47.68  48.39 49.10  48.39  47.05  48.39  49.33  48.39 
 Student Total Score SD  11.51  9.38  10.00  9.38  10.15  9.38  9.15  9.38  9.39  9.38 
 Math Score Mean  .21  .29  .43  .34  .11  .44  .05  .17  .45  .14 
 Math Score SD  .74  .87  .88  .93  .99  .94  .69  .71  .81  1.08 
 Sample Size  17  36  25  36  21  36  21  36  15  36 

Grade Point Average
 Student Total Score Mean  49.25  —  48.78  —  47.81  —  48.35  —  47.65  — 
 Student Total Score SD  9.81  —  10.47  —  10.40  —  10.48  —  9.26  — 
 Grade Point Average Mean  3.53  —  3.52  —  3.54  —  3.49  —  3.60  — 
 Grade Point Average SD  .37  —  .46  —  .41  —  .52  —  .44  — 
 Sample Size  24  —  23  —  26  —  26  —  26  — 

Days Late/Tardy
 Student Total Score Mean  48.00  —  48.43  —  48.43  —  48.59  —  48.07  — 
 Student Total Score SD  9.16  —  9.68  —  9.68  —  9.78  —  9.14  — 
 Days Mean  1.60  —  1.06  —  1.37  —  1.82  —  2.19  — 
 Days SD  2.24  —  1.95  —  2.79  —  2.85  —  2.90  — 
 Sample Size  35  —  35  —  35  —  34  —  27  — 

Days Absent
 Student Total Score Mean  48.47  —  48.43  —  48.43  —  48.59  —  48.07  — 
 Student Total Score SD  9.46  —  9.68  —  9.68  —  9.78  —  9.14  — 
 Days Mean  5.43  —  5.80  —  5.39  —  5.16  —  6.52  — 
 Days SD  4.44  —  5.35  —  4.69  —  4.82  —  8.00  — 
 Sample Size  36  —  35  —  35  —  34  —  27  — 

Note. For the analyses using imputed reading and math achievement scores, the samples remain constant across all years. As a result, the mean and 
standard deviation for the Total Score remain constant across each year of study. For the analyses using actual scores that were obtained on each 
outcome variable, the samples vary across years, resulting in Total Score means and standard deviations that are different for each year of study.

Table 3.22  Correlations Between BESS Teacher Total Score and School Performance Measures

Year 0 Year 1 Year 2 Year 3 Year 4
 Performance Measure Actual Imputed Actual Imputed Actual Imputed Actual Imputed Actual Imputed
Achievement – Reading –.28 –.38* –.42* –.43* –.43* –.49* –.26 –.34* –.38* –.42* 

Achievement – Math –.52* –.38* –.42* –.41* –.35* –.39* –.19 –.24 –.25 –.24 

Grade Point Average –.56* — –.46* — –.65* — –.47* — –.47* — 

Days Late/Tardy .18 — .27* — .03 — .11 — .21 — 

Days Absent .02 — –.05 — –.04 — –.02 — –.10 — 
* p < .05.
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Table 3.23  Correlations Between BESS Student Total Score and School Performance Measures

Year 0 Year 1 Year 2 Year 3 Year 4
 Performance Measure Actual Imputed Actual Imputed Actual Imputed Actual Imputed Actual Imputed
Achievement – Reading –.31 –.30 –.45* –.28 –.14 –.26 –.34 –.18 –.43 –.20

Achievement – Math –.29 –.36* –.63* –.41* –.32 –.35* –.38 –.18 .10 –.17

Grade Point Average –.57* — –.68* — –.66* — –.49* — –.55* — 

Days Late/Tardy .47* — .26 — .13 — –.09 — .36 — 

Days Absent –.04 — .05 — .05 — .11 — -.14 — 

* p < .05.

Results are presented for both the actual and imputed reading and math achievement scores 
(imputations were not made for grade point average, days absent, or days late/tardy)  The Total 
Scores from the Teacher Form was significantly related to both reading and math achievement 
test scores  As expected, the magnitude of correlations based on the actual data varied widely, in 
part due to small sample sizes for some of the comparisons  Results based on the imputed samples, 
however, indicate a relatively stable pattern of correlations for the Teacher Form across both 
reading and math achievement, except Years 3 and 4 for the Teacher Form–math achievement 
correlations 

The Student Form demonstrated a stronger relationship with math achievement than with 
reading, and was predictive only through Year 2  Both the Teacher and Student forms were 
shown to predict grade point average for each year of the study  There were no meaningful 
relationships found with either measure of attendance (days late/tardy or days absent); a review of 
the scatterplots of the two significant correlations obtained with the Teacher and Student Forms 
and days late/tardy revealed that a single case in each tended to inflate the obtained correlations, 
resulting in spuriously high correlations  As a result, these significant correlations should be 
interpreted with caution 

Overall, the results from this study indicate that the Teacher and Student Forms are predictive of 
academic performance for up to 4 years after their completion  Although sample sizes were limited 
for some of the comparisons made, evidence from the imputed score analyses in the reading and 
math achievement samples indicates relatively stable relationships across time and academic area 
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