HS;f*”“ AC HOMELAND SECURITY Working Paper

OPERATIONAL ANALYSIS CENTER

An FFRDC operated by the RAND Corporation under contract with DHS

PAULINE MOORE, JENNIFER T. LESCHITZ, BRIAN A. JACKSON, MELISSA KAY DILIBERTI,
IVY TODD, SOPHIA BOKAIE

—nsuring the Continuous
mprovement of
Sehavioral Threat
Assessment and
Management Programs
Over Time

Improving Behavioral Threat Assessment and
Management Implementation in K-12 Schools—Part 5

WR-A3658-5
December 2025
Prepared for the United States Secret Service/National Threat Assessment Center

RAND working papers are intended to share researchers’ latest findings and to solicit informal peer review. They have
been approved for circulation by the Homeland Security Operational Analysis Center (HSOAC), an FFRDC operated by
the RAND Corporation under contract with the Department of Homeland Security.


https://www.rand.org/pubs/working_papers/WRA3658-5.html
https://www.rand.org/hsrd/hsoac.html

This research was published in 2025.
Approved for public release; distribution is unlimited.

For more information on this publication, visit www.rand.org/t/ WRA3658-5.


http://www.rand.org/t/WRA3658-5

About This Working Paper

This paper documents one component of a research effort on the implementation of
behavioral threat assessment and management (BTAM) in kindergarten — 12 grade (K-12)
schools in the United States. By bringing together information from the research and policy
literature, the results of a national representative survey of K-12 principals, and interviews with a
sample of those survey respondents to more deeply explore how their schools implement BTAM,
the effort is designed to inform strengthening of school violence prevention efforts across the
nation. These findings should be of interest to policy makers at all levels, school officials,
parents and guardians, and community members who are concerned about the prevention of
school violence in a fair and effective way. Papers produced by this project explore different
components of BTAM implementation from building programs initially, identifying and
assessing behaviors of concern, effective interventions to prevent violence, and sustaining and
improving violence prevention programs over time.

This research was sponsored by the United States Secret Service/National Threat Assessment
Center and conducted in the Infrastructure, Immigration, & Security Operations Program of the
RAND Homeland Security Research Division (HSRD), which operates the Homeland Security
Operational Analysis Center (HSOAC).

About the Homeland Security Operational Analysis Center

The Homeland Security Act of 2002 (Public Law 107-296, § 305, as codified at 6
U.S.C. § 185) authorizes the Secretary of Homeland Security, acting through the Under Secretary
for Science and Technology, to establish one or more federally funded research and development
centers (FFRDCs) to provide independent analysis of homeland security issues. RAND operates
the Homeland Security Operational Analysis Center (HSOAC) as an FFRDC for the U.S.
Department of Homeland Security (DHS) under contract 70RSAT22D00000001.

The HSOAC FFRDC provides the government with independent and objective analyses and
advice in core areas important to the department in support of policy development, decision
making, alternative approaches, and new ideas on issues of significance. HSOAC also works
with and supports other federal, state, local, tribal, and public- and private-sector organizations
that make up the homeland security enterprise. HSOAC’s research is undertaken by mutual
consent with DHS and organized as a set of discrete tasks. This report presents the results of
research and analysis conducted under 70US0924F1DHS2132, Behavioral Threat Assessment
and Management Implementation Research. The results presented in this report do not
necessarily reflect official DHS opinion or policy.

For more information on HSRD, see www.rand.org/hsrd.
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Summary

As schools strive to ensure the safety and well-being of their communities, effective
Behavioral Threat Assessment and Management (BTAM) programs play a pivotal role.! To
effectively prevent violence and foster positive school climates, it is crucial that BTAM teams
not only implement initial best practices but also commit to ongoing, intentional efforts to
evaluate, adapt, and refine their approaches over time. The following key takeaways outline
essential steps that schools should take to set themselves up for the continuous improvement of
their BTAM programs, ensuring that these systems remain effective, fair, and responsive to
emerging challenges.

e [Establish clear, collaboratively defined outcomes and measurable indicators of
success at the outset of the design and implementation of a BTAM program,
engaging BTAM team members and broader stakeholders to align goals and guide
ongoing evaluation. Schools should rely on a collaborative process to set both individual
and school-wide objectives, involving multidisciplinary team members and, when
possible, parents and community partners. Articulating specific, relevant indicators—
such as improvements in academic achievement, reductions in disciplinary referrals, or
enhanced school climate—provides a foundation for systematic progress monitoring and
informed decision making.

e Integrate BTAM with existing school behavioral management frameworks and
processes, such as PBIS or MTSS, to maximize resources, streamline practices, and
promote consistency across student support systems. Early alignment with other
school-based behavior management teams helps clarify roles, prevent duplication of
efforts, and ensure that BTAM operates as part of a holistic approach to student safety
and well-being. This integration allows for coordinated case management, shared data
systems, and a unified strategy for addressing behavioral concerns. To support
continuous quality improvement of their overarching behavior management system,
schools should regularly—at least annually—review how BTAM integrates with other
behavioral management frameworks, assessing the effectiveness of collaboration, data
sharing, and case management to identify opportunities for further alignment and
enhancement of the overall system.

e Prioritize robust, ongoing training and capacity building for BTAM teams, ensuring
members continuously possess multidisciplinary expertise and to avoid
discontinuities caused by staff turnover. Continuous, high-quality training keeps teams
knowledgeable about current guidance and facilitates onboarding of new staff, addressing
gaps in expertise. Building professional networks—internally and with external
partners—supports knowledge sharing, mentoring, the dissemination of innovations, and

! The definition of BTAM used by the U.S. Secret Service’s National Threat Assessment Center is: “A behavioral
threat assessment is a proactive approach to identify, assess, and provide appropriate interventions and resources for
students who display a behavior that elicits concern for the safety of themselves or others” (NTAC, 2022).



staying up to speed on best practices, all of which are particularly valuable for rural or
resource-constrained schools. Embedding regular evaluation of training effectiveness and
team capacity into the school’s continuous quality improvement processes ensures that
professional development remains responsive to emerging needs and challenges, and that
BTAM teams continuously improve their skills and practices over time. A continuously
maintained training program also ensures new staff are trained in a timely manner when
new members join the BTAM team.

Implement systematic, high-quality data collection and fidelity monitoring, using
validated tools to track both individual and school-wide outcomes and rigorously
assess intervention effectiveness and fairness. Centralized recordkeeping and
scheduled review of data such as reports, referrals to BTAM, case outcomes, and school
climate surveys allow schools to monitor implementation fidelity and identify disparities
in practice. Regular analysis of trends and implementation gaps empowers teams to refine
referral criteria, outreach strategies, and intervention methods.

Regularly review and analyze referral and outcome data, and solicit feedback from
students, staff, families, and community partners to identify gaps, emerging trends,
and areas for improvement in BTAM processes. To support continuous improvement,
teams should schedule periodic meetings (e.g., quarterly) to assess both quantitative data
and qualitative feedback about the BTAM program overall. Mechanisms such as surveys
or focus groups ensure that barriers to reporting, misunderstandings, and opportunities for
increased accessibility are identified and addressed, enabling ongoing relevance and trust
in the BTAM process.

Formally capture and institutionalize program improvements by updating policies,
procedures, manuals, and training materials, ensuring that innovations and lessons
learned translate into sustainable change over time. Schools should document
refinements in BTAM procedure manuals and revisit plans at least biennially to reflect
evolving best practices. By embedding improvements in official infrastructure—such as
operational plans and training curricula—schools avoid regression to outdated practices
and set a foundation for long-term program effectiveness and adaptation to new
challenges.
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Ensuring the Continuous Improvement of Behavioral Threat
Assessment and Management Programs Over Time

Introduction

As part of their efforts to maintain safety, schools seek to identify and respond to students
whose behavior suggests they may pose a threat to themselves or others. While many school
initiatives and programs contribute to meeting this goal, BTAM is a broadly adopted approach
across K-12 schools specifically designed to do so.? Indeed, in a national survey of K-12 school
principals fielded in January 2025, more than 80 percent of principals said their school had a
BTAM team; the majority of those who indicated their school did not have a BTAM team
confirmed that they had a team that performed the same function as a BTAM team (Diliberti et
al., 2025).°

At the center of the BTAM approach is a multidisciplinary team (MDT) of school and
supporting professionals who

1. serve as the referral point for students whose behavior raises concerns about whether they
pose a threat of violence;
2. have the knowledge and skills to perform a rigorous threat assessment to make a
judgment about the appropriate level of concern a student poses;
3. have the knowledge and resources to develop and implement an intervention and support
plan to protect the school community and respond to student needs; and
4. monitor the progress of students over the course of an intervention plan to ensure that the
support effort is successfully meeting its goals, and make adjustments when needed.
Since BTAM has been a prominent K-12 school and community-wide safety strategy for
some time, a variety of models and approaches exist across government, academic research,
professional, and school consulting organizations. Available models range from overarching
frameworks that define the key elements of BTAM through detailed protocols and processes that
support implementation of specific approaches, to more loosely-defined models that allow for
adaptation based on contextual and other needs.
While at some schools BTAM may be a standalone element of school safety efforts, in others
a BTAM MDT may be one team among a number of teams focused on responding to student

2 The definition of BTAM used by the U.S. Secret Service’s National Threat Assessment Center is: “A behavioral
threat assessment is a proactive approach to identify, assess, and provide appropriate interventions and resources for
students who display a behavior that elicits concern for the safety of themselves or others” (NTAC, 2022).

3 This paper uses selected survey results relevant to the specific topic of this discussion, cited throughout this
document as (Diliberti et al., 2025). Complete results from the survey are reported in Diliberti, et al.,2025.



behavioral concerns at school.* For example, the types of situations and concerns to which
BTAM is designed to respond have much in common with the most serious student behavioral
concerns that broader systems like positive behavioral interventions and supports (PBIS) or other
multitiered systems of support (MTSS) are also designed to address. As a result, some schools
implement BTAM in coordination with other school teams and behavioral management systems,
rather than as a standalone process. Other schools assign BTAM as a distinct function of an
existing team that addresses other student social, emotional, and behavioral needs. In all cases,
the fundamental goals of these teams are the same: identify students needing intervention; collect
information and data that can guide decisions on what to do; implement interventions and
supports; and ensure that the management plan is successful. In short, BTAM can help support
the implementation of other behavior management programs at K-12 schools by offering
enhanced processes and procedures specifically when it comes to intensive interventions. The
integration of these various frameworks ultimately provides a number of advantages, including
streamlining systems and processes; making efficient use of resources; strengthening
communication and collaboration between school personnel; and providing comprehensive
strategies to prevent violence and support students (NTAC and Center on PBIS, 2025).

This paper is the fifth in a series of publications developed to support the effective
implementation of BTAM as a violence prevention practice in K-12 schools, focusing
specifically on the overall functioning of a school’s BTAM program and improving its
effectiveness over time.> The series draws on the practitioner and research literature, the results
of a national survey of K-12 school principals about violence prevention in their schools, and
interviews with a sample of K-12 principals involved in BTAM efforts.® Papers in the series
include:

1. Building Effective Multidisciplinary Behavioral Threat Assessment and Management
Teams (WR-A3658-1)

4 Varied models for multi-tiered, flexible support to meet students’ needs and respond to behavioral and other
concerns have arisen across many fields, including school psychology, special education, social work, and
psychiatry. Different models have their own names and acronyms including Response to Intervention (RtI), PBIS,
social and emotional learning (SEL), and multiple models for school-based delivery of mental health. Most of these
different models also rely on MDTs of practitioners with knowledge from different fields and access to different
types of resources to assess needs, make intervention decisions, and manage those interventions (see discussion in
Bohanon, Love, and Morrissey, 2021). Similar approaches have been adopted in responding to crime victims (e.g.,
responding to child and elder abuse, or human trafficking) and justice involved individuals (e.g., MDTs to manage
service delivery in juvenile justice systems). In this broader context, BTAM can be understood as the contribution of
the public safety field to the school-focused family of MDT based, tiered interventions to respond to individual
needs while also remaining cognizant of the needs of the school community more broadly.

3 This paper series focuses on BTAM implementation at the level of K-12 schools and school districts. Although the
papers make reference to and cite BTAM models and frameworks developed by federal government agencies that
are available to schools, they do not include a review of how federal law or policy, or any changes therein, might
affect BTAM implementation at K-12 schools.

®Fora comprehensive description of the research methods and data that provide the foundation for this paper,
please see our Technical Annex (WR-A3658-6).



2. Implementing Effective Reporting Programs for K-12 School Safety Efforts (WR-A3658-
2)

3. Best Practices for Rigorous and Fair Behavioral Threat Assessment in K-12 Schools
(WR-A3658-3)

4. Building Strong Threat Management, Intervention and Support Systems for K-12 School
Safety (WR-A3658-4)

5. Ensuring the Continuous Improvement of Behavioral Threat Assessment and
Management Programs Over Time (this paper, WR-A3658-5)

A common Technical Annex (WR-A3658-6) with details about the methods used in this broader
project supports all of these papers.

What Is Required for BTAM Programs to Effectively Monitor Their Overall
Performance to Ensure They Continuously Improve Their Protection of
School Communities?

Although the immediate goal of follow-up and monitoring in BTAM is to ensure that
interventions are effectively addressing the needs of at-risk students (as described in the previous
paper in this series”), robust follow-up practices can also yield broader benefits for a school’s or
district’s overall BTAM program. Building systems and processes into programs like BTAM that
support improving the program overall over time are critical, as even well-operating programs
usually have opportunities to improve their effectiveness, efficiency, or consistency. Teams
should therefore identify elements of their BTAM program that are working well, and dedicate
intentional effort to identifying opportunities and steps to improve.

While continuous improvement efforts must be intentional, they can often be supported by
information that the BTAM team collects and already uses. For example, some schools may
already gather data to track the fidelity and outcomes of individual student-level threat
management plans; these data can be aggregated to help evaluate and refine BTAM practices at
the school or district level, and to understand whether BTAM is leading to improved school-wide
outcomes, such as a positive school climate. Regular training for BTAM team members will
keep expertise current, and consistently inventorying available supports—those available both at
school and in the wider community—will help ensure that BTAM teams are selecting from an
up-to-date list of interventions to meet student needs. In short, attention to continuous
improvement can lead to the effective, consistent, and fair performance of school BTAM
programs, insofar as it ensures that schools have the tools they need; that they use them
appropriately; and that tools lead to intended outcomes across similar cases. As a reminder, the
ingredients needed to establish effective BTAM systems and ensure their sustainability and
continuous improvement consist of:

7 Building Strong Threat Management, Intervention, and Support Systems for K—12 School Safety, WR-A3658-4.



1. People: teams need members to support the long-term operation and continued
improvement of school BTAM programs and efforts. Since staff turnover is common at
K-12 schools, maintaining a program to train new members as they are added to the team
is essential.

2. Expertise: teams need multidisciplinary members with a range of professional expertise
(e.g., administration, mental health, law enforcement, instruction) to assess a range of
data and tailor interventions to meet student needs. In the case of BTAM team member
turn over, schools should ensure that multidisciplinary expertise is maintained. See the
specific paper in this series discussing team formation for more detail on BTAM teams.®

3. Policies: teams need clarity about intervention options; planning, delivering, and
documenting services; and monitoring outcomes, as highlighted in the companion paper
on intervention and threat management.” Maintaining policies to record and track cases
referred to the BTAM team will help ensure the longer-term success and continuous
improvement of BTAM programs.

4. Processes: teams need processes for monitoring the implementation of intervention plans
and individual student outcomes. Processes to aggregate individual student-level data to
understand school-level outcomes and progress can help ensure BTAM is working as
intended and leading to positive outcomes.

5. Infrastructure: teams need access to relevant data tracking software and systems as well
as schoolwide surveys to facilitate case management over time. Structured data collection
tools and data systems can help to ensure relevant information is collected and tracked to
support schoolwide BTAM efforts.

6. Resources: teams need access to training to ensure they are up to date on BTAM best
practices, and that BTAM works to create positive outcomes for the school as a whole.

What Do We Know That Can Help Schools Continuously Improve Their
BTAM Programs?

This paper focuses on the continuous improvement of BTAM programs. It emphasizes the
need for schools to seek out opportunities to improve their programs over time in the interest of
preventing violence and contributing to more positive climates in K—12 schools.

Box 1. What is Continuous Improvement?

Continuous improvement is a proactive, ongoing process for learning and adapting. It helps schools identify what’s
working well, spot challenges, test changes, and use data to refine practices over time. A strong improvement
system keeps BTAM services effective and accessible while ensuring that resources are used wisely and
strategies to address concerning behavior truly meet student and school needs, including ensuring safety (Child
Welfare Information Gateway, undated).

Research suggests that school- and district-level practices like data system management and
providing access to relevant data, coaching, training, and leadership buy-in, among many others,

8 Building Effective Multidisciplinary Behavioral Threat Assessment and Management Teams, WR-A3658-1.
? Building Strong Threat Management, Intervention, and Support Systems for K-12 School Safety, WR-A3658-4.



influence school implementation of behavior management systems similar to BTAM (George et
al., 2018). As in the companion papers, the next sections of this paper bring together information
from (a) existing BTAM models and guidance; (b) academic studies of BTAM and violence
prevention efforts at K—12 schools; (c) selected findings from our national survey of principals
on BTAM use and practices; and (d) information from in-depth interviews with school leaders to
discuss how schools can continuously improve their BTAM programs. We supplement this
discussion with key findings and lessons from the much deeper academic and practitioner
literature on other behavioral management systems and multidisciplinary teams that manage
complex intervention.

Defining Outcomes to Understand if BTAM is “Working”

Defining clear and measurable outcomes is essential for schools to effectively evaluate the
success of their overall BTAM program and guide continuous improvement efforts. Ideally,
outcomes and associated indicators will be established through a collaborative process that
gathers input from multidisciplinary BTAM team members (as well as broader audiences, such
as parents), to ensure that all team members share a common understanding of the goals and
desired impacts of the program overall (Nishioka et al., 2017). One standard that addresses
BTAM implementation, the ASIS school security standard recommends that schools “review ...
educational, service, and disciplinary outcomes for students who received a threat assessment to
assess fairness” and to “review case outcomes from other organizations and external incidents
relevant to the work fo the BTAM program” (ASIS, 2025, p. 84). Outcomes and indicators
should reflect both individual student progress—such as improvements in academic achievement
or increases in social-emotional competence for those students who have been through the
BTAM process—as well as broader school-wide trends that could be tied to BTAM
implementation, such as decreases in office discipline referrals and suspensions for the
population of students who have been referred to BTAM, or even improvements in school
climate or staff collaboration related to behavioral issues (Center on PBIS, 2020; Scherer &
Ingle, 2020; Bambara et al., 2015).

As the sections below will show, regular use of school- and district-level data—such as
information gathered through school climate and safety surveys that ask specifically about
BTAM, or attendance data and academic records for students who have been referred to
BTAM—enables teams to monitor progress at the individual student level as well as more
aggregately at the program and school level. By way of a feedback loop, such data can also help
assess the fidelity of program implementation, and enable informed decision-making about
needed adaptations and improvements (Chafouleas et al., 2021; Goodrum et al., 2017).
Importantly, schools should apply repeatable progress monitoring measures to every student case
to maximize efficiency and ensure that progress monitoring is of actual value to the BTAM team
and other school staff (Chafouleas et al., 2021). Efficient and transparent progress monitoring



supports ongoing reflection and adjustment, ensuring that the system overall is responsive to the
needs of the school community and is leading to intended fair outcomes (Lane et al., 2019).

Our interviews indicated that a significant number of schools are likely not formally assessing the effectiveness
and impact of their BTAM programs. Many noted that they rely on informal measures, such as staff perceptions, or
the absence of major incidents, rather than formal evaluation:

o “We do not formally assess the impact of BTAM, and take a more informal approach. Specifically, we assess
based on ‘we have the necessary documentation,’ or ‘staff feel safer,” or ‘parents understand the process.’
That alone is good for our building and our district.”

That said, a number of principals did express desire to see more formalized and systematic evaluation of BTAM to
better inform decision-making:

e “We would love to formalize our systems, and have clear data collection processes that are pervasive, so
that we’re coherent in collecting the data necessary to make informed decisions. This is true from both a
preventative and intervention standpoint.”

Measuring Implementation Fidelity to Track How BTAM Programs are Working

Implementation fidelity at the program level refers to whether a school’s overall BTAM
program—its structure, processes, and resources—is operating as intended and aligned with
recognized standards. While relatively few formal BTAM models include explicit tools for
measuring implementation fidelity, there are some exceptions. For example, the Comprehensive
School Threat Assessment Guidelines (CSTAG) (Cornell, 2018, Appendix A) includes an
internal fidelity evaluation (including a fidelity scoring rubric) based on interviews with multiple
BTAM team members. Other models emphasize the importance of implementing the BTAM
process with fidelity, though do not include specific guidance for ensuring fidelity (e.g., State of
South Carolina, 2023; PA COCD, 2022). Some require a review of the program to ensure that a
program’s implementation aligns with standards (though fall short of explicitly referring to
implementation fidelity). The National Association for Behavioral Intervention and Threat
Assessment (NABITA) standards for K-12 BTAM programs, for instance, require that “Every
two years, the BTAM structure and process are reviewed, either internally or externally, to
examine alignment with industry standards, including a thorough audit of human, fiscal, and
technological resources” (NABITA, 2024, p. 11). Support for implementation fidelity has also
been a focus of school districts or even state-level school safety agencies (for example, the State
of Washington defined its approach based on the Salem-Keizer model, described in Mueller,
2021).

Measurement of system-level fidelity is well developed in other student behavioral
management systems, such as MTSS, PBIS, and related tiered behavior systems in K—12
schools. This literature emphasizes establishing criteria to: (1) assess if programs are being
implemented correctly; (2) ensure fidelity measurement is valid but also efficient (so that it does
not detract time and energy from actual program implementation); and (3) measure fidelity in
ways that are reliable and repeatable. Assessing fidelity of implementation with validated tools



can help guide team decisions about training needs, coaching, and resource sharing (Morris &
Feinberg, 2022). Since many of the aforementioned concerns (correct program implementation,
efficient fidelity measurement, and repeatable fidelity measurement) also apply to BTAM, many
of the tools that already exist to measure system implementation fidelity can be adapted to
BTAM. These include:

e the Tiered Fidelity Inventory (TFI, www.pbis.org)
e the School Mental Health Quality Assessment-School Version (SMHQA-School,
www.theSHAPEsystem.com)

The District Systems Fidelity Implementation (DSFI) tool is another validated tool used to
measure assessment and progress monitoring of PBIS programs at the district level (Center on
PBIS, 2023; Kittleman et al. 2023). It supports continuous improvement efforts by helping
districts identify areas for improvement and plan action steps to address these areas, focusing on
outcomes such as strong leadership; stakeholder engagement; funding and alignment; policy
development; workforce capacity; training; and other areas (Center on PBIS, 2023).

At the most granular level, fidelity measurement can focus on whether interventions for
individual students are being implemented as planned. For example, Splett et al. (2019)
developed an implementation fidelity assessment tool for their multi-tier behavior management
system that integrates PBIS and mental health. Their framework incorporates system-level tools
like TFI, but also zeroes in on the role of teams (including the participation of individuals from
outside the school); training for both school and outside community partners; family and youth
involvement; and specifics about the process of selecting interventions and monitoring
intervention plans (i.e., using data and decision rules to select interventions, measurable goals for
progress, adherence to dosages for different interventions, monitoring that interventions are
being implemented with fidelity, and regular progress monitoring). This approach also examines
program-wide fairness by monitoring whether outcomes and implementation quality are
consistent across students from different backgrounds, as well as whether sufficient interventions
are available to meet diverse needs.

Box 2. Do BTAM teams define measurable goals for interventions?

Though we did not ask about their overall BTAM program’s goals and metrics, we did ask the principals who
participated in our nationally representative survey whether the behavior management plans that their BTAM team
develops include measurable goals or thresholds for student behavior and progress that inform monitoring and
decisions about changes to the management plan. A slight majority of schools (61 percent) said that their BTAM
teams build measurable goals into student management plans. Principals of all different types of schools—
elementary schools, secondary schools, urban schools, rural schools, etc.—were equally likely to say that their BTAM
teams had measurable goals that inform monitoring and decisions about changes to the management plan. There
was one exception: principals of schools in large districts (those serving 10,000 or more students) were more likely
than their peers in smaller districts to say they had measurable goals (66 versus 57 percent, respectively).

SOURCE: Diliberti et al., 2025.
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Tracking and Analyzing Data to Improve BTAM Programs

While the primary focus of follow-up and monitoring should be to ensure that assigned
interventions and supports are effectively protecting the school by meeting the needs of the
student at risk of harm, strengthening data collection and monitoring could have broader benefits
that impact overall BTAM efforts at the school or even district level. Identifying data trends,
watching for systematic shortfalls, or looking for situations where the BTAM team attempted to
use different intervention options—but they were not available or were unsuccessful—can be a
key part of identifying problems or opportunities for improvement.

Recommended Data Elements

The standards for K-12 BTAM published by NABITA suggest tracking “aggregate, de-
identified demographic data of the referral source and the referred individual, presenting issues
of referrals, the percentage of cases referred at each risk level, common interventions or actions,
[training for] BTAM officials, and BTAM accomplishments” (NABITA, 2024, p. 11). They also
emphasize that data be publicly reported in addition to being used by the BTAM team itself.
Some BTAM models provide specific guidance to schools about the types of data that could be
collected and used to track performance metrics. The model published by the Pennsylvania
Commission on Crime and Delinquency stands out in this regard, stating:

School entities should identify metrics and goals to determine how effective the
threat assessment process is and whether any unintended consequences or
harm(s] have occurred as a result of these procedures. These goals and measures
... should be reviewed frequently by the Threat Assessment Team(s), school
administrators, and community members. For instance, school entities could
track the number of threat assessment cases initiated and completed by grade;
source(s) of concern (i.e., reporter type); the student-level outcomes (referral,
intervention); characteristics of students referred to Threat Assessment Team vs.
other school-based interventions (i.e., race/ethnicity, disability status, etc.);
timeliness of assessment; training needs and outcomes for students,
faculty/staff, and others; and other measures that can indicate whether protocols

are being implemented with fidelity. (PA COCD, 2022, p. 33, emphasis in
original)

Organizing Data

Accurate record keeping is also essential for schools to justify their threat assessment and
management decisions (for example, see discussion in Colorado School Safety Center, 2021) and
access external support when needed. High-quality documentation enables BTAM teams to
assess the severity of issues, identify trends, evaluate prevention strategies, and guide additional
training or support (Louvar Reeves & Brock, 2018). Records should be centralized at the level of
the school (and school district where appropriate) and include incident logs, assessment reports,
action plans, and detailed documentation of each case—such as dates, involved parties,
behaviors, and preserved evidence (e.g., emails, text messages). NABITA’s guidance for K-12
BTAM programs further specify that “Data from the BTAM electronic recordkeeping system is



analyzed to report trends on a semesterly and/or annual basis. Reporting should generally
identify trends in referrals, gaps in BTAM training, and education opportunities for the school or
district community” (NABITA, 2024, p. 11). School- and district-level BTAM teams should take
the lead in compiling and keeping this information in a centralized location for easy future
reference. Various school safety-specific software exists for schools to record and track this type
of information.

Using Data to Evaluate Fairness, Effectiveness, and Outcomes

The data collected to assess student progress against a specific behavior management plan
developed by a BTAM team can also help assess the effectiveness of school- or district-wide
BTAM programs, and ultimately improve them. As noted previously, schools will be interested
in a variety of outcome measures, all of which can help gauge the impact of a BTAM program. A
key question for K—12 schools implementing BTAM, for instance, is whether such programs
yield fair outcomes for their students (Cornell & Maeng, 2024; ASIS, 2025). This can involve
comparing the types of interventions and the quality of outcomes across different groups of
students versus the population as a whole. For example, are students with similar needs who
come from different groups (e.g., from lower income families versus wealthier ones) able to
receive similar intervention programs? Are these students from different backgrounds as likely to
experience positive outcomes following intervention? If there are differences across groups (e.g.,
students from lower income families are less likely to complete all counseling appointments
because of cost or transportation issues), these disparities point to effectiveness shortfalls the
BTAM program needs to take on and resolve. Systematically collecting and maintaining data on
the number of students receiving specific interventions, the extent to which interventions are
being implemented as intended, and on their effectiveness in individual cases can help answer
some of these questions and provide schools with insight into how their efforts can be improved.

In interviews, some K-12 principals described how their schools track and report data on BTAM activity, such as
the number of referrals a team receives, outcomes of cases, and overall trends. This data tracking is part of
annual or periodic reports to school boards, the school district, or state agencies:

e “Annually, | give a report to the school board on a list of topics, safety-related threat assessment being one
of them. I'll talk about the number of times we used our threat assessment process, the number of founded
versus unfounded threats, and anything else that might be pertinent.”

¢ “| think the one big thing schools have gotten really good at over the last ten years, is that we track
everything. We are tracking discipline data, academic data, attendance data. On every platform that we use,
| can’t open it without some kind of dashboard popping up and showing me trends and pictures and graphs.”



Box 3. How many schools are engaged in practices aimed at continuous improvement of their
BTAM programs?

To understand the degree to which schools’ BTAM teams are engaged in review and reflection activities focused
on continuous improvement, we asked principals in our nationally representative survey which, if any, of 10
activities are part of how their BTAM team operates. Principals were asked to select all that apply.

As shown in Figure 1, less than half (often much less than half) of principals reported that their schools’ BTAM
team engaged in the activities we talked about, though 87 percent of schools reported that they engaged in at
least one. The most common activity in which schools engaged is conducting after-action reviews of individual
cases: 48 percent of principals said their schools’ BTAM teams do this. At the other end of the spectrum, only 17
percent of schools said they collect and analyze data on student outcomes for different student populations to
assess the fairness of their BTAM efforts.

Figure 1. Percentage of school BTAM teams indicating they execute various review and
reflection processes as part of BTAM
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School- and district-wide data on disciplinary and law enforcement actions can also help
school and district leaders gauge the extent to which their BTAM teams are implementing
specific actions (e.g., suspensions, school placement changes, arrests, etc.) fairly from case to
case (Cornell & Maeng, 2024). One goal of BTAM efforts is to reduce the use of exclusionary
discipline while still maintaining student and staff safety. If reductions in actions like suspension
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vary across students who otherwise appear similar based on their behavior and assessed risk
levels (e.g., across different high schools), the school or district may need to address issues
related to fairness. Schools can and should also evaluate how they are using other types of
interventions, specifically supportive interventions like mental health referrals; the evaluation of
specific interventions should address the progress of individual students as well as schoolwide
trends to understand their impact on prevention systems more holistically (Bambara et al., 2015).

In sum, keeping accurate and up to date records on BTAM processes and engaging in
targeted data analysis can help schools support at-risk students while also ensuring that they are
implementing efforts fairly and evenly across the student population. Making this data and
relevant findings transparent and accessible to other behavioral management teams at school—
such as MTSS teams—also fosters shared understanding and responsive action (Lane et al.,
2019). Clear frameworks and tools—such as centralized incident databases, fidelity inventories,
staff and climate surveys, and regularly scheduled assessments—will further support robust
evaluation and data-informed action planning (Nishioka et al., 2017; Chafouleas et al., 2021,
Bambara et al., 2015; Center on PBIS, 2020).

Using School-Wide Surveys to Track the Impact of BTAM Programs

Determining how to assess the effectiveness of a behavioral threat assessment program can
be challenging, given the difficulty inherent in measuring prevention (such as proving that an
incident was avoided due to the team’s actions). Instead, schools can use indirect indicators to
gauge success. One approach is to conduct regular school safety and climate surveys to capture
perceptions of safety among students, staff, and parents, or perceptions of increased
connectedness at school (Modzeleski & Randazzo, 2018). Comparing survey results from before
and after the implementation of a threat assessment team over several years and then
implementing such surveys continuously over the longer time, can offer valuable insights that
complement actual data on violent incidents and threats within the school (Knoff, 2012;
Modzeleski & Randazzo, 2018; Center on PBIS, 2020). Such surveys can be useful for
understanding both the intended and unintended effects of BTAM (Goodrum et al., 2017). In the
past, data from statewide school climate surveys has been used to show that students in schools
that have implemented BTAM programs as part of broader school safety efforts report lower
levels of aggressive behavior and higher perceptions of fairness in school discipline policies in
such surveys (Nekvasil & Cornell, 2015).

Some principals who participated in interviews described how their school used surveys of staff, students, and
parents to assess school climate, safety, and the effectiveness of BTAM and related processes:

e “Annual parent, student, and staff climate surveys that are required by the state help monitor school climate
and evaluate behavior management and school safety efforts.”

o “We assess [the effectiveness of our BTAM program] by surveying staff about what we could do better, and
what we’re doing well.”
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Training and Building Buy-In to Support Continuous Improvement

Ongoing training and capacity building are essential components for sustaining high-quality
BTAM programs. In fact, studies show that school administrators and other school staff
including psychologists, social workers, and security officers demonstrated increases in
knowledge about BTAM principles following BTAM-specific training, as well as drops in
commitment to exclusionary discipline approaches (Cornell, Gregory, & Fan, 2011). The ASIS
school safety standard, which addresses BTAM implementation, recommends continuous
evaluation of a BTAM program to identify “any training needs for teams or members of the
school community to promote evidence-based threat assessment and management practices
consistent with advancing knowledge and standards in the threat assessment and management
field” (ASIS, 2025, p. 84).

Members of BTAM teams in particular should engage in regular professional development,
beyond just initial onboarding for new members and with an emphasis on continuous learning
opportunities tailored to emerging needs and school priorities. Training can vary to include in-
person sessions, book studies, on-demand modules, and coaching, with content aligned to best
practices and performance indicators used in the sustainment and improvement of other school-
based behavioral management systems, such as MTSS and PBIS. Notably, new leaders at the
school and district level will need to be onboarded as they join BTAM teams and given
opportunities for continued learning and mentorship to ensure a smooth transition and the
continued functioning and improvement of the BTAM program overall (Lane et al., 2019). The
fact that as many as one in ten public school principals left the profession during the 2021-2022
school year suggests that such continuous training opportunities could be important to mitigating
the potentially negative impact of BTAM team leadership changes and ensuring the continued
sustainment and improvement of programs overall (NCES, 2023).1°

Training led by experts (e.g., authors of existing BTAM models and frameworks) can also
create opportunities for members of school or district BTAM teams to establish relationships
with other schools or districts, allowing them to share lessons learned about implementation as
well as continuous improvement. Training opportunities that foster the creation of professional
networks could be especially valuable for rural schools and outlying communities that commonly
experience a scarcity of networking opportunities (see e.g., Robbie et al., 2022).

Full engagement and “buy-in” from leadership, faculty, and families is also critical to the
long-term success of BTAM programs; leadership support and staff buy-in are consistently
identified as foundational for both the successful implementation and sustainability of school-
wide initiatives (see e.g., Stern, et al., 2023; Martinez et al., 2019; MclIntosh et al., 2014, 2016).
A majority of principals who participated in our survey (71 percent) perceived that their school

19 That said, most principals who participated in our survey (63 percent) did not believe that their departure would
negatively impact their school’s BTAM program (Diliberti et al., 2025).
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community is supportive of BTAM as a school safety approach, suggesting that many schools
are already benefitting from strong buy-in.

Strategies for building and maintaining buy-in for school behavioral management programs
include aligning beliefs and mindsets with program principles, increasing the visibility of
program leaders, transparent and frequent communication, connecting initiatives to school or
classroom needs, and recognizing staff contributions (Martinez et al., 2019). Challenges in this
area can arise in larger school settings due to larger staff sizes, greater departmentalization, and
larger student populations (Martinez et al., 2019), making it necessary to intentionally bring key
influencers on board and keep all stakeholders informed and involved in data-sharing and
decision-making processes. On the other hand, larger schools may also have an easier time
gathering buy-in compared to smaller schools, thanks to their increased access to resources and
specialized staff. The biggest problem for large schools, in other words, may be when it comes to
coordinating buy-in from a diverse base of stakeholders.

Building buy-in for BTAM should also extend beyond just outreach to school staff and
engage families as partners, involving them in certain decision-making processes to ensure that
their perspectives are represented during implementation and continuous improvement efforts
(Lane et al. 2019). In essence, fostering genuine buy-in at multiple levels—administrators,
teachers, staff, and families—is essential to promote sustained engagement, adaptability, and
effective continuous improvement of BTAM programs.

Building Practitioner-Researcher Partnerships for the Continuous Improvement of
BTAM Programs

The literature emphasizes the importance of practitioner-researcher partnerships in
supporting the continuous improvement of school behavior management systems. These
partnerships are valued for fostering trusted collaboration between schools and researchers,
focusing team efforts on shared goals such as learning and refinement as implementation
progresses. The outside perspective of a researcher collaborating with a school to assess BTAM
implementation specifically can help in identifying problems or opportunities to improve
performance, unencumbered by assumptions or views that might be commonly accepted across
team members or the school/district staff. Key activities for fostering such relationships include
identifying a researcher with BTAM-specific knowledge and expertise, securing all necessary
permissions for a researcher to conduct research in a school environment, engaging in ongoing
communication, and ensuring that lessons learned are appropriately disseminated (Lane et al.,
2019). One study, for instance, describes how a university provider of BTAM training
maintained clear and consistent communication with K—12 school implementation partners
through the publication of a monthly newsletter that acknowledged schools’ implementation
efforts; provided reminders of activities; and disseminated additional resources and information
(Robbie et al., 2022).
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Practitioner-researcher partnerships are also valuable insofar as they enable schools to
leverage external expertise to inform quality improvement efforts, such as piloting and refining
assessment tools, and ensuring that decision-making is guided by evidence and best practices
(Lane et al., 2019). For instance, studies about the implementation of PBIS in rural schools show
that schools can work with university-based trainers to adapt programming to fit their unique
contexts and respond to specific crises (in this case the COVID-19 pandemic) (Robbie et al.,
2022). Schools that partnered with universities successfully implemented PBIS over time and
also demonstrated increased levels of fidelity. Outside partners can also provide capability for
more intensive continuous improvement programming. Broader school program implementations
have included more extensive continuous improvement programs to support assessment and
innovation for programs similar to BTAM. For example, a learning collaborative model for
school-based multidisciplinary mental health teams showed improvement in team performance
over time when supported by “an orientation webinar, a two-day, in-person learning session,
monthly learning collaborative action period calls, and quarterly virtual learning sessions”
(Bohnenkamp, et al., 2023, p. 137). In short, building these types of partnerships contributes to
the sustainability and effectiveness of behavior management systems as teams benefit from
individualized guidance, research-informed professional development, and opportunities for
reflective data-driven adjustments.

Key Implementation Takeaways

Looking across the literature on BTAM and school-based behavioral management systems
more generally and drawing on the broader knowledge base on program implementation in
schools, there are a number of lessons and best practices that can help schools build continuous
improvement processes within their BTAM programs, creating ongoing cycles of assessment and
refinement to ensure that their programs work well now and get better over time. In crafting
these implementation-specific takeaways, we draw on the implementation science literature,!!
making use of frameworks and approaches from implementation support more broadly to inform
school BTAM programs. We divide these lessons into categories based on which phase or
activity of BTAM they relate to, corresponding to this paper’s four companion papers. In
addition to providing general points related to continuous improvement, we also specify
strategies for the continued improvement of effective BTAM teams; reporting programs; and
threat assessment and management processes.

' Note, some of these sources and approaches build on previous discussion, but some also bring in new,
implementation science specific concepts and sources.
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The Continuous Improvement of Multidisciplinary BTAM Teams and Their Operations

Since a school multidisciplinary BTAM team that receives referrals, carries out threat

assessments, and develops behavior management plans to support students and school safety is at

the core of efficient and effective BTAM functioning,'? ensuring that processes and mechanisms

are in place to support that team, build its member’s capabilities, and contribute to its overall

improvement over time even in the face of staff turnover is critical. Approaches for the

continuous improvement of the BTAM team and how it functions include:

Establish clear, collaborative foundations for the long-term success of BTAM
programs. Successful BTAM implementation begins with the formation of a
multidisciplinary team that includes representatives from relevant school and community
roles. Early collaboration—engaging educators, mental health professionals,
administrators, and, where appropriate, families—ensures that the team’s purpose,
processes, and goals are clearly defined and widely understood. Collaboratively defining
measurable outcomes and indicators of success at the outset—as well as critical baseline
benchmarks to aid with comparison—helps align team members and stakeholders around
shared objectives and provides a roadmap for future evaluation and improvement.

Integrate BTAM with existing school systems to ensure connections and feedback
and improve over time. BTAM teams are often only one of multiple school-based teams
intended to help meet student needs and manage behavioral concerns. Because of the
potential for duplicative efforts and the reality that BTAM processes might benefit from
information and data from those other teams, BTAM should not operate in isolation.
Schools benefit from integrating BTAM with existing behavioral management
frameworks (e.g., PBIS, MTSS) to maximize resources, streamline referrals, and ensure
consistency in supporting students with behavioral concerns. Early alignment with other
teams and systems helps avoid duplication, clarifies roles, and fosters a holistic approach
to student safety and well-being. Maintaining connections and alignment over time means
that the BTAM team will have a flow of information that could help to identify areas to
adjust and improve, and can similarly be a feedback mechanisms for other school teams
seeking to continuously improve their efforts.

Implement robust data collection and fidelity monitoring. Continuous improvement
relies on systematic data collection at both the individual and program levels. BTAM
teams should use validated tools to monitor implementation fidelity, track outcomes, and
assess the effectiveness and fairness of interventions across student groups. Centralized,
high-quality record keeping and regular analysis of data (e.g., incident logs, intervention
outcomes, school climate surveys) enable teams to identify trends, address differences in
BTAM assessments or effectiveness for different populations of students, and make
informed adjustments to BTAM practices.

Use BTAM policies, procedures, and ongoing training to capture and adopt
program improvements. When teams do continuous improvement efforts, the results of

12 See Building Effective Multidisciplinary Behavioral Threat Assessment and Management Teams, WR-A3658-1.
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those efforts need to be captured to ensure that they are not lost — i.e., that practice reverts
to “how it was done before.” The NABITA standards for BTAM teams direct that the
BTAM team’s procedure manual is the way to capture and reflect change and
improvement, with regular reviews (every two years) to drive improvement efforts. Other
sources emphasize capturing innovation in other parts of the BTAM team’s
organizational infrastructure: Lane, et al. (2019) emphasize that behavioral management
teams revise their operating plans at the end of each year “with data-informed decisions
regarding professional learning needs, new or additional ... interventions, needs of
individuals or small groups of students, and new priorities of the school community” (p.
219).

Prioritize ongoing BTAM team training and capacity building. Regular, high-quality
training for BTAM team members is essential to maintain expertise, adapt to emerging
challenges, and onboard new staff or leaders. Training should be continuous, varied in
format, and responsive to the evolving needs of the school community. Building
professional networks—both within and across schools or districts—also supports
knowledge sharing, mentorship, and the dissemination of best practices, which is
especially valuable for schools in rural or resource-limited settings.

Develop and disseminate training and communication efforts about BTAM
specifically for school staff, parents, students, and the broader school community.
For BTAM to be effective, the school community needs to know about the existence of a
school BTAM team and what it does; such knowledge will help improve BTAM’s
contribution to school safety over time. The community and its willingness to engage in
key tasks — e.g., appropriately report concerns about students, who may then be referred
to BTAM — is critical to BTAM effectiveness; therefore, increasing community
willingness to report is part of continuously improving a BTAM program. Community
support also drives participation in other BTAM-related efforts to manage school safety —
e.g., a parent’s willingness to support and implement the interventions a BTAM team
believes are needed for their child. Increasing parent support over time is therefore also a
key component of continuously improving BTAM. Beyond these specific roles provided
as examples, deeper support from the school community — i.e., the belief that BTAM is
an appropriate approach to promoting school safety and is actually helping keep the
school safe — is key to sustaining the resources a BTAM program needs to function and
receive funding, leader focus, and ongoing support required for improvement efforts.

Leverage practitioner-researcher partnership and reflective practices. Partnering
with external researchers or technical assistance providers can enhance BTAM programs
by bringing in evidence-based practices, supporting the piloting and refinement of tools,
and facilitating reflective, data-driven decision-making. Regularly scheduled reviews,
transparent sharing of findings, and the use of school-wide surveys to capture stakeholder
perceptions all contribute to a culture of learning and adaptation, ensuring that BTAM
programs remain effective, fair, and responsive to the needs of the school community. In
general, any local modifications should be appropriate improvements made within the
scope of recommended BTAM or other behavior management systems (e.g., MTSS,
PBIS) best practices, rather than deviations that could compromise program integrity.
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This is true of any adaptations made in response to challenges across all BTAM elements
(reporting programs, threat assessment practices, and threat management practices).

The Continuous Improvement of BTAM Reporting Processes

Reporting programs and mechanisms that provide channels for students, teachers, other

school staff, parents or community members to call the BTAM team’s attention to students

whose behavior raises concern that they may pose a threat to themselves or others are the critical

initial step of the BTAM process: without knowing that a student is having a problem, even the

best assessment and intervention system will be ineffective.!® As a result, seeking to improve the

effectiveness of reporting programs as part of BTAM continuous improvement is a critical

ingredient for strengthening BTAM’s contribution to school safety. Options to do so include:

Regularly review and analyze reporting data to identify gaps and trends. Continuous
improvement relies on systematic collection and analysis of reporting data, including the
number, type, and outcomes of reports, as well as patterns in terms of who is reporting
and what is being reported. Reports of concerns that may eventually end up with a
BTAM team could come through multiple channels, from tip lines to staff reports to
information provided by concerned parents. For BTAM to be most effective, continuous
improvement efforts should seek to ensure that everything that needs to be reported to the
BTAM team is reaching the team, and is doing so in a timely way. Regular BTAM team
meetings to review this data — supported by outreach to school staff to determine if there
are blind spots of behaviors or concerns that aren’t being referred to the BTAM team at
all — can help identify gaps (e.g., underreporting of certain behaviors or by certain
groups). Regular review of data during team meetings can also help identify emerging
trends in the types of concerns reported, and areas where the system may not be
functioning as intended. This data-driven approach enables schools to make informed
adjustments to reporting criteria, outreach strategies, and intervention practices.

Solicit and incorporate feedback from stakeholders. Gathering feedback from
students, staff, parents, and community partners about their experiences with the
reporting process can help identify barriers, misunderstandings, or areas for
improvement. Direct information collected from the people who are intended to use
reporting programs may be the only way to identify problems that limit their
effectiveness: understanding a community member’s decision not to use one of the
available options to report a student whose behavior concerns them is critical for
determining how to improve performance over time. Mechanisms such as surveys, focus
groups, or informal check-ins can provide valuable insights into how the system is
perceived and where it can be made more user-friendly, accessible, or responsive.
Incorporating this feedback into system updates helps ensure the reporting process
remains relevant and trusted.

Adapt policies, training, and communication based on lessons learned. As schools
learn from data and stakeholder feedback, they should be prepared to revise policies,

13 See Implementing Effective Reporting Programs for K-12 School Safety Efforts, WR-A3658-2.
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update training materials, and refine communication strategies to address identified
challenges. Improvements may include clarifying reporting thresholds, improving
documentation procedures, or enhancing outreach to underrepresented groups.
Continuous improvement also means staying informed about new research, best
practices, and technological innovations that can further strengthen the reporting program
over time.

The Continuous Improvement of Threat Assessment Practices

To achieve BTAM’s dual safety and support goals, the behavioral threat assessment
component of the process must be accurate — i.e., it must correctly distinguish cases where there
is a danger to school safety from those where these is no such risk — and it must make
assessments efficiently so that interventions can be implemented rapidly enough to be effective.
The need for accuracy and speed apply both to triaging cases and to the full threat assessment
process itself.!* As a result, it is important for BTAM teams to get better at these key
assessments over time. Options to do so include:

¢ Build assessment and learning into team processes. Mechanisms like after action
reviews of past threat assessment cases and analysis of outcomes across cases are
strategies that teams can use to improve their program over time. While the 2025 survey
of school principals indicated that most BTAM teams include some continuous
improvement processes in their operations, few actually employ a variety of approaches
(Diliberti et al., 2025).

e Track data on BTAM triage of case referrals. For BTAM teams that have significant
caseloads, triage processes to filter cases that are either very low or very high risk may be
important to preserve time and team effort to assess more complicated cases. With that in
mind, it is critical for triage decisions to be correct; mis-triaged cases could compromise
the effectiveness of the BTAM team’s work. Tracking and reviewing triage decisions on
a regular basis should be a part of continuously improving a BTAM program to ensure
that outcomes are not diverting cases improperly.

e Conduct ongoing threat assessment-specific tabletop exercises or training to support
team learning. Finding training modules that keep BTAM team member skills current
and that work well around local school time and resource constraints is important.
Particularly for BTAM teams that do not have a consistent or high case load of threat
assessments to perform, training that includes case studies or tabletop exercise elements
could be critical to keep threat assessment capability fresh for when it is needed.
Research on other types of problem-solving teams has shown “collaborative models”
where teams can interact with other schools and access technical assistance can improve
performance (Bohnenkamp, et al., 2022).

14 See Best Practices for Rigorous and Fair Behavioral Threat Assessment in K-12 Schools, WR-A3658-3.
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¢ Plan for annual reassessment of plans and protocols to capture lessons and new
information. In work on developing problem-solving teams over time, Lane et al. (2020)
emphasized revising plans at the end of each year “with data-informed decisions
regarding professional learning needs, ... [new information on the] needs of individuals
or small groups of students, and new priorities of the school community” (p. 219). In
addition to improving BTAM team performance, lessons from the types of cases that
come to the BTAM team could inform changes in school climate, PBIS/MTSS, or other
efforts to try to address concerns before they rise to the level requiring threat assessment
(e.g., see discussion in Berta, Blonsky & Wogan, 2022).

The Continuous Improvement of Threat Management Practices

Actions taken during the behavioral threat management and monitoring stage of BTAM are
intended to both address the needs of the student who was referred to BTAM, and effectively
protect the larger school community. The potentially wide range of needs that individual students
may exhibit means that threat management is a highly customized process, and therefore one
where tracking what is working and what may need to be improved can be difficult. Continuous
improvement may be a particular challenge for schools with relatively few BTAM cases per
school year, since there will be relatively fewer opportunities to evaluate and assess how well
BTAM intervention efforts are performing.!> That said, a focus on improving behavior
management planning and implementation over time is important both at the individual student
level and for the school overall. Options to do so include:

e Regularly reevaluate and update intervention options and increase delivery
capacity, if needed. Effective intervention requires BTAM teams to have the tools they
need and to be able to access those tools when they need them. Building an intervention
inventory and knowing the requirements for using each option was highlighted in the
companion paper focused on the threat management component of BTAM. Continuous
improvement requires keeping that toolset up to date, assessing the need for additional
intervention options or capacity, and building the connections, programs, or relationships
necessary to obtain what is needed. Twenty-one percent of principals in the 2025 RAND
survey flagged difficulties with “service provider capacity limits for how many students
each can serve” and sixteen percent flagged “problems maintaining connections to
outside service providers for intervention” (Diliberti et al., 2025). That principals flag
these areas as barriers to implementation highlights the importance of this issue to BTAM
continuous improvement efforts.

e Use data from student- and program-level monitoring efforts to determine whether
the interventions being used are working and, if not, what changes are needed. Well-
functioning teams take data on what they are doing and use it to get better over time.
Given that behavior management planning and delivery are where BTAM is designed to
realize the majority of its safety benefits, ensuring interventions are as effective as

15 See Building Strong Threat Management, Intervention, and Support Systems for K—12 School Safety, WR-A3658-
4.
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possible is critical. Interventions are designed to deliver something to the students they
serve: specific counseling, medical treatment, academic or other supports. The first
question to guide continuous improvement is whether programs are actually doing what
they are designed to do. When an intervention is delivered poorly, it should not come as a
surprise that it is not achieving its intended outcome. Second, BTAM teams should
measure and assess if programs are actually resulting in the change they are seeking in a
student (i.e., the change an intervention is designed to bring about). Even if a program is
“doing what it is supposed to be doing,” if the intended outcome is not materializing for a
particular student, there is clearly a problem that should be solved. Without collecting
data on the outcome of interventions, a BTAM team might never know that their
intervention toolbox does not actually have the tools they need for successful behavioral
threat management.

The NABITA standards emphasize the importance of analyzing data to identify issues
with interventions to drive continuous improvement. Other student-focused intervention
systems across social, emotional, behavioral, and mental health issue similar guidance:
for example, in guidance for school mental health teams, Berta, Blonsky, and Wogan
(2022) identify specific elements of a Care Team’s activities that focus on continuous
improvement including “consider[ing] patterns/trends of concern observed within the
referred student population, as well as within the overall school population, discuss[ing]
the need for developing additional services, programs and resources, ... [and]
consider[ing] steps needed to be taken toward development and implementation of
recommended changes” (p. 23). As discussed above, while some principals report that
their BTAM teams are already implementing these sorts of processes to assess and guide
improvement, many are not.

Foster leadership and stakeholder buy-in for the intervention component of the
BTAM process. Maintaining the effectiveness of BTAM intervention programs depends
on sustaining buy-in from students and their families, as well as genuine buy-in from
faculty and staff. Because the families of students who are referred to BTAM are often
key players in ensuring those students receive the support they need, buy-in from families
can be a driver of effectiveness in individual cases and for the BTAM program overall. If
parents won’t help, or actively hinder, a student getting counseling or other supports, the
BTAM team may have few options to get a student what they need. Similarly, since
school staff are a critical part of most BTAM systems when it comes to to monitoring
whether interventions are working, their support for how the team approaches managing
behavior and safety concerns is similarly critical. As a result, the training and
communications elements discussed above with respect to the BTAM team and program
overall may be particularly critical to supporting the behavioral threat management
component of the broader process. Furthermore, where there is skepticism on the part of
families or staff about the appropriateness or effectiveness of the interventions used by
the BTAM team, communication and feedback mechanisms to gather data documenting
those concerns are an important input for continuous improvement.

Family buy-in appears to be a more difficult challenge for current school leaders, relative
to gaining buy-in from faculty and staff. The most commonly reported challenge for
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BTAM programs reported by 30 percent of principals in the 2025 RAND survey was
“parents unwilling to implement or particulate in recommended interventions.” In
contrast, only seven percent reported reductions in staff support for BTAM as a
challenge, and only two percent reported issues around maintaining community support
(Diliberti et al., 2025). A number of principals who participated in interviews also
flagged these issues as serious challenges. These findings suggest that principals and
district leaders should actively champion BTAM, communicate its value, and ensure that
all stakeholders are informed and engaged. Strategies to build and maintain buy-in
include transparent communication, aligning BTAM with school priorities, and involving
families in decision-making processes.
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Abbreviations

AEP
BTAM
COVID-19
CSTAG
DHS
DSFI
HSRD
HSOAC
K-12
MDT
MTSS

NABITA

NCES

PA COCD

PBIS

RtI

SEL
SMHQA-School
TFI

American Educator Panels

Behavioral threat assessment and management

Coronavirus-19 pandemic

Comprehensive School Threat Assessment Guidelines

Department of Homeland Security

District Systems Fidelity Implementation

Homeland Security Research Division

Homeland Security Operational Analysis Center

kindergarten through grade 12

Multidisciplinary team

Multi-tiered Systems of Support

National Association for Behavioral Intervention and Threat
Assessment

National Center for Education Statistics

Pennsylvania Commission on Crime and Delinquency

Positive Behavior Interventions and Supports

Response to intervention

Social and emotional learning

School Mental Health Quality Assessment-School Version

Tiered Fidelity Inventory
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