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Abstract
Students who miss instructional time as a consequence of discipline infractions can manifest
outcomes reflected in both dropout and incarceration rates. The school-to-prison pipeline refers
to the impact of exclusionary responses to discipline infractions that push students out of school
and into the criminal justice system. African American students of low socioeconomic status are
often subjected to exclusionary discipline practices. Positive Behavioral Interventions and
Supports (PBIS) implementation aids the mitigation of discipline infractions, without relying on
exclusionary practices. However, there is limited research on program efficacy and specific PBIS
outcomes for African American students in combined Title | schools. This mixed-methods
program evaluation examined disciplinary outcomes for the aforementioned population and
serves as a resource for best practices regarding PBIS implementation. This study used the
School-Wide Evaluation Tool (SET), Kruskal-Wallis test, and thematic analysis to triangulate
data. The PBIS implementation fidelity score was 70%; the benchmark was 80%. The
distribution of discipline infractions was statistically significantly different between
implementation periods, ¥?(8) = 28.905, p = .001. Thematic analysis highlighted the need for
educators to promote positive behaviors, be consistent, and develop cultural competence.
Educators must be intentional in ensuring equity. An all-encompassing recommendation is to
provide professional development for systemic implementation of culturally responsive
discipline practices using PBIS. With the proper interventions, students who display challenging

behaviors can learn to display positive behaviors and become productive members of society.
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IMPLEMENTATION, OUTCOMES, AND PERCEIVED EFFECTIVENESS OF POSITIVE
BEHAVIORAL INTERVENTIONS AND SUPPORTS (PBIS) IN A TITLE | SCHOOL: A

PROGRAM EVALUATION



CHAPTER 1
INTRODUCTION

Without proper interventions, students who display challenging behaviors can become
unproductive members of society (Gagnon et al., 2008; Gilligan et al., 2003; Kim et al., 2010).
Increased discipline infractions can lead to decreased academic achievement (MclIntosh &
Goodman, 2016; Pas & Bradshaw, 2012; Simonsen et al., 2015). Students who miss instructional
time as a consequence of discipline infractions can manifest outcomes reflected in both dropout
and incarceration rates. Accordingly, educators are prompted to improve discipline practices and
policies (Flannery et al., 2014; Pas & Bradshaw, 2012; Simonsen et al., 2015).
Background

The term school-to-prison pipeline is often used to reference the effects of exclusionary
responses to discipline infractions that push students out of school and into the criminal justice
system (Darensbourg et al., 2010; Heitzeg, 2009; Losen & Martinez, 2013; Petteruti, 2011; U.S.
Department of Education [USDOE], 2014; Wald & Losen, 2003). Exclusionary discipline
policies resulting in harsh consequences for minor discipline infractions are considered factors
that can contribute to the expansion of the school-to-prison pipeline; these consequences are
typically suspensions and expulsions resulting from discipline referrals (Mallett, 2016; Morgan
et al., 2014; National Council on Disability, 2015; Petteruti, 2011; USDOE, 2014). Minor
discipline infractions include, but are not limited to, acting out in class, disobedience, truancy,

dress code violations, cell phone use, disrespect, chewing gum, and cheating (Mallett, 2016;



USDOE, 2014). African American students of low socioeconomic status are often subjected to
exclusionary discipline practices and pushed into the school-to-prison pipeline (Christle et al.,
2004; Noltemeyer & Mcloughlin, 2010). Positive Behavioral Interventions and Supports (PBIS)
IS a systems approach to curbing inappropriate behaviors without relying on exclusionary
discipline practices; moreover, the USDOE (2014) recognizes PBIS as a method to combat
factors that lead to the expansion of the school-to-prison pipeline.

One school district in which PBIS has been implemented is State City School District
(pseudonym), an urban school district where most of the student population lives at or below the
poverty level. In 2016, district leaders emphasized established goals and articulated new goals
for the school district; the goals included, but were not limited to, reducing office discipline
referrals, closing the achievement gap, reducing dropout rate, and graduating 100% of students.
In a community report, State City School District referenced PBIS as a proactive, systematic
approach to meet/exceed the previously mentioned goals and produce college- and career-ready
citizens.

There is a heavy focus on elementary and middle schools to improve behavioral and
academic outcomes, prior to students entering high school. Wonderland School (pseudonym) is a
Title I combined school in the State City School District. Wonderland School houses all of the
grade levels (pre-kindergarten to eighth grade) preceding high school. Further, African American
students make up 77.5% of Wonderland’s student population. The district’s leadership team
charged Wonderland to decrease discipline infractions by implementing a PBIS program.

PBIS has been shown to have a positive effect on student behavior and academic
achievement (Bear et al., 2017; Benner et al., 2013; Bohanon & Wu, 2014; Bosworth & Judkins,

2014; Childs et al., 2016; Flannery et al., 2014; J. P. Johnson, 2014; Simonsen et al., 2015;
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Simonsen & Sugai, 2013). While there is a proven correlation between PBIS and positive
behavioral outcomes, school leaders should not assume specific outcomes for majority Caucasian
(or diverse) populations will be the same outcomes experienced by majority African American
populations of low socioeconomic status (Losen & Martinez, 2013; Sullivan et al., 2013). There
is limited research on program efficacy and specific PBIS outcomes for African American
students in a combined Title I school. Regarding timeframe, Wonderland has been implementing
a PBIS program for 7 years; however, there has been no formal evaluation of program
implementation. This program evaluation examined disciplinary outcomes for African American
students in a Title I school and serves as a resource for school leaders regarding best practices to
implement PBIS with fidelity.
Program Description

PBIS is a multi-tiered approach to providing proactive strategies for defining, teaching,
and supporting appropriate student behaviors that support the cultivation of positive school
environments (PBIS, n.d.). More specifically, PBIS “strategies are important tools to decrease
disruptions, increase instructional time, and improve student social behavior and academic
outcomes” (Simonsen et al., 2015, p. 1). When implemented with fidelity, PBIS can also act as a
vehicle to promote social justice by ensuring culturally responsive and equitable practices (Bal et
al., 2016; A. D. Johnson et al., 2018; Reno et al., 2017; Sensoy et al., 2017).
Context

Of the teachers at Wonderland School, 24.4% are provisionally licensed (according to the
State Department of Education website); 13.4% of the provisionally licensed teachers have less
than 1 year of teaching experience. The highest degree earned by 51% of the teachers is a

bachelor’s degree; the highest degree earned by 43% of the teachers is a master’s degree. The
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remaining 6% of teachers hold a degree that is higher than a master’s degree. In addition to
scholarly achievements, every teacher at Wonderland has gone through an interview process.
Prior to receiving a job offer, each teacher is expected to demonstrate an ability to educate
Wonderland’s students during an interview with school administrators. In short, faculty and staff
of Wonderland are vetted prior to being hired. Further, each teacher receives new teacher
training prior to the beginning of the school year (which continues for the duration of the school
year).

Wonderland is in an urban school district where the majority of the students are eligible
for free or reduced-price lunch (according to the State Department of Education website). The
population of economically disadvantaged students at Wonderland is 89.7%. The population of
students with disabilities at Wonderland School is 10%. A small percentage (.5%) of students are
English Language Learners. Students of color comprise a large percentage of Wonderland’s
1,161 student enrollment: 77.5% African American, 10.3% Caucasian, 7.1% two or more races,
3.9% Hispanic, .5% Asian, .1% American Indian, and .2% Native Hawaiian.

Wonderland’s demographic, discipline, and academic data are considered by school
leadership when developing strategies to attain and retain accreditation. The previous mentioned
data are essential to developing a school learning plan because absenteeism and academic
performance are determinants for accreditation. Students are deemed chronically absent when
they miss 10% or more of the school year, regardless of reason for absence. In addition to
absenteeism, Standards of Learning assessments are school-quality indicators for elementary and
middle schools. For a school to attain accreditation, all school-quality indicators must evidence
Level 1 or Level 2 performance. A school with one or more school-quality indicators at Level 3

is automatically accredited with conditions. Further, a school loses accreditation when it does not



implement corrective action plans to address Level 3 performance indicators. Level 1 represents
a school performing at or above standards; Level 2 represents a school performing near standards
and making improvements; Level 3 represents a school performing below standards. Teachers’
ability to deliver instruction effectively has a direct effect on Wonderland’s accreditation.
Further, evidence of students’ learning (on state assessments) also has a direct impact on
Wonderland’s accreditation.

Each year, Wonderland works to prepare for and accomplish the rigorous task of
achieving an adequate pass rate on state assessments. For some schools, achieving an adequate
pass rate is seemingly effortless. The travail for Wonderland to retain accreditation and increase
student performance is not linked solely to instruction, but also to the lack of student presence
during classroom instruction (according to the State Department of Education website).
Sanctions for discipline infractions impact student presence during instructional time (Darling-
Hammond et al., 2006). During the 2018-2019 school year, African American students at
Wonderland accounted for 91.53% of total suspensions, while their non-African American peers
only accounted for 8.47%. African American students are suspended 17.3% more than their
population total; African American students make up 74.2% of the population and 91.53% of
suspensions. Educators can contribute to reducing opportunity gaps, discipline infractions, and
academic gaps by effectively implementing equitable programs (Bal et al., 2016; Banks, 2004;
Dover, 2009; A. D. Johnson et al., 2018). According to the State Department of Education
website, PBIS is designed to function as an equitable program that supports positive academic
and behavioral outcomes for all students (Bohanon & Wu, 2014; Bosworth & Judkins, 2014;
Childs et al., 2016; J. P. Johnson, 2014; Simonsen et al., 2015); therefore, Wonderland School

has adopted PBIS as a means of reducing student discipline infractions.



Description of the Program

PBIS is an empirically supported program that can foster meaningful behavior changes
among students with challenging behaviors (Flannery et al., 2014; Horner & Sugai, 2015).
Further, PBIS is based on a systemic multi-tiered framework designed to intervene using
preventative measures; in line with prevention science principles, PBIS implements a Response
to Intervention (RTI) concept to ensure academic and behavioral instruction is delivered to all
students, rather than waiting for problems to occur (Bal et al., 2016; Evanovich & Scott, 2016;
Hill & Flores, 2014; Horner & Sugai, 2015). To affect all students, PBIS requires research-based
strategies be applied at each tier (Bear et al., 2017; Evanovich & Scott, 2016; Horner & Sugai,
2015). As the PBIS program tiers progress in intensity, supports become specific to students who
did not benefit from the preceding, more general strategies (Bradshaw et al, 2015; Evanovich &
Scott, 2016; Horner & Sugai, 2015; Leverson et al., 2016).

The PBIS framework is intended to help school leaders foster a positive school climate
and culture (Bradshaw et al., 2015; Djabrayan et al., 2014). PBIS is not a curriculum; rather,
PBIS is described as a decision-making framework that guides the integration, selection, and
implementation of behavioral practices for refining desired outcomes for every student
(Bradshaw et al., 2015; Djabrayan et al., 2014). In addition to the proactive nature of PBIS,
desired student outcomes are manifested through culturally responsive practices intended to
counteract discipline infractions (Bradshaw et al., 2015; Djabrayan et al., 2014). The support
provided through PBIS promotes the modification of behavior and belief systems for students,

school personnel, and community stakeholders. By promoting a positive climate and culture



within schools, the support PBIS provides has been shown to lead to safer schools, college- and
career-ready graduates, and the development of productive citizens (Bradshaw et al., 2015;
Djabrayan et al., 2014).
Logic Model

Figure 1 provides a logic model for the program. The conceptualization of the PBIS
program presented in the PBIS Logic Model was discussed in Climate and Culture meetings held
at Wonderland School. During the 2015-2016 school year, the chair of the Climate and Culture
Committee, the chair of the PBIS Committee, the principal, the assistant principals, and a group
of teachers met to discuss trends from student discipline data for the past 3 years. The team
discussed methods for implementing PBIS to reduce student behavioral infractions and increase
student academic performance (specifically for Wonderland’s student population). The
consensus findings from this meeting are incorporated in the logic model.
Scope

The logic model delineates the presumed process for enhancing Wonderland’s climate
and culture via PBIS. Climate and Culture Committee members determined Wonderland must
embrace a complete paradigm shift to decrease student discipline infractions with integrity. The
stakeholders considered when developing the PBIS Logic Model were students, parents,
instructional staff, support staff, school administration, and central office administration. The

efficacy of PBIS is influenced by stakeholder participation.



Figure 1

PBIS Logic Model

Inputs Processes
Train school
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Note. The PBIS Logic Model provides an overview of program expectations before, during, and after implementation. The model also provides a description of
desired initial, intermediate, and ultimate outcomes.




Organization of the Logic Model

The PBIS Logic Model is designed as a linear flowchart that should be read from left to
right. Additionally, the logic model has five sections: inputs, processes, outputs, outcomes, and
assumptions. Resources in the section of the model labeled “inputs” are those required for
program operation. “Processes” are the interventions implemented and activities actualized by
the summation of the inputs. The “outputs” in the logic model are the results manifested by
program activities. To the right of the outputs are the “outcomes,” which are the desired effects
of the inputs, processes, and outputs detailed in the PBIS Logic Model. The outcomes represent
the needs the program intends to address and the goals to be met. “Assumptions” represent the
expected existing conditions that are essential for the program’s overall success. In the sections
that follow, each of these sections is discussed in detail.

Inputs. The resources in the inputs section are not listed in any particular order. For the
purpose of this logic model, the administrative team at Wonderland School includes the building
principal, three assistant principals, three school counselors, and a behavior specialist; this team
design promotes program effectiveness (Horner & Sugai, 2015; PBIS, n.d.). The instructional
staff includes all teachers, interventionists, and specialists. The support staff at Wonderland
includes, but is not limited to, the family engagement specialist, nurses, a school resource officer,
secretaries, security, and therapeutic day treatment counselors. All of Wonderland’s students,
parents, and families are considered resources in the PBIS Logic Model. The stakeholders,
utilized as resources, work collaboratively to discuss implementation strategies for the PBIS
program. The last resource listed is funding.

The PBIS program requires monetary support to effectuate professional development

training and incentive programs. The school district is responsible for funding professional
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development; PBIS coaches attend trainings and train their colleagues. School personnel receive
training during professional development scheduled before school, during teacher planning
periods, and after school. The Climate and Culture Committee also acquires monetary support
through fundraisers. In the years prior to this study, monetary support has not been documented
as a concern. The inputs described above are intended to make it possible for the processes to
occur.

Processes. The six elements in the processes section of the logic model are listed in a
particular order. A significant portion of implementing the PBIS program is developing
necessary competencies for effective implementation; the competencies are described below
(PBIS, n.d.). First, school personnel must receive adequate training to learn how to implement
the PBIS program with fidelity. During training sessions, school personnel build capacity for
teaching and learning, focus direction, set goals, and learn high-yield strategies to achieve goals.
After receiving training, program implementation can begin. PBIS program implementation
consists of five key components.

The key components of the PBIS program are: (a) defining expected behaviors, (b)
teaching expected behaviors, (c) recognizing expected behaviors via positive reinforcement,

(d) managing behavioral infractions, and (e) using data to inform future practice. Implementing
key components of the PBIS program is intended to result in program success. Prior to outcomes,
signs of program efficacy can be seen in the form of outputs. The six elements listed in the
processes section of the logic model are intended to result in specific outputs.

Outputs. There are four elements in the output section of the PBIS Logic Model. While
the order of elements does maintain a logical flow, the outputs are not necessarily in any

particular order. The inputs and processes promote both student and family engagement.
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Increasing student and family engagement aid in securing internal accountability. Internal
accountability allows students and staff to assume responsibility (voluntarily) and take collective
ownership of teaching and learning. True collaboration among students and staff yields a natural
morale boost. Heightened morale levels can cause gains in confidence, and confidence gains lead
to the deepening of learning. In a cyclical nature, the deepening of learning can cause gains in
confidence that lead to increased morale for students and school personnel (Bosworth & Judkins,
2014; McKevitt & Braaksma, 2008; Miller, 2016; Mitchell & Bradshaw, 2013). The elements in
the outputs section are presumed to serve as a catalyst for the realization of elements in the
outcomes section (PBIS, n.d.).

Outcomes. The outcomes section of the PBIS Logic Model is broken down into three
components (representing tiered outcomes); the outcomes of an effectively implemented PBIS
program are detailed below (Madigan et al., 2016; Simonsen et al., 2015). The first level of
outcomes is labeled initial. The initial outcomes are the cultivation of a positive school climate
and the reduction of discipline infractions. After the initial outcomes are the intermediate
outcomes, which are the cultivation of positive school culture and increased academic
achievement. The ultimate outcome follows the intermediate outcomes; this consists of
promoting college- and career-readiness. The expected timeline for the manifestation of
outcomes varies by school. However, schools typically see evidence of effective implementation
within 1 to 6 years; initial outcomes manifest within the first year, intermediate outcomes
manifest prior to Year 6 (typically during Years 3 to 5), and the ultimate outcome typically
manifests by Year 6 (Feuerborn et al., 2015; J. P. Johnson, 2014; T. J. Lewis et al., 2016). It is

imperative to consider assumptions when considering the outcomes of the PBIS program.
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Assumptions. The assumptions for the PBIS program are delineated at the bottom
of the logic model. Assumptions reference the conditions necessary for program efficacy.
These elements listed in the assumptions section are beyond the program’s scope of
implementation. Additionally, the elements listed in the assumptions section are not listed in the
processes section because they are already believed to exist. Home-to-school connection and
buy-in are vital to the success of the PBIS program. Student engagement, family engagement,
and buy-in typically influence each other. Participation can be controlled; however, buy-in and
engagement must be achieved. School-wide implementation and fidelity of implementation
should function cohesively; further, school-wide implementation is an indicator of
implementation fidelity.
Overview of the Evaluation Approach

This program evaluation is guided by the pragmatic paradigm, which is characterized by
the use of mixed methods to analyze data that are identified to be particularly useful to
stakeholders in gauging the effectiveness of the program and making decisions to strengthen the
program (Mertens & Wilson, 2012). Though there are several program evaluation approaches
within the pragmatic paradigm, Stufflebeam (Stufflebeam & Shinkfield, 2007) developed a
Context, Input, Process, and Product (CIPP) model that is the best fit for this program evaluation
(see next section for a description of the CIPP model). A combination of both quantitative and

qualitative data sources was analyzed to evaluate the PBIS program at Wonderland School.
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Program Evaluation Model

The PBIS Logic Model is a visual depiction of the four main elements of the CIPP
program evaluation model; as a result, the model structures are similar. Stufflebeam (1971)
explained the functions of the CIPP Model as follows:

1. Context evaluation serves planning decisions by identifying unmet needs, unused
opportunities, and underlying problems that prevent the meeting of needs or the use
of opportunities.

2. Input evaluation serves structuring decisions by projecting and analyzing alternative
procedural designs.

3. Process evaluation serves implementing decisions by monitoring project operations.

4. Product evaluation serves recycling decisions by determining the degree to which
objectives have been achieved and by determining the cause of the obtained results
(p. 268).

The CIPP model is a decision-making model. By aggregating and disaggregating data,
program evaluators can make informed interpretations of program implementation and respective
adjustments (Frey, 2018; Given, 2008; Stufflebeam, 1971; Stufflebeam & Coryn, 2014). This
program evaluation assessed the implementation and impact of the PBIS program at Wonderland
and determined what changes can be made to improve efficacy. Given the purpose of this
program evaluation, the CIPP model’s design was justification for its use as an appropriate tool
(to influence change). This study used two of the four components of the CIPP model, namely an

evaluation of processes and products of the program (see Table 1).
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Table 1

The Components of the CIPP Model and PBIS Program Evaluation

Component of CIPP Model Component of PBIS Being Evaluated

Process Explicit communication of expected behaviors, teaching
of expected behaviors, recognition of expected
behaviors via positive reinforcement, management of
behavioral infractions, and use of data to inform practice

Product Decreased discipline infractions

Note. CIPP = Context, Input, Process, and Product; PBIS = Positive Behavioral Interventions and
Supports
Purpose of the Evaluation

The purpose of this program evaluation was formative. PBIS programs have been
assessed and determined to be effective in school settings (Childs et al., 2016; Swain-Bradway et
al., 2015). Furthermore, PBIS has proved to have a positive correlation with behavioral and
academic outcomes for students of color (Bal et al., 2016; A. D. Johnson et al., 2018; Reno et al.,
2017; Simonsen et al., 2015; Yuan & Jiang, 2018). There is little debate about PBIS programs’
correlation with positive school outcomes. However, this study examined the implementation
and outcomes of a specific PBIS program implemented in a Title I school, with a substantial
population of African American students living in poverty; the information was used to
strengthen Wonderland’s PBIS program. Moreover, this study was intended to foster
development and improvement; this study did not determine whether outcomes aligned with
measurable goals.

Administrators, teachers, and other school personnel are the appropriate audience for this

program evaluation. Parents and families can also be informed of evaluation results to spread
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awareness and encourage involvement, thereby strengthening the home-school connection.
However, the primary stakeholders who would find this evaluation relevant and useful are
instructional leaders, members of the school’s Climate and Culture Committee, and all persons
responsible for program implementation (especially classroom teachers). Wonderland’s students
are the main intended beneficiaries of this program evaluation.

Instructional staff, support staff, and school administration need access to this
information because it informs their daily practice. Central office administrators must be
knowledgeable of the programs implemented within the schools as well as the outcomes of those
programs. Such awareness allows central office staff to offer support when it is needed and
replicate programs (pending success). Wonderland’s administrators are the main intended
audience for this program evaluation because they are the stakeholders who lead instruction
within the school. The results of this study are available for school administration and other
interested stakeholders.

Focus of the Evaluation

Most program evaluations focus on a particular function of a program (Stufflebeam &
Shinkfield, 2007). For example, program evaluations can focus on the context, inputs, processes,
and/or products of a program (Frey, 2018; Stufflebeam & Shinkfield, 2007). As previously
mentioned, this program evaluation focused on processes and products. The PBIS program was
assessed by examining fidelity of implementation, disciplinary outcomes, and teacher
perceptions of the PBIS program. Additionally, it was expected that unintended positive and
negative outcomes of implementation would be identified. Unintended outcomes can be critical
to developing methods for implementation improvement (A. D. Johnson et al., 2018; Reno et al.,

2017; Simonsen et al., 2015). Furthermore, this program evaluation may serve as a source of
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information for making decisions on policy changes to improve practice (Skrla et al., 2009). In
this context, policy changes consider systematic approaches on the school level. The results of
the program evaluation may be used to provide feedback to increase program efficacy for Title |
schools with a majority African American population.
Research Questions
The fidelity of Wonderland’s PBIS implementation was assessed as a result of the
influence implementation has on disciplinary outcomes (Filter et al., 2016; Swain-Bradway et al.,
2015). Additionally, disciplinary outcomes of Wonderland’s PBIS program were identified. The
School-Wide Evaluation Tool (SET) is designed to measure fidelity of implementation.
Moreover, SET assesses implementation alignment with key components of PBIS (Horner et al.,
2004). To supplement quantitative findings, teachers’ perceptions of the PBIS program were
assessed. The research questions are:
1. With what degree of fidelity is PBIS implemented, as measured using the School-
wide Evaluation Tool?
2. To what degree have discipline infractions changed since the inception of the PBIS
program?
3. What are teachers’ perceptions of PBIS program implementation, outcomes, and
recommendations for improvement?
Definitions of Terms
Behavioral Infraction/Discipline Infraction. Behavioral infractions and discipline
infractions are used interchangeably; both terms are an indication of a violation of a student

conduct policy (Choong-Geun et al., 2011; Pas et al., 2011). Local school boards must provide
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written copies of the student conduct policy to school personnel, parents/guardians of enrolled
students, and students (according to the State Department of Education website).

Climate. School climate is the consistency and quality of interpersonal interactions in the
school community that affect children’s social, cognitive, and psychological development
(Bradshaw et al., 2014).

Culture. School culture is manifested through the values, beliefs, and assumptions shared
by faculty and staff; school culture is also expressed via the level of collaboration between
school personnel (Pas et al., 2011).

Positive Behavioral Interventions and Supports (PBIS). PBIS is a culturally
responsive, three-tiered, school-wide program for establishing a safe and nurturing learning
environment that yields improved student behavioral and academic progress. Additionally, PBIS
is an alternative approach to exclusionary practices that contribute to the expansion of the

school-to-prison pipeline (PBIS, n.d.; USDOE, 2014).
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CHAPTER 2
REVIEW OF LITERATURE

There is an established connection between exclusionary discipline policies and the
school-to-prison pipeline (Darensbourg et al., 2010; Losen, 2012; Losen & Martinez, 2013,
Mallett, 2016; National Council on Disability, 2015; USDOE, 2014). One method of combating
the factors that contribute to the expansion of the school-to-prison pipeline is through the
implementation of PBIS; this approach is an application of positive behavior support on a whole-
school basis and incorporates multiple theories, including social learning theory, systems change,
behaviorism, and prevention science (Cregor & Hewitt, 2011; Jolivette et al., 2013; Mallett,
2016; Mathur & Nelson, 2013; Morgan et al., 2014; National Council on Disability, 2015;
Petteruti, 2011; Rafa, 2018; USDOE, 2014).

PBIS focuses on affecting behavior change within learning environments (Bradshaw et
al., 2015; Putnam & Kincaid, 2015). As a result of its noncurricular model, PBIS is flexible
enough to be adopted in different school contexts (Childs et al., 2016; Fallon & Mueller, 2017,
Hinton & Buchanan, 2015). PBIS programs aid in decreasing discipline infractions and
increasing academic achievement for all students (Bal & Trainor, 2016; McKenzie & Scheurich,
2004; Pitre, 2014).

An effective PBIS program can play a critical role in decreasing challenging behavior in
students and promoting a positive school climate (Bear et al., 2017; Bosworth & Judkins, 2014;
Flannery et al., 2014); however, many schools struggle to implement and sustain PBIS programs

(Sanetti et al., 2013; Yeung et al., 2016). PBIS requires a considerable commitment from school
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leaders and teachers (Bosworth & Judkins, 2014; Fallon et al., 2014; Horner & Sugai, 2015).
School-wide PBIS is an effective response to challenging behaviors and discipline infractions; it
is becoming an increasingly popular behavior management strategy that has been implemented in
over 20,110 schools in the United States (according to Maryland State Department of
Education’s website at www.marylandpublicschools.org).

This chapter presents a review of related literature. The review starts with a discussion of
studies on the educational experiences of African American students, then moves to examine the
history of PBIS. After this discussion is a presentation of studies on the implementation of the
PBIS program. This chapter offers a review of existing studies that show both support and
concern regarding program implementation, followed by a discussion of the benefits of PBIS.
The last section contains a discussion of the implications of a PBIS program.

Historical Background of the PBIS Program

Many PBIS principles and practices are grounded in interventions developed within the
context of special education (Horner & Sugai, 2015; Kurth & Enyart, 2016). During the early
1900s, students with special needs experienced injustices and discrimination. For example, in
1919 (in the case of Beattie v. Board of Education), a student with a disability was denied access
to free public education, with the rationale that the presence of the student would cause
disruptions to the other students and to the school (Horner et al., 2014; Lane & Oakes, 2015;

L. M. Scott, 2018).

The shift to a more progressive education system began with equality for African

American students via the decision of Brown v. Board of Education in 1954 (Horner et al., 2014,

Horner et al., 2004; Lane & Oakes, 2015; L. M. Scott, 2018; Simonsen et al., 2015). The finding
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that the “separate but equal” principle was unequal gave hope to advocates of African American
students, as well as advocates of students with special needs, because they believed all
students—even those with special needs—should have equal access to education. Several
amendments followed the Brown v. Board of Education decision, including the Special
Education Act of 1961 and the Elementary Secondary Education Act (ESEA) in 1965 (Horner et
al., 2014; Lane & Oakes, 2015; PBIS, n.d.; L. M. Scott, 2018). The ESEA was widely regarded
as an educational war against poverty (Kantor, 1991; Klein, 2015). In 1990, the Education of All
Handicapped Children Act was reauthorized as the Individuals with Disabilities Education Act
(IDEA); IDEA required schools to aid students with disabilities in their transition from high
school to postsecondary life (Horner et al., 2014; Simonsen et al., 2015).

In 1997, amendments were added to IDEA,; a significant aspect of these amendments is
the importance of positive behavior support for all students (Horner et al., 2004; Horner et al.,
2014). Once the IDEA amendments were passed, positive behavior support was given attention
as more schools attempted to meet the behavioral needs of all students in the school (Horner et
al., 2014; Horner et al., 2004). In 1999, IDEA was reauthorized, again emphasizing the use of
positive behavior support for students demonstrating problem behaviors (Horner et al., 2014).

In 2001, the Bush Administration passed NCLB, which emphasized the need to use
evidence-based practices inside the classroom (Horner & Sugai, 2015; Horner et al., 2014;
Horner et al., 2004). NCLB motivated educators to be more intentional when addressing
academic and behavioral concerns. The Act required all students to be proficient in all academic
subjects by 2014 (Horner et al., 2014; Horner et al., 2004). Additionally, NCLB encouraged
schools to implement positive behavior systems to address student behavior and misconduct

(Horner et al., 2014; Horner et al., 2004). IDEA and NCLB made schools accountable for using
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positive strategies to address behavioral concerns and academic achievement (Horner & Sugai,
2015; Horner et al., 2014; Horner et al., 2004; Lane & Oakes, 2015; L. M. Scott, 2018). As a
result, positive behavior support approaches were deemed both appropriate and necessary for all
students. PBIS emerged due to IDEA and NCLB promoting the use of positive behavior support
systems as a school-wide practice (Horner et al., 2014; Horner et al., 2004; Lane & Oakes, 2015;
PBIS, n.d.; L. M. Scott, 2018).

Overview of the PBIS Program

Many people view PBIS as a school-wide behavior management program. While PBIS
does assist in influencing and managing behaviors, it encompasses much more than a simple
behavior management program (Horner & Sugai, 2015). Using culturally responsive practices,
PBIS contributes to the discouragement of undesired behaviors and the overall cultivation of a
safe learning environment (Bal et al., 2016; A. D. Johnson et al., 2018; Reno et al., 2017; Sensoy
etal., 2017). Further, PBIS is a multi-tiered approach to reducing behavioral infractions; the
promotion of positive behavior change yields a decrease in the number of office discipline
referrals and school suspensions (Anyon et al., 2017; Bal et al., 2016; Banks, 2004; Childs et al.,
2016; Madigan et al., 2016).

The three tiers of PBIS are universal (Tier 1, primary); selective (Tier 2, secondary); and
individualized (Tier 3, tertiary) systems (Bradshaw et al., 2015; Putnam & Kincaid, 2015). The
first tier is referenced as universal because it is applicable to all students. All students must be
aware of the behavioral expectations and the corresponding rewards and consequences of
displayed behaviors (Bradshaw et al., 2015; Putnam & Kincaid, 2015). The second tier is
referred to as selective because it only involves 5% to 10% of the student population; this tier is

for identifying and monitoring at-risk students (Bradshaw et al., 2015; Putnam & Kincaid, 2015).

22



The third tier is known as individualized because it only involves 1% to 5% of students; in this
tier, the identified students receive individualized intervention programs (Bradshaw et al., 2015;

Putnam & Kincaid, 2015). Table 2 presents a summary of the PBIS framework.

Table 2

Summary of PBIS Framework

Prevention Tier Core Elements
Primary e Define behavioral expectations
(All students) e Teach behavioral expectations
e Create a reward system
e Create a continuum of consequences for problematic behavior
e Conduct continuous collection of data and use it for decision
making
Secondary e Conduct universal screening
(5-10% of e Monitor progress of at-risk students
students) e Create a system to increase predictability
e Create a system to include feedback
e Create a system linking academic and behavioral performance
e Create a system to improve communication between home and
school
e Conduct continuous collection of data and use it for decision
making
Tertiary e Conduct functional behavioral assessment
(1-5% of e Conduct comprehensive assessment (team-based)
students, e Create a system linking academic and behavioral support
Individually e Create and implement individualized intervention based on (a)

Based) prevention of problem contexts, (b) instruction on functionally
equivalent skills, and instruction on desired performance skills,
(c) strategies for placing problem behavior on extinction, (d)
strategies for enhancing contingence reward of desired behavior,
and (e) use of negative or safety consequences if needed
e Conduct continuous collection of data and use it for decision
making

Note. PBIS = Positive Behavioral Interventions and Supports. Adapted from “What is PBIS?”
by Positive Behavioral Interventions and Supports (n.d.). https://www.pbis.org
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Implementation of a PBIS Program

Implementation methods have been a topic of study for various PBIS program
evaluations. Specifically, researchers have focused on providing adequate training, defining
expected behaviors, teaching expected behaviors, recognizing expected behaviors, managing
behavioral infractions, and using data to inform instruction as key elements of PBIS program
implementation (Mathews et al., 2014; Pas & Bradshaw, 2012; Sanetti et al., 2013; Simonsen et
al., 2015). The previously mentioned elements are critical to maintaining fidelity; fidelity is
essential to program efficacy (Flannery et al., 2014; Madigan et al., 2016).
Providing Adequate Training

Effective implementation of a PBIS program is contingent on persons responsible for
implementation receiving adequate training (Feuerborn et al., 2015; Lewis et al., 2016; Tyre et
al., 2018). PBIS encompasses culturally responsive discipline practices that affect behavioral and
academic outcomes (Bal et al., 2016; Banks, 2004; Dover, 2009; A. D. Johnson et al., 2018). The
core members of a PBIS team must be knowledgeable of all features and elements of PBIS to
maintain fidelity during program implementation (Feuerborn et al., 2015; T. J. Lewis et al., 2016;
Tyreetal., 2018). T. J. Lewis et al. (2016) and Tyre et al. (2018) suggested training should begin
with leaders of a PBIS team and then expand throughout the school.

Teams typically need 3 to 6 years to implement PBIS with 80% fidelity (Feuerborn et al.,
2015; T. J. Lewis et al., 2016). The first year of training usually involves universal instruction,
while the second and third years of training involve secondary and tertiary tiers of intervention

programs, respectively (Feuerborn et al., 2015; T. J. Lewis et al., 2016). The PBIS team should
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receive training 4 days throughout the school year; training for the remaining staff members may
occur during staff meetings, after school, or when school is closed for students (Feuerborn et al.,
2015; T. J. Lewis et al., 2016).

Teacher commitment to implementation fidelity will influence the overall effectiveness
of a PBIS program (Feuerborn et al., 2015; Horner et al., 2014; Swain-Bradway et al., 2015;
Tobia, 2015). Intersecting with commitment to fidelity, teachers are responsible for using
evidence-based behavioral practices (Price & Steed, 2016; Reno et al., 2017; Tobia, 2015).
Teachers must understand how to use data to effectuate social and emotional interventions and
supports; this will promote the cultivation of a safe and nurturing learning environment that is
conducive to learning. Support staff also play a significant role in implementing behavior change
in schools; to ensure successful program implantation, both teachers and support staff should be
trained accordingly (Fallon et al., 2014; Pinkelman et al., 2015).
Defining and Teaching Expected Behaviors

It is important to establish and define behavioral expectations (Bradshaw et al., 2015;
Horner & Sugai, 2015; Horner et al., 2014; T. M. Scott et al., 2002; Simonsen et al., 2015).
Behavioral expectations should be communicated as specific, observable behaviors for each
location on school premises (Bradshaw et al., 2015; Horner & Sugai, 2015; Ross et al., 2012).

Table 3 illustrates an example of defining expected behaviors.
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Table 3

Example of Defining Expected Behaviors

Location Expectations
Be responsible Be respectful Be safe
Classroom Bring all necessary Raise your hand when  Walk
materials to class you want to speak
Turn in homework on  Look at the eyes of the ~ Keep hands and feet to
time individual speaking yourself
Hallway When see you trash, Use quiet voices Walk
_plctI; I upband throw it Shut locker doorsina  Keep hands and feet to
In the garbage can quiet manner yourself
Cafeteria  Clean as you go Use quiet voices Walk

Put everything in its
appropriate location

Demonstrate manners
and etiquette while
eating

Keep hands and feet to
yourself

Note. Adapted from B. C. McKevitt & A. D. Braaksma, 2008, Best practices in developing a
positive behavior support system at the school level. Best Practices in School Psychology, 5(3),
735-747.

Recognizing Expected Behaviors

In addition to defining and teaching expected behaviors, there is also a need to recognize
students who display expected behaviors (Berkowitz et al., 2008; Owens et al., 2018; Walker et
al., 2016). Walker et al. (2016) conducted a study on the implementation and sustainability of
PBIS at the elementary level. They concluded it was significant for students at the elementary
level to receive immediate feedback regarding their behaviors. Additionally, negative behaviors
should be addressed through a positive statement or correction that includes reteaching an

expectation (Horner et al., 2014; T. J. Lewis et al., 2016; Walker et al., 2016). Owens et al.
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(2018) concluded that immediate feedback, via recognizing student behaviors, helps reduce
discipline infractions (especially inside the classroom).
Managing Behavioral Infractions

Defining consequences is an important aspect of PBIS program implementation (Gray et
al., 2017; Horner & Sugai, 2015). Teachers should manage behavioral infractions at the
classroom level when appropriate (Horner & Sugai, 2015). This promotes the cultivation of
meaningful relationships, causing students to be receptive to guidance from their teachers.
However, extreme discipline infractions should be office-managed. The implementation of a
PBIS program does not imply that school administrators can be uninvolved in school discipline.
Though there must be a clear focus on encouraging positive behaviors, discipline infractions
should not be ignored (Miller, 2016; Parsons, 2017; Reinke et al., 2013).
Using Data to Inform Instruction

Data collection is a vital aspect of PBIS program implementation. Data collection allows
schools and school districts to evaluate the effect of PBIS on student behavior at the macro level
(Horner & Sugai, 2015; Lane et al., 2016; S. R. Lewis & Pope, 2018). At the micro level, data
inform teachers of antecedents, patterns, and best practices for improving behaviors (S. R. Lewis
& Pope, 2018; T. J. Lewis et al., 2016). Lane et al. (2016) argued that data-based decision
making is critical to the success of any framework. Valenti and Kerr (2014) also had similar
assertions regarding the importance of incorporating data into the development of school rules
and the implementation of PBIS programs. Data-based decision making and evidence-based

practices are core components of PBIS.
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Evaluating the Program

The School-Wide Evaluation Tool (SET) is an instrument used to collect data and
evaluate a PBIS program (Horner et al., 2009; Meng et al., 2016; Sugai et al., 2001). Further,
data from the SET can be used to determine what practices are beneficial and what practices
need to be adjusted for improvement. The SET allows researchers to rate program efficacy on
seven metrics: behavioral expectations defined, behavioral expectations taught, behavioral
expectations rewarded, systematic response to rule violations, information gathered to monitor
student behavior, management support for school-wide procedures, and district-level support for
school-wide procedures (Childs et al., 2016; Horner et al., 2009; Horner et al., 2004; Sugai et al.,
2001).
PBIS Corroboration

As noted earlier, a PBIS program can prove effective when implemented with fidelity.
School reform is well underway, and national statistics have indicated that suspension and
expulsion rates have decreased by 20% since 2012 (Steinberg & Lacoe, 2017). The change in
discipline is the result of schools adopting more positive approaches to discipline, as compared
to previous exclusionary and punitive approaches (Horner et al., 2015; Rogers & Richardson,
2014; Steinberg & Lacoe, 2017). Several public schools have experienced improved staff,
student, and school outcomes following the implementation of a PBIS framework (Childs et al.,
2016; J. P. Johnson, 2014; Simonsen et al., 2015; Simonsen & Sugai, 2013).

J. P. Johnson (2014) conducted a qualitative case study to explore stakeholder beliefs,
values, and feelings regarding PBIS in a North Carolina middle school; a formal evaluation via a
SET indicated a sustained, successful program after 6 years of implementation. PBIS is a

systems approach to curbing inappropriate behaviors and ultimately promoting college and
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career readiness (Bohanon & Wu, 2014). When implemented with fidelity, a PBIS program
contributes to decreasing challenging behavior in students, thus promoting a positive school
climate and increasing instructional time (Bear et al., 2017; Benner et al., 2013; Bosworth &
Judkins, 2014; Flannery et al., 2014). Freeman et al. (2016) found a reduction in absenteeism due
to PBIS; student presence during classroom instruction can have a positive effect on academic
achievement and graduation rates. PBIS is also associated with increased teacher efficacy and
lower levels of emotional exhaustion among teachers (Reinke et al., 2013; Sarlie et al., 2016).
SET research has determined PBIS to be an evidence-based approach to improving behavioral
and academic outcomes (Horner et al., 2015; Horner et al., 2009; Vincent et al., 2010).

Positive Reinforcement vs. Negative Reinforcement

Whether attention seeking or attention escaping, all behavior serves a purpose. PBIS can
be used as a behavior management strategy to address challenging behaviors proactively, by
attempting to understand the reason students display challenging behaviors (A. D. Johnson et al.,
2018; T. J. Lewis et al., 2016). There are substantial differences between PBIS and traditional
behavior management strategies; traditional strategies are reactive and punish students without
considering the underlying causes of discipline infractions (Horner & Sugai, 2015; Parsons,
2017). Reactive and punitive interventions are problematic for curbing inappropriate behaviors
(McDaniel et al., 2014; Ryoo et al., 2018; Simonsen et al., 2015).

Students will display desirable behavioral patterns when educators incorporate positive
reinforcement into their daily practice (Mclintosh et al., 2014). Punitive and reactive behavior
management may achieve compliance and reduce inappropriate behaviors in the short term;
however, sustaining compliance and reducing challenging behaviors are unlikely in the long term

(Hill & Flores, 2014; Mclntosh & Goodman, 2016). Negative reinforcement can cause problem
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behaviors to return and increase; Horner and Sugai (2015) determined positive reinforcement is
more effective for improving school climate and reducing disciplinary challenges. Benner et al.
(2013) posited punitive punishment negatively influences the relationships between students and
teachers; further, reactive punishment may result in coercion. Perceived coercion from teachers
is significant among students with emotional and behavioral disorders (Benner et al., 2013). A
positive reinforcement approach to discipline concerns will reduce coercion and improve
teacher-student relationships (Benner et al., 2013; Tschannen-Moran et al., 2006).

Mitchell and Bradshaw (2013) investigated the relationship between classroom
management strategies and student perception of school climate; students favor positive
reinforcement. Students could not overcome their aversion regarding exclusionary discipline
strategies and negative reinforcement (Mitchell & Bradshaw, 2013). Similarly, in their study of
30,071 students from Grades 3 to 12, Bear et al. (2017) found a correlation between punitive
punishment and negative perceptions of school climate, as well as a correlation between
rewarding appropriate behaviors and positive perceptions of school climate. PBIS has shown to
be an effective approach for some schools to change their school climate and culture.
Incentives

Incentives are typically regarded as essential to implementing a PBIS program. Using
incentives is an effective way to gain student compliance (Vincent et al., 2015). Although
offering students incentives can be an effective way to promote compliance, incentives are not
the sole component of a successful PBIS program (Horner et al., 2015; Reinke et al., 2013).
Teachers who display high levels of general praise report greater efficacy, regarding classroom
management, than those who display low levels of general praise (Reinke et al., 2013; Vincent et

al., 2015). Further, teachers who have low levels of positive interaction have high reports of
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disruptions and maladaptive behaviors (Reinke et al., 2013). Maladaptive behaviors include
actions that result in a greater financial burden for the school district, reduced time for
instruction, and the cultivation of an unsafe learning environment for students (Strunk & Rossi,
2016). Behavioral challenges are present in all schools. The approach used to curb behavior
challenges has a substantial impact on the success of reducing discipline infractions and

promoting academic achievement.

PBIS Concerns

Although a vast amount of the research indicates positive implications for PBIS, some
researchers have voiced concerns about the program. It is possible that PBIS can have adverse
effects on school environments if the implementers are not trained in applied behavioral analysis
(Tincani, 2007). Praise and rewards in classrooms are oversold, and constant positive
reinforcement may decrease the intrinsic motivation of students (Adelman & Taylor, 2006;
Lawson & Lawson, 2013). Providing tangible rewards to students for good behavior lacks
evidence of success (Sugai et al., 2001). Bear (2013) postulated teacher resistance to praise and
rewards may be valid, as there is not a plethora of evidence regarding the success of positive
reinforcement.

Freeman et al. (2016) found no significant relationship between PBIS and academic
performance; they suggested the benefits of PBIS are only experienced by high-risk students,
which does not necessarily affect school-wide performance. Miller (2016) stated there are no
discernible differences in discipline referrals or student achievement for the first year after PBIS
implementation; this represents the misconception that PBIS is a 1-year turnaround program.

Certain misconceptions about PBIS may affect implementation and desired outcomes;

these misconceptions can be addressed through professional development programs (Bruhn et
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al., 2014; McPhee & Givhan, 2016). One such misconception is that PBIS is only for students
with special needs or disabilities. There are also concerns that school personnel, parents, and
students believe PBIS is not effective and other programs should be implemented instead (Bruhn
et al., 2014; Feuerborn et al., 2015).

Implementation Concerns

Some researchers feel there is a need for further exploration of specific success criteria
for schools that claim successful implementation of PBIS. An effective PBIS program demands
active planning; it also requires the identification of goals, use of data to inform decisions,
selection of practices unique to the school needs, and fidelity of implementation (Farkas et al.,
2012). A high degree of coordination among school personnel is needed to maintain consistent
and coherent standards (Bruhn et al., 2014). Furthermore, it has been found that more than a year
of commitment to PBIS is necessary to observe significant changes and produce data to monitor
such changes (Flannery et al., 2014; Feuerborn et al., 2015; J. P. Johnson, 2014).

Schools strive for academic excellence; unfortunately, many factors can hinder academic
excellence. All students should be taught by educators who employ adequate behavioral and
instructional practices (Djabrayan et al., 2014; Miller, 2016; Pitre, 2014). PBIS provides schools
with an operational framework as well as an array of sustainable practices to achieve positive
behavioral and academic outcomes (Djabrayan et al., 2014). However, PBIS can be very
complex and require substantial time, commitment, training, and financial support to be effective
(Sanger et al., 2016). Teachers in schools that implement PBIS with fidelity experience
significantly lower levels of exhaustion and higher levels of efficacy than schools that do not

practice implementation fidelity (Ross et al., 2012). There is also a correlation between schools
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with high levels of implementation fidelity and teachers who report greater feelings of personal
accomplishment.

Schools all over the United States are implementing PBIS as a part of their school
management plan (J. P. Johnson, 2014; Pitre, 2014; Simonsen et al., 2015; Swain-Bradway et al.,
2015). Program factors that increase the probability of PBIS success are teacher buy-in,
commitment, communication, leadership, collaboration, and voice (J. P. Johnson, 2014).

J. P. Johnson (2014) and Walker et al. (2016) detailed the necessity of forming a PBIS team to
develop an action plan. Walker et al. highlighted the role of teachers and noted that school
administrators should give teachers the chance to provide input.

Urban schools typically attempt to address the needs of students who require secondary
and tertiary interventions (Goodman-Scott et al., 2018; Horner et al., 2015; Leverson et al.,
2016). However, some researchers have argued that the psychosocial needs of students are not
considered when implementing PBIS programs; this is problematic because healthy self-esteem
levels are paramount to student learning (Benner et al., 2013; Bennett, 2022). Additionally, some
school personnel feel PBIS programs are not explicitly tied to student learning (Mclintosh et al.,
2014). Another concern is the belief that there is frequent, ineffective communication between
school personnel and students (Bruhn et al., 2014; Feuerborn et al., 2015). Ineffective
communication may cause students to perceive staff members as incapable of understanding and
unwilling to change; this can affect how students receive guidance and redirection (Flannery et
al., 2014; Freeman et al., 2016). If teachers do not develop meaningful relationships with

students, students will be unable to receive the full benefits of PBIS.
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Educational Experiences of African American Students

African American students have faced numerous challenges in U.S. education systems;
however, they have demonstrated a history of academic resilience in their efforts to overcome
educational challenges. The landmark 1954 Supreme Court case Brown v. Board of Education of
Topeka, Kansas caused a major shift in public education that led to the elimination of legal
segregation in schools (Garibaldi, 2014). The landmark case ruling allowed African American
students to be educated with their non-African American peers inside the classroom.
Desegregation was intended to increase the opportunity for African American students to receive
equality in education by receiving the same lessons being taught to non-African American
students.

Many researchers have investigated a range of factors concerning African American
students’ educational experiences, such as school-related racism (Bonilla-Silva, 2010; Von
Robertson & Chaney, 2017); frequency of discipline issues that result in the school-to-prison
pipeline (Fasching-Varner et al., 2014; Gagnon et al., 2008; Kim et al., 2010; Losen & Martinez,
2013; Mallett, 2016; Morgan et al., 2014; Petteruti, 2011); lack of support (Bradshaw et al.,
2010; Eber et al., 2010); and lack of resources (Bradshaw et al., 2010; Mendez et al., 2002).
Although the achievement gap for African American students has decreased to some degree,
Fasching-Varner et al. (2014) argued that the education system itself still leads to the
disenfranchisement of African American students.

Opportunity Gap

The opportunity gap perpetuates lower educational aspirations and achievement as a

result of an unequal distribution of resources and opportunities. Both Gorski (2017) and Pitre

(2014) posited there is an unequal opportunity for African American students to learn, compared
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to other students, simply because of their race and socioeconomic status. Skiba et al. (2014)
conducted a multilevel examination of factors such as infraction, student, and school
characteristics related to racial disparities in out-of-school suspension and expulsion rates. These
researchers found that race and socioeconomic status contribute to the likelihood of out-of-
school suspension or expulsion. Additionally, low-income African American families typically
have limited access to resources that promote academic achievement (Gorski, 2017; Howard &
Navarro, 2016). Education equity between affluent Caucasian students and low-income students
of color is one of the goals of the U.S. education system (Darling-Hammond, 2010; Howard &
Navarro, 2016; Sensoy et al., 2017).

Disciplinary Concerns

Some students who come from troubled homes often demonstrate defiant, disruptive, and
aggressive behaviors in the classroom that compromise the learning opportunity and safety for
their peers (Kraft et al., 2012; Ross et al., 2012). Disruptive behaviors can cause teachers to lose
instructional time; this can make it difficult for students to learn and increase academic
achievement (Cohen et al., 2007; Pas & Bradshaw, 2012). Some students who demonstrate
frequent troublesome behaviors come from minority groups of low socioeconomic status (Skiba
et al., 2014; Skiba et al., 2002).

Students of color are more likely to receive out-of-school suspensions and expulsions
than their peers. A growing body of research has affirmed that school discipline practices
disproportionately affect African Americans (Choong-Geun et al., 2011; Price & Steed, 2016).
Anyon et al. (2017) used critical race theory and administrative data from a large urban school
district to explore the relationships between race and school subcontexts by which youth were

disciplined. In 185 schools, 20,166 discipline incidents involved 9,170 students; Anyon et al.
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found that African American students were more likely to receive discipline infractions than
non-African American students. After examining 7 years of student data from every public
school in Arkansas, Ritter and Anderson (2018) discovered African American students have a
higher risk of experiencing exclusionary discipline sanctions than other student subgroups.
School-to-Prison Pipeline

The path from the schoolhouse to the jailhouse is referred to as the school-to-prison
pipeline (Darensbourg et al., 2010; Heitzeg, 2009; Losen, 2012; Petteruti, 2011). Frequent
suspensions and/or expulsions significantly increase the risk of involvement with the juvenile
and criminal justice systems (Baker et al., 2001; Hammond et al., 2007). Juveniles in
correctional facilities are disproportionately minorities of low socioeconomic status, with a
history of academic underperformance and discipline infractions (Jolivette et al., 2013; Quinn
et al., 2005).

While it is not the case that all students who experience disciplinary consequences in
school will later experience the penal system, exclusionary school discipline systems can alienate
students from learning, thus potentially driving them from the schoolhouse to the juvenile and
criminal justice systems (Losen & Martinez, 2013; USDOE, 2014). Examples of exclusionary
responses to discipline infractions include detention, in-school suspension, short-term
suspension, long-term suspension, expulsion, and placement at alternative education centers
(Darensbourg et al., 2010; Losen, 2012; Losen & Martinez, 2013; Rafa, 2018; USDOE, 2014).
As a result, educational leaders have been prompted to focus on decreasing behavioral
infractions by implementing positive behavioral intervention strategies (Madigan et al., 2016;

Reno et al., 2017; Simonsen et al., 2015; USDOE, 2014).
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Benefits of PBIS

At a basic level, benefits of PBIS include decreased behavioral concerns, appropriate use
of instructional time, and increased academic performance (Sanger et al., 2016). Equitable
practices and culturally responsive approaches make PBIS programs inclusive, adaptive, and
supportive for all students (Bal et al., 2016; Bal & Trainor, 2016; Parsons, 2017; Price & Steed,
2016). School climate has a significant impact on student growth and development; school
climate is the consistency and quality of interpersonal interactions within the school community
that affect children’s social, cognitive, and psychological development (Bradshaw et al., 2014).
A PBIS program implemented with fidelity has the potential to change an entire school climate
(Horner et al., 2015; Mitchell & Bradshaw, 2013).
The Effect of PBIS on Discipline Infractions

One of the most evident reasons to adopt and implement the PBIS framework is to
decrease discipline infractions and referral rates among students. In several studies, the adoption
and implementation of PBIS led to a reduction of office discipline referrals and suspensions
(Anyon et al., 2017; Gray et al., 2017). For example, in its sixth year of PBIS implementation,
Mountain Creek Academy reported a 46% reduction in discipline referrals, compared to 5 years
prior (Rogers & Richardson, 2014). Students maximized program benefits and experienced the
greatest change as they learned social skills and achieved academic success (Rogers &
Richardson, 2014). Gray et al. (2017) posited that PBIS programs, serving kindergarten to
eighth-grade students, can aid in reducing suspension rates.
Implications of PBIS Programs

Racial disproportionality has brought policy changes within the education system. IDEA,

ESEA, and NCLB declared all schools must eliminate disparities and use federal funds to
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implement early intervention programs. Among the responses for these disparities was PBIS.
PBIS has been implemented in more than 20,000 schools in the United States (Horner et al.,
2015).

Student behavioral infractions contribute to underperformance and impede academic
achievement. Several schools have experienced improved staff, student, and school outcomes
following the implementation of a PBIS framework (Simonsen & Sugai, 2013). The PBIS
framework is specifically designed to promote positive student behaviors through positive
reinforcement. The entire school community must buy in and contribute to program
implementation in order to maximize program efficacy. Program efficacy manifests as behaviors
begin to change. Behaviors are learned; this means behaviors must be taught. Educators must
teach behavioral expectations before expecting students to adhere to behavioral expectations.
Furthermore, it is imperative for educators to understand their own behavior must change, in
addition to student behavior.

African American students are suspended at higher rates than other student subgroups
(Bell, 2015; Cornell et al., 2009; Hinojosa, 2008; Skiba et al., 2002; Stetson & Collins, 2010).
Exclusionary responses to discipline infractions cause students to miss instructional time;
subsequently, discipline policies and practices are a relevant part of the education system.
Schools are in dire need of evidence-based practices to curb discipline infractions and combat
factors that contribute to the school-to-prison pipeline (Darensbourg et al., 2010; Heitzeg, 2009;
Mallett, 2016). Further, there is a need for culturally responsive intervention programs to provide
equal opportunity for African American students (Bal et al., 2016; Bal & Trainor, 2016; A. D.
Johnson et al., 2018; Yuan & Jiang, 2018). PBIS has been specifically identified as appropriate

for all students, which includes African American students.
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The successful implementation of a PBIS program may result in students being more
engaged; in turn, this will promote students’ overall growth and development. The
implementation of PBIS should be a long-term commitment; results may not be immediately
visible. Although full implementation requires a minimum of 3 years, program sustainability
may take as long as 6 years (Feuerborn et al., 2015; J. P. Johnson, 2014; T. J. Lewis et al., 2016).
Several studies have assessed PBIS in terms of its positive correlation with student behavior and
academic achievement (Bal & Trainor, 2016; Gregory & Roberts, 2017; Ritter & Anderson,
2018). However, there is a need to explore the specific impact PBIS has on African American
students living at or below the poverty line during early adolescence (Bal et al., 2016; Martin &
Steinbeck, 2017).

The implementation of the PBIS framework in the years prior to students entering high
school could prove to be more effective in producing college- and career-ready citizens. The
present study evaluated the fidelity of implementation for Wonderland’s PBIS program, specific
disciplinary outcomes, and perceptions of PBIS for African American students within a

combined (pre-kindergarten to eighth grade) Title | school.

39



CHAPTER 3
METHODS
This program evaluation used a multiphase mixed-methods design. As Creswell (2014)
noted, when researchers add a mixed-methods question, it “conveys the importance of
integrating or combining the quantitative and qualitative elements” (p. 152). Further, the study
focused on two components of the Context, Input, Process, and Product (CIPP) model (process
and product) as an approach for program evaluation. A program evaluation is defined as “the
systemic process of delineating, obtaining, reporting, and applying descriptive and judgmental
information about some object’s merit, worth, probity, feasibility, safety, significance, or equity”
(Stufflebeam & Shinkfield, 2007, p. 698). This program evaluation assessed a PBIS program
implemented in a Title | school with a substantial population of African American students.
The first research question in this study was addressed using qualitative and quantitative
data; the second question was addressed using quantitative data; the third research question was
addressed using qualitative data. The three research questions addressed in this study are:
1. With what degree of fidelity is PBIS implemented, as measured using the School-
Wide Evaluation Tool?
2. To what degree have discipline infractions changed since the inception of the PBIS
program?
3. What are teachers’ perceptions of PBIS program implementation, outcomes, and

recommendations for improvement?
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The research broached the connection between meaningful relationships and student
success. Further, this evaluation explored the benefit of intentionally promoting positive
behaviors at a Title | school with a substantial population of African American students. The
impact PBIS has on Wonderland, as it relates to behavioral support, discipline data, and teachers’
perception of PBIS, provided a foundation for this program evaluation.

Sampling

During the 2019-2020 school year, there were 1,161 total students, 110 fifth-grade
students, 86 teachers, and 4 administrators at Wonderland. African American students comprise
a large percentage of the student population: 77.5% African American, 10.3% Caucasian, 7.1%
two or more races, 3.9% Hispanic, .5% Asian, .1% American Indian, and .2% Native Hawaiian.
Economically disadvantaged students total 89.7% of the student population. Wonderland was
selected for this program evaluation through purposive sampling. Purposive sampling is the
selection of participants based on criteria predetermined by the researcher, as relevant to
addressing the research questions (Given, 2008). Specifications of respective sampling strategies
are outlined below.

Extant Data

The School-Wide Evaluation Tool (SET) establishes a minimum number of interviewees;
however, the only established criterion for selection was role (i.e., student, teacher, and
administrator; see Appendix A). Random purposeful sampling was used to conduct the SET
interviews; random purposeful sampling increases credibility (Patton, 2015). In this case, random
purposeful sampling allowed representation from each fifth-grade classroom and staff who
supported the fifth-grade students. Regarding the student discipline outcome report,

homogeneous sampling was used to collect data from fifth-grade students. A homogeneous
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sample is decided by individual membership in a subgroup that shares similar characteristics
(Creswell, 2014).
Participants

Purposeful sampling was used to gain insight into teacher perceptions of the PBIS
program; the teachers who were interviewed taught fifth grade in the 2019-2020 school year.
Purposeful sampling allowed for the studying of information-rich data; studying information-rich
data yields insights and in-depth understanding rather than empirical generalizations (Patton,
2015). As participation is not compulsory, teachers had the option to withdraw from the study at
any time. In lieu of names, numerical values were used to organize the interviewees’ responses.
Data Sources

As a mixed-methods program evaluation, both qualitative and quantitative data were
collected in this study. Interviews, observations, products, extant data, and archival data were
used to examine the disciplinary outcomes of PBIS at Wonderland.

School-Wide Evaluation Tool (SET)

The SET serves as a source for multiple forms of qualitative and quantitative data
(Horner et al., 2004; Ross et al., 2012; Sugai et al., 2001). Implementation fidelity (as measured
by the SET) is determined by evaluating 28 key questions across seven features of
implementation. The features of PBIS (and the number of respective questions investigated) are:

1. Define behavioral expectations (2),

2. Teach behavioral expectations (5),

3. Positively reinforce and recognize expected behaviors (3),

4. System for responding to behavioral violations (4),

5. Monitoring and decision making (4),
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6. Management (8),

7. District-level support (2; Horner et al., 2004).

The SET has been deemed both valid and reliable via psychometric analysis (Horner et
al., 2004; PBIS, n.d.; Vincent et al., 2010). The validity and reliability of the SET have been
established in multiple studies and at elementary, middle, and high school levels (Horner et al.,
2004; Vincent et al., 2010). The more recent, independent assessment by Vincent et al. (2010)
yielded strong internal consistency for the full scale at each school level (elementary r = .850,
middle r = .854, high r =.899) and aligned with the earlier findings of Horner et al. (2004). The
Team Implementation Checklist is a tool used to monitor the quarterly progress of a PBIS
program. Vincent et al. (2010) also found overall high concurrent validity between the SET and
the internal Team Implementation Checklist, suggesting that the SET is a valid measure of the
identified key features of PBIS implementation. In addition to information regarding
observations and assessing products, the SET provides a protocol detailing specialized interview
questions (see Appendix A). The following are examples of data samples found in the SET

(see Table 4).
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Table 4

Example Data Samples from the School-Wide Evaluation Tool (SET)

Data Source

Details

Evaluation Questions

Observations

Wall posters

Walls

Are the agreed-upon rules and expectations publicly posted
in 8 of 10 locations?

Is the documented crisis plan for responding to extreme
dangerous situations readily available in 6 of 7 locations?

Products Discipline handbook; Is there documentation that staff has agreed to
instructional materials  five or fewer positively stated school rules/ behavioral
expectations?
Is there a documented system for dealing with and
reporting specific behavioral violations?
Lesson plan books; Is there a documented system for teaching behavioral
instructional materials  expectations to students?
Is there a documented system for rewarding student
behavior?
Referral forms Does the discipline referral form list (a) student/grade, (b)
date, (c) time, (d) referring staff, (¢) problem behavior, (f)
location, (g) persons involved, (h) probable motivation, &
(i) administrative decision?
School improvement Does the school improvement plan list improving behavior
plan support systems as one of the top three school improvement
plan goals?
Annual plan Does the team have an action plan with specific goals that
is less than 1 year old?
Interviews Staff interviews Does 90% of the staff state teaching behavioral

Student interviews

Administrator
interviews

expectations has occurred this year?

Can 90% or more of the staff asked list 67% of the school
rules?

Do 90% of staff agree with administration on office and
classroom managed problems?

Can at least 70% of 15 or more students state 67% of the
school rules?

Do 50% or more students asked indicate they have received
a reward for expected behaviors over the past 2 months?

Can the administrator clearly define a system for collecting
and summarizing discipline referrals?

Is the administrator an active member of the school-wide
behavior support team?
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Benchmarks of Quality is a tool used to assess the efficacy of a PBIS program. As the
researcher, | selected the SET over the Benchmarks of Quality to provide a more comprehensive
understanding of the success (i.e., fidelity) of Wonderland School’s PBIS implementation. The
SET is used for research and project evaluation purposes, sharing a view of Universal, or Tier I,
PBIS implementation (Educational and Community Supports, 2020). By contrast, the
Benchmarks of Quality tool is used only formatively, not for formal project evaluations or
research purposes. Benchmarks of Quality is conducted by a school-based PBIS coach, in
conjunction with selected team members; it lacks the case study and triangulation approach
adopted by SET evaluators in completing a robust assessment of PBIS implementation fidelity
(Educational and Community Supports, 2020).

Student Discipline Outcome Report

Data from discipline referrals served as quantitative data to represent students’ behavioral
performance. Office discipline referrals are submitted through an online database called Power
School (at Wonderland), which was utilized for the duration of PBIS program implementation;
student demographic information as well as date and time of submission are automatically
populated in the database. Discipline referrals are documentation of staff-observed behavioral
infractions; behavioral infractions are violations of school rules (Pas et al., 2011). However, this
program evaluation did not investigate staff decision making or potential biases in
documentation of discipline referrals.

Wonderland uses criteria developed by the school district to categorize discipline
infractions and determine merit for discipline referrals. Further, teachers do not categorize
discipline infractions at Wonderland; teachers report facts regarding event details.

Administration has been trained to interpret and categorize referrals, according to State City
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School District’s expectations. Referrals are valuable in identifying students with at-risk
behavioral problems. Students who receive discipline referrals are typically rendered
consequences by an administrator; suspension is a probable sanction (Choong-Geun et al., 2011,
Pas et al., 2011). Consequences are determined based on details of a specified incident;
discipline infractions are organized by category.

Empirical studies have confirmed the validity of office discipline referrals as a
standardized measurement of student behavior (Irvin et al., 2004; Messick, 1986). Sample
categories of discipline infractions shown in the student discipline outcome report at Wonderland
consist of the following:

1. Category 1 offenses: disrespect (discourteous or impolite speech), chewing gum, and

insubordination;

2. Category 2 offenses: cheating (claiming authorship of work that is not of the student’s

origination), disruption (verbal actions that disrupt students), and obscene behavior

(the drawing of obscene pictures);

3. Category 3 offenses: fighting, sexual activity, and possession of paraphernalia/drug-

related objects. (State Department of Education website)
The school district’s leadership team provides information regarding categorizing discipline
infractions accurately and consistently. Additionally, provision of specific examples for each
category strengthens reliability of infraction categorization at the school level. Further,
administrators are trained in categorizing discipline infractions and making (related) critical
decisions. Discipline infractions and their categorization are discussed (weekly) to ensure
appropriate decision making. A shared understanding of infraction categorization minimizes

implicit bias and other noxious influences.
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Teacher Interviews

Teacher recruitment for interviews was conducted using purposeful sampling. Creswell
(2014) considered purposeful sampling for the selection of individuals and sites that have
significant insight into and understanding of the research problem central to the study. The
teachers who were interviewed have 6 years of experience with PBIS. Additionally, the teachers
interviewed taught fifth grade during the 2019-2020 school year. Interviews with fifth-grade
teachers were conducted via Zoom, a cloud platform for video, voice, content sharing across
mobile devices, desktops, and telephones. Further, each interview was estimated to total 30
minutes and was formatted using a semi-structured interview guide. The open-ended questions
probed teachers’ experiences with PBIS program implementation, outcomes, and
recommendations for improvement (Lub, 2015; Patton, 2015). The semi-structured interview
protocol gave teachers an opportunity to share information-rich responses (Given, 2008; Kallio
et al., 2016). Such a protocol allows space for participants to share their subjective viewpoints
and respective experiences, while directing the discussion toward points of interest for the study
(Given, 2008; Kallio et al., 2016).
Data Collection

The SET is a research-based instrument used to aggregate multiple sources of qualitative
data and quantitative data to highlight key aspects of PBIS implementation (Horner et al., 2009;
Ross et al., 2012; Sugai et al., 2001). SET data collection took place during the 2019-2020
school year. Further, the SET is a validated instrument used to assess the fidelity of
implementation of a school’s PBIS program. As a participant-researcher, | put into place specific
parameters to mitigate potential biases; the parameters are described in the section titled Ethical

Considerations. Participants were also provided an appropriate opportunity to consent to
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interviews. On February 13, 2020, | collected data in accordance with the SET’s required data
collection sources: observations of walls and wall posters; products, including the Student Rights
and Responsibilities Handbook, school learning plan, teacher lesson plans/instructional
materials; and interviews with administrators, students, and staff encountered during walks
through the school. These observations, products, and interviews were used to answer the
prescribed questions in the SET, resulting in an overall implementation fidelity score for
Wonderland. To achieve inter-observer reliability, two people must score the SET; thus, the
primary SET data collector and another individual serving as a reliability recorder scored the
SET simultaneously.

As a professional school counselor at Wonderland and the primary data collector, |
implemented parameters (described below) to mitigate potential biases. Mary Jones (pseudonym)
served as the reliability recorder; Mary is a member of the district’s equity collaborative learning
team. Jane Johnson (pseudonym) is an Implementer Partner with the U.S. Office of Special
Education Programs’ National Technical Assistance Center on PBIS. As an Implementer Partner,
Jane provides implementation and evaluation training to states across the country. Jane had
provided training to ensure the proper scoring of the SET for this study. The SET contains
protocols for collecting data via interviews, observations, and assessment of products (see
Appendix A).

SET interviews were conducted with students and staff members. Specific interview
questions are detailed in the SET Interview Guide. Further, the questions asked during the
interviews required simple responses from the interviewees. Interviewee responses were
recorded using the SET Interview and Observation form. Participants’ responses to interview

questions were kept anonymous. After the data were collected for the SET, the teachers
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answered interview questions about their perceptions of PBIS. Teacher interviews were audio-
recorded and transcribed to capture an accurate representation of teachers’ perceptions. The
interviews and SET results were stored on a password-protected computer.

Data from the student discipline outcome report for fifth-grade students were collected
from archived records. The principal of Wonderland School provided access
to archival discipline data via PowerSchool. Discipline data were downloaded to a computer; a
passcode must be entered to access information on the computer.

Data Analysis

The data collected for this study were analyzed using both quantitative and qualitative
methods. All of the data sources have proven validity and reliability. Data sources were analyzed
in the order they were collected. Further, discipline data were analyzed for each year PBIS was
implemented at Wonderland.

Question 1: With what degree of fidelity is PBIS implemented, as measured using
the School-Wide Evaluation Tool? Data were collected via observations, product assessments,
and interviews. The results of observations, product assessments, and interview responses were
documented on the SET Interview and Observation Form. Responses were transferred to the SET
Scoring Guide. A score of 0, 1, or 2 was assigned based on conclusions derived from the
observations, products, and interviews. The SET Scoring Guide was used to attain descriptive
statistics: mean, median, mode, and range. Further, the SET Scoring Guide was used to calculate
feature scores and a cumulative score for implementation fidelity (see Appendix A). A
cumulative score of 80% or higher indicates PBIS was implemented with fidelity (Horner et al.,

2004).
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Question 2: To what degree have discipline infractions changed since the inception
of the PBIS program? Changes in discipline infractions were going to be tested using a one-
way analysis of variance (ANOVA). However, the data did not meet the necessary assumptions;
a boxplot showed outliers in the data. Transforming the data would not guarantee success
(Wilcox, 2012). Modifying outliers could potentially introduce bias and removing outliers would
alter conclusions of the study (Faraway, 2015; Ghosh & Vogt, 2012). Keeping the outliers could
have been a justifiable option; however, the data also violated the assumption of normality.
Discipline infractions were not normally distributed, as assessed by the Shapiro-Wilk’s test. The
Kruskal-Wallis H test can test for differences in distributions by comparing mean ranks as
opposed to means; this non-parametric test can also compare the distribution of scores (Dunn,
1964). As a result, the Kruskal-Wallis was run to determine if PBIS implementation periods had
an effect on discipline infractions.

The assumptions of the Kruskal-Wallis require: one dependent variable measured on a
continuous or ordinal level; one independent variable that consists of two or more categorical,
independent groups; and independence of observation. The last assumption requires evaluating
distribution of scores for each group. The distribution of discipline infractions did not have the
same variability. A decision had to be made whether to retain or reject the null hypothesis, Ho:
the distribution of discipline infractions is the same across implementation periods. The Kruskal-
Wallis was statistically significant; I rejected the null hypothesis. As a result, a post hoc test was
run to determine which specific implementation periods were statistically significant from other

implementation periods.
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Question 3: What are teachers’ perceptions of PBIS program implementation,
outcomes, and recommendations for improvement? Teachers participated in semi-structured
interviews. The interviews were transcribed verbatim to mitigate any potential biases. Further,
member checking ensured the transcripts accurately reflected the interviews. The interviews
were coded after reading and rereading the transcripts (Braun & Clarke, 2006; Saldafia, 2016).
To avoid confirmation bias, elements that did not align with initial coding were also coded
(Jones et al., 2014). Then, patterns were identified; pattern coding was used to group similar
codes into categories (potential themes). The categories were shifted from descriptions to
abstract classifications; category shifting is the naming of themes that describe aspects of
phenomena, representative of the data (Braun & Clarke, 2006; Given, 2008; Jones et al., 2014).
Next, the themes were reviewed and revised to ensure they fit in relation to coded data. Final
themes were derived from an ongoing analysis of refining and defining themes, to ensure
appropriate representation of participants’ perspectives (Braun & Clarke, 2006). “Ideally,
thematic analysis takes into account both patterns of commonality across all cases and the
contextual aspects of the phenomenon that account for differences among participants” (Given,
2008, p. 868). This thematic analysis provided a systematically achieved understanding of
teachers’ perceptions of PBIS program implementation, outcomes, and recommendations for
improvement. Table 5 details an alignment of the research questions, data sources, and methods

of data analysis.
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Table 5

Research Questions, Data Sources, and Data Analysis

Research Question

Data Sources

Data Analysis

1. With what degree of
fidelity is PBIS
implemented, as measured
using the School-wide
Evaluation Tool?

2. To what degree have
discipline infractions
changed since the inception
of the PBIS program?

3. What are teachers’
perceptions of PBIS
program implementation,
outcomes, and
recommendations for
improvement?

SET Interview and
Observation Form; SET
was used to observe and
assess:

*Behavior matrices
*Wall posters
*Student’s Rights and
Responsibility Handbook
*School learning plan
*Instructional materials
*Interviews

Archived school discipline
outcome reports: discipline
infractions, documented by
office discipline referrals,
organized by category of
infraction

Interviews

Computing composite score
based on predefined
calculations for the SET
Descriptive statistics:

Mean, median, mode, and
range

Kruskal-Wallis H

Thematic analysis

Note. PBIS = Positive Behavioral Interventions and Supports; SET = School-Wide Evaluation

Tool

Assumptions, Delimitations, and Limitations

Assumptions are the expectations of a study that a researcher cannot control. If the

assumed expectations are not met, the validity of the study is essentially compromised (Given,

2008; Patton, 2015). Delimitations are boundaries a researcher intentionally sets to control the

scope of a study (Creswell, 2014; Frey, 2018; Given, 2008). Limitations of a study are potential
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weaknesses of a study that are not within a researcher’s control (Leedy & Ormrod, 2016;
Mertens & Wilson, 2012).
Assumptions

The first assumption was research participants will interact with integrity and provide
honest responses. Regarding accuracy and consistency, office referrals have validity and
reliability (Creswell, 2014; Irvin et al., 2004; Messick, 1986; Pas et al., 2011); the SET has
validity and reliability (Horner et al., 2004; PBIS, n.d.). School leadership is accurate and
consistent in recording referrals in PowerSchool for discipline infractions; this shared
understanding mitigates subjectivity and implicit bias. Lastly, all instruments were assumed to be
used appropriately to collect discipline data (with respect to their design).
Delimitations

The delimitations are intended to make this program evaluation relevant to a population
that is not well-researched in this study’s context. The PBIS program was assessed as
implemented for all students; however, only discipline data for students in fifth grade were
examined. This study assessed the impact PBIS has on students’ growth and development just
before they enter middle school. Another delimiting factor was evaluating a specific Title |
school. Wonderland School was selected based on its connection with the school-to-prison
pipeline. As a result of a global pandemic (COVID-19), extant data were used to determine
fidelity of PBIS implementation. Further, the teachers who were interviewed were the same
teachers who taught fifth grade during the 2019-2020 school year.
Limitations

Participants interviewed during an implementation fidelity assessment may not be equally

perceptive or articulate (Creswell, 2014). There may be unknown conditions or factors that cause
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responses from participants. Additionally, staff members were aware of observations beforehand;
prior knowledge may cause participants to display behaviors that are not typical of normal
interactions. Lastly, this study was conducted during a global pandemic (COVID-19).

Ethical Considerations

Several ethical principles were considered when developing this program evaluation. As
a data collector, ensuring control for biases and expectations that could influence results was
essential. Prior to scoring the SET, specialized training was received to ensure alignment with
established guidelines. A colleague provided assistance as a reliability recorder; this also
protected against the influence of bias. As a participant researcher, it was important that | be
cognizant of and take appropriate steps to mitigate potential biases. All interviews were
transcribed verbatim. For further protection against the influence of bias on the collection and
analysis of data, open-ended questions were framed to promote truthful responses and emergent
codes were recorded. Words and phrases that could potentially introduce bias or prompt
participants to respond in favor of an assumption were avoided.

Individual participant data were protected during the research process. In accordance with
the SET Interview Protocols, participant names were not recorded, and no identifying
information was collected from lesson plans or observations; this protected participant
confidentiality. Alphanumeric codes were used when referencing each interview, lesson plan,
and observation. The informed consent notified prospective participants regarding the protection
of their identities. Prospective participants were able to review the letter (informed consent) and
decide whether to participate; they were also informed that there were no consequences for
nonparticipation. Additionally, participants were informed of the ability to withdraw from the

study at any time.
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Individual student-level data were used for the analysis of discipline data. However,
archival data were de-identified prior to receipt. The data were stored in a password-protected
computer. Data from the study will be destroyed after 7 years. In addition to the specific steps
built into the methodology, the Institutional Review Board (IRB) at the College of William and
Mary has set guidelines to further ensure the maintenance of ethical integrity.

Institutional Review Board (IRB)

The completion of training in proper human subjects, mandated by the College’s
Protection of Human Subjects Committee, is required prior to scheduling the proposal defense
and conducting research. Certifications are reported to the Office of Sponsored Programs for
Federal Assurance. After the successful defense of the dissertation proposal, an application is
submitted to the IRB of the College of William and Mary. IRB approval indicates safety and the
appropriate use of human subjects in research studies. Human subject protocols are also required
to be submitted to the Protection of Human Subjects Committee at the College of William and
Mary. The IRB approval process at the College of William and Mary assures ethical protocols of

proposed human subjects in research studies.
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CHAPTER 4
FINDINGS

This chapter presents the evaluation findings of the PBIS program. Three research
questions structured this program evaluation. The first research question was fundamental in
assessing implementation fidelity of the PBIS program. The second research question focused on
the changes in discipline infractions since the inception of the PBIS program. The third research
question captured teachers’ perceptions of PBIS program implementation, outcomes, and
recommendations for improvement. This chapter details findings from quantitative and
qualitative research to provide a coherent understanding of implementation, outcomes, and
perceived effectiveness of the PBIS program at a Title I school (Wonderland), with a substantial
population of African American students.
First Research Question

With what degree of fidelity is PBIS implemented as measured using the School-wide
Evaluation Tool? The SET was used to collect data and assess implementation fidelity of the
PBIS program at Wonderland. Prior to calculating the implementation fidelity score for the entire
PBIS program, each implantation feature must be evaluated individually. A feature is proven to
be implemented with fidelity if it receives a cumulative score of 80% or higher. Table 6 details
the score for each implementation feature.

Wonderland’s PBIS program had a cumulative feature score of 70%, indicating that PBIS
was not implemented with fidelity. The cumulative feature score for implementation fidelity

corresponds with the mean in Table 7.
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Table 6

Implementation Feature Scores

Feature Deciding Factors (Data Source) Score
A. Expectations 1. Staff agreed to 3 positively stated rules (P) 50%
Defined 2. Expectations posted in less than 4 places (O)
B. Behavioral 1. System to teach behavioral expectations (P) 60%
Expectations Taught 2. 90% of Staff taught behavioral expectations ()
3. 90% of Staff were taught PBIS (1)
4. Less than 50% of students could state 67% of the school rules (1)
5. Less than 50% of staff could state 67% of the school rules ()
C. Ongoing System for 1. No system for how to reward students (P) 83%
Rewarding 2. Over 50% of students received a reward within past 2 months (I)
Behavioral 3. 90% of staff delivered a reward within past 2 months (1)

Expectations
D. System for
Responding to
Behavioral
Violations

E. Monitoring and

Decision Making

F. Management

G. District Level Support

1. System for managing specific behavioral violations (P) 75%
2. 60% of staff agree on office vs classroom managed issues (1)

3. Crisis plan for responding to extreme danger readily available in 5

locations (O)

4. 90% of staff agree with admin on procedure for extreme

emergencies (1)

1. Discipline referral forms capture essential information (P) 88%
2. Admin can define system for processing discipline referrals (1)

3. Staff receives at least 3 discipline data summary reports per year (1)

4. Less than 90% of staff report discipline data informs school-wide

behavior support efforts (I)

1. Improving behavior support is not a top 3 goal in the school 87%
learning plan (P) (I)

2. 90% report there is a school-wide team to address behavior
support systems (1)

3. Admin reports team membership includes representation of all
staff (1)

4. 90% of the team can identify the team leader (1)

5. Admin is not consistently active on the team (1)

6. Team meetings do not happen monthly (1)

7. The team reports progress to staff at least 4 times a year (1)

8. The team has an action plan with specific goals that are less than
1 year old (P)

1. The school budget does not have money allocated for school- 50%
wide behavioral support (I)
2. Admin can identify an out-of-school liaison (1)

Note. (P) = Product; (O) = Observation; (I) = Interview
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Table 7

Descriptive Statistics for PBIS Features

Descriptive Measure Statistic
M 70.43
Mdn 75.00
Mode 50.00
Range 38.00

Note. PBIS = Positive Behavioral Interventions and Supports

Second Research Question

To what degree have discipline infractions changed since the inception of the PBIS
program? A Kruskal-Wallis H test was used to determine statistical significance of differences
in student discipline infractions between nine groups of participants at different PBIS
implementation periods: SY 10-11, SY 11-12, SY 12-13, SY 13-14, SY 14-15, SY 15-16, SY
16-17, SY 17-18, and SY 18-19 PBIS implementation periods. Distributions of student discipline
infractions were not similar for all groups, as assessed by visual inspection of a boxplot. The
number of discipline infractions fluctuated between implementation periods (see Figure C1 in
Appendix C). Evidencing an overall decrease in discipline infractions, SY 18-19 had the lowest
number of discipline infractions since the inception of the PBIS program. The p-value of .001
confirmed statistical significance and informed conclusions on the hypotheses; p < .05 denotes
statistical significance:

e Null hypothesis, Ho: the distribution of discipline infractions is the same across

implementation periods.
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e Alternative hypothesis, Ha: the distribution of discipline infractions is not the same
across implementation periods.
The null hypothesis was rejected; the alternative hypothesis was accepted. The
distribution of student discipline infractions was statistically significantly different between

implementation periods, x*(8) = 28.905, p = .001, as recorded in Table 8.

Table 8

Independent-Samples Kruskal-Wallis Test Summary

Test Measure Test Summary
Test Statistic 28.905%
Degree of Freedom 8
Asymptotic Sig. <.001
Total N 363

N in Tables 8 and 9 represent the number of students with discipline infractions. The
mean ranks of discipline infractions were statistically significantly different between

implementation periods. The mean ranks are in Table 9.
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Table 9

Mean Ranks

Implementation Period N M Rank
SY 10-11 54 186.69
SY 11-12 44 196.16
SY 12-13 36 170.44
SY 13-14 36 171.93
SY 14-15 57 207.47
SY 15-16 39 205.63
SY 16-17 27 203.78
SY 17-18 45 160.42
SY 18-19 25 98.46

A post hoc test was necessary to determine which PBIS implementation periods were

statistically significantly different from each other. As a result, pairwise comparisons were

performed using Dunn’s (1964) procedure with a Bonferroni correction for multiple

comparisons; adjusted p-values are presented. The post hoc analysis revealed statistically

significant differences in discipline infractions between SY 18-19 (M rank = 98.46) and

SY 10-11 (M rank = 186.69; p =.009); SY 18-19 (M rank = 98.46) and SY 11-12 (M rank =

196.16; p = .003); SY 18-19 (M rank = 98.46) and SY 16-17 (M rank = 203.78; p = .005);

SY 18-19 (M rank = 98.46) and SY 15-16 (M rank = 205.63; p = .001); and SY 18-19 (M rank =

98.46) and SY 14-15 (M rank = 207.47; p = .000). No other combination of groups revealed

statistically significant differences. Each pairwise comparison is specified in Table 10.
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Table 10

Pairwise Comparison of Implementation Periods

Sample 1-Sample 2 Sig. Adj. Sig.
SY 18-19-SY 17-18 .012 448
SY 18-19-SY 12-13 .005 194
SY 18-19-SY 13-14 .005 163
SY 18-19-SY 10-11 <.001 .009
SY 18-19-SY 11-12 <.001 .003
SY 18-19-SY 16-17 <.001 .005
SY 18-19-SY 15-16 <.001 .001
SY 18-19-SY 14-15 <.001 .000
SY 17-18-SY 12-13 .652 1.000
SY 17-18-SY 13-14 .605 1.000
SY 17-18-SY 10-11 190 1.000
SY 17-18-SY 11-12 .090 1.000
SY 17-18-SY 16-17 .073 1.000
SY 17-18-SY 15-16 .038 1.000
SY 17-18-SY 14-15 .018 633
SY 12-13-SY 13-14 .949 1.000
SY 12-13-SY 10-11 447 1.000
SY 12-13-SY 11-12 .250 1.000
SY 12-13-SY 16-17 .188 1.000
SY 12-13-SY 15-16 126 1.000
SY 12-13-SY 14-15 .080 1.000
SY 13-14-SY 10-11 490 1.000
SY 13-14-SY 11-12 278 1.000
SY 13-14-SY 16-17 .208 1.000
SY 13-14-SY 15-16 142 1.000
SY 13-14-SY 14-15 .093 1.000
SY 10-11-SY 11-12 .639 1.000
SY 10-11-SY 16-17 466 1.000
SY 10-11-SY 15-16 .365 1.000
SY 10-11-SY 14-15 271 1.000
SY 11-12-SY 16-17 754 1.000
SY 11-12-SY 15-16 .665 1.000
SY 11-12-SY 14-15 570 1.000
SY 16-17-SY 15-16 941 1.000
SY 16-17-SY 14-15 .874 1.000
SY 15-16-SY 14-15 .929 1.000
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Third Research Question

What are teachers’ perceptions of PBIS program implementation, outcomes, and

recommendations for improvement? Five teachers participated in 30-minute interviews and

provided insights into their perceptions of PBIS. Thematic analysis was used to analyze each

interview transcript and discover the themes shown in Table 11.

Table 11

Summary of Major Findings for Themes of Teachers’ Perceptions

Theme

Summary of Major Findings

Promote Positive
Behaviors

Develop Cultural
Competency

Impact on Student
Conduct

Barriers of
Efficacy

Practitioners must establish and teach expected behaviors. Practitioners
must acknowledge students that display positive behaviors; determine
student motivators; and provide students with incentives and rewards.

Students’ race and socioeconomic status impacts practitioners’ approach
to PBIS implementation. Practitioners must develop meaningful
relationships. Practitioners must learn and implement culturally
responsive practices.

As a result of PBIS, some students demonstrate an increased display of
positive behaviors. However, practitioners’ lack of understanding
regarding implementation and application has an adverse impact on
PBIS outcomes.

Inconsistency from practitioners has an adverse impact on PBIS
implementation. Practitioners must undergo capacity building
to develop the necessary competencies for effective PBIS
implementation.

Promote Positive Behaviors

Each teacher interviewed noted that promoting positive behavior plays a vital role in

implementing a PBIS program. It can be perceived as unfair to hold students accountable for

behavioral infractions without communicating behavioral expectations. Accordingly, teachers
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must define and teach desired behaviors to students. Teachers at Wonderland stated students are
more likely to display positive behaviors when they are acknowledged for them. Further, some
students demonstrate positive behaviors when they are motivated by the possibility of receiving
intrinsic and extrinsic rewards. Regardless of the specific method, teachers agreed that
establishing behavioral expectations, acknowledging behaviors, and determining motivators are
key aspects of promoting positive behaviors.

Establish Behavioral Expectations. With respect to PBIS implementation, Rita (all
names are pseudonyms) shared her perspective of the importance of promoting positive
behaviors by first establishing behavioral expectations. Further, Rita makes creating behavioral
expectations a collaborative experience with her students; she stated that talking with her
students, as opposed to making demands, tends to yield better results:

| try to talk about the expectations and make it more of a conversation so that they feel as

if they are a part of the planning of it, even though | know it’s planned out already. So, |

start off making a discussion and just let them know why some of those things are in
place, and | take it from there.

Jennifer echoed Rita’s sentiments and then explained how expectations are enforced in
the classroom. In some situations, students play a role in enforcing expectations via public
display of accountability: “We actually use it like a scale, to show whether they did well, or if
their behavior is off a little bit. We move these little clips up and down as needed throughout the
day” (Jennifer). Including students throughout the process by establishing behavioral
expectations in a collaborative manner allows students to have a better understanding of their

rights and responsibilities. For some students, understanding their responsibilities makes it easier
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for them to take ownership of behaviors; meeting behavioral expectations can be perceived as a
choice.

With respect to student choice, some decisions are easier to make than others. Three
teachers referenced similarities between teaching behavioral expectations and teaching academic
expectations. Some students learn more quickly than other students. There are also students
working to unlearn old behaviors, while simultaneously learning new behaviors. Rita spoke
about challenges students have while attempting to display positive behaviors: “Remind them of
what is expected of them or point out other students who are doing the right thing. Sometimes
they’re trying to do it, but the unwanted behavior is something that’s been learned over the
years.” However, there also are students who disregard behavioral expectations simply because
they believe teachers are not providing supervision. Additionally, some students rebel against
behavioral expectations in blatant acts of defiance. Even though there are instances when
students do not adhere to established behavioral expectations, findings from the interviews
suggested that the establishment of behavioral expectations is essential to PBIS implementation.

Jennifer expressed how teachers must do more than set behavioral standards to make
students feel valued; teachers should encourage positive behaviors by letting students know
when they are making positive choices. Three teachers referenced the effect that acknowledging
behaviors has on peer-to-peer influence and promoting positive behaviors; commending students
yields a trickle-down effect that makes displaying positive behaviors seemingly contagious. Kate
noted the trickle-down effect is simply a benefit of acknowledging students, not the purpose of
acknowledging students; it is important to acknowledge students, whether there is a classroom

full of students or just one student in the classroom.
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Acknowledge Students. Everyone deserves to feel seen. Kate recounted an experience
from her childhood and cited it as a driving force for the need to acknowledge students:

As a quick personal experience as a kid, | was always the one that did what | was told,

and | felt like I was never recognized for it. So, for a typical school year, | am one that

finds the positives first! Using Class Dojo, so kids can just, you know, rack up these

points and know I see them, and they’ll feel like yes! I’m doing great, I’m doing great!
Teachers should make a conscious effort to compliment their students more than they correct
them. Megan added, “I think a lot of times they think everything’s about getting in trouble. I
think it helps students to know that we recognize good things they do.” Similar to Megan’s
position, Kate shared that instant feedback allows teachers to encourage the continuation of
positive behavior in real time: “I like it because even the kids who haven’t been doing well or are
not making the best choices, the second they do, I can address it quickly.” While acknowledging
students has proven to yield positive results, all the teachers agreed there is also a need to
determine what type of rewards will motivate their students to display positive behaviors on a
consistent basis.

Determine Motivators. The final component of promoting positive behavior is
determining the best methods to reward students. After acknowledging students and recognizing
behaviors, teachers use rewards to influence the sustainability of positive behaviors. Megan has
discussions with her students to determine what rewards interest them:

The way | implemented it is first | kind of get to know the students first and what

motivates them. And then depending on what that is, | will reward them, based on what

they do like and what appeals to them.
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Student motivators can be differentiated to fit student preference. When teachers solicit feedback
from students, it can increase the likelihood that the chosen rewards will motivate students to
display positive decisions. Agreeing with Megan, Kate discussed the importance of learning
about students on a personal level:

That definitely comes from conversation with the kids. | always start the school year with

a quick survey asking if you can choose from this list, what would you choose? Or I’ll

tell them to give me some ideas, and of course, there’s the silly ones that say, Can you

buy me a car? | ask just to see what’s interesting to them.

On the contrary, Rita is not an avid supporter of the reward system. Rita cautioned
against using incentives as a driving factor to influence positive behaviors:

The only part we need to work on, in my opinion, is trying to get it away just from

reward, reward. Reward should only be a part of it. How do we get our little ones to want

to do this? They’re not always going to get a tangible reward. So, we have to kind of

wean them away from wanting something tangible and think of the big picture in mind.
Incentivizing behaviors can cause students to make positive decisions to receive a reward, as
opposed to making positive decisions because it is the appropriate thing to do.

While some teachers believe showing kids they are valued and appreciated via
commendation is simply acknowledging students, other teachers consider the recognition a
reward. Some teachers reference verbal praise as a reward to motivate students and encourage
positive behaviors. Three teachers agreed that verbal praise can have a more meaningful impact

than physical incentives. Kate stated:
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For me, | feel like it is the rewards for the extrinsic motivation, but I think PBIS is
supposed to be the focus on the positive, so that it’s not always about the extrinsic. The
verbal can be enough. They like that!
Megan agreed with Kate’s feelings regarding verbal praise. Megan also referenced student
population as a factor that influences what type of motivation will invoke positive responses:
I think that there was something like | know we talked about people getting things versus
like words. And I think as far as this population, | think, maybe, like, getting things like
time or praise actually works a little better.
Determining motivators, acknowledging students, and establishing behavioral expectations
(regardless of order) are key aspects of promoting positive behaviors. In some cases, identifying
motivators only requires teachers to make observations or ask questions. However, sometimes
teachers experience difficulty attempting to determine motivators. As a result, teachers can be
intentional in learning their students to aid PBIS implementation. Specifically, each teacher-
participant referenced the importance of understanding cultural context.
Develop Cultural Competency
The teachers agreed some students are seemingly uninfluenced by intrinsic or extrinsic
motivation. Alex recalled a time she experienced difficulty determining effective motivators for
students in her classroom:
Some kids don’t really care about getting scoreboards and things like that. So, that was
kind of a challenge to try to figure out what I can implement that would get them
interested in it if they didn’t like the rewards. I think the types of rewards that you give

may be different based on the population.
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Each of the other teachers shared an experience similar to Alex’s experience. Findings from the
interviews indicated students’ response to motivation varies according to factors such as
socioeconomic status, demographics, and overall relationship with people outside of their own
social and cultural context.

Socioeconomic Status and Equity. Although each teacher acknowledged that
socioeconomic status and equity influence students’ response to motivation, each teacher
presented a different perspective of how socioeconomic status and equity influence students’
response to motivation. Kate expressed that students living in poverty appreciate tangible
rewards as a means of motivation and encouragement. However, in Megan’s experience,
students living in poverty are uninfluenced by tangible rewards:

I think with a lot of these students, it is not really about getting things, but a lot of them

have things. You know, people find a way to get stuff even with no money, they just,

they don’t have, like quality time, if that makes sense.
Adding a third perspective, Jennifer posited PBIS can be completely ineffective pending the
student population:

So, depending on the population in my classroom, sometimes | can implement it in a

fashion that works. Sometimes it was just like, stop using that. Let’s go do something else

because, you know, maybe it didn’t work, depending on my population behaviors.
Jennifer and Rita agreed societal conditions affect African American students’ overall response
to PBIS. However, the two teachers differed in opinion regarding next steps; Jennifer suggested
giving up, while Rita suggested trying harder.

Rita explained her opinion regarding challenges teachers encounter when attempting to

motivate some African American students living in poverty:
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We have a lot of African American, in fact, here especially, race ties into a lower
socioeconomic background. I think, overall, just as a group of African Americans, if they
have family or friends or parents helping, then okay. But I think it’s difficult to raise
children right now by yourself if you’re working or in and out of the home without any
form of support. So, for that African American child that has that balance, PBIS works
for them. I think PBIS can work for all of them, but if that balance isn’t there, from that
background, it’s just way more challenging.

Megan mentioned the importance of implementing PBIS with equity; teachers should be

cognizant of students’ needs during PBIS implementation. Equality is not always synonymous

with equity. Though PBIS is a program designed for all students, it cannot be implemented the

same way for all students. Rita shared personal information to add clarity on why PBIS must be

implemented differently based on population:

Our population makes a major difference for PBIS because they need a lot of the
structure. Behaviors can happen when a child comes from a low socioeconomic place or
even a single-parent home, and | know, especially for Black males. | have two sons. Even
though I’m an educator, a teacher, it makes a difference that kids have two parents,
whether male or female. Kids need that teamwork, that structure, that unfortunately a lot
of students lack in my experience. Often lower socioeconomic students have that

background, sometimes don’t have that structure, and that plays into behaviors.

Jennifer echoed Rita’s sentiments regarding the role a student’s background has in their

behavior. Jennifer expressed some students display physical aggression because their parents

encourage fighting. She continued to explain that teachers do not understand why parents

encourage their children to break school rules or how to intervene. By developing cultural
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competency, teachers gain understanding of how to interact with people of different cultures.
Consequently, teachers will have the capacity to create authentic connections and implement
PBIS in a way that cultivates a sustainable display of positive behaviors.

Cultivate Meaningful Relationships. All teacher-participants agreed and reiterated the
benefits of building meaningful relationships with the students. Three teachers referenced their
rapport with students as a key element for PBIS implementation. Rapport building and PBIS
implementation have a cyclic relationship. Building rapport with students can help teachers
determine motivators, while applying knowledge of motivators can help teachers build rapport
with students. Megan described the ascendency relationships and PBIS have on each other:

So, I guess the way | implemented it is, first, | kind of get to know the students first and

what motivates them.... I think the benefits are that I get to motivate students. I mean

really motivate them. And they like that. And that makes them like me. And that’s a

consequence, and consequences aren’t always bad. There’s a good one or a bad one.
Like Megan, Kate enjoys conversing with her students. Kate dedicates time at the beginning of
each day to connect with her students:

Those students typically take a while to get to know and find out what really is the

motivator, so I’ll go with what’s the majority until I figure it out, and sometimes it might

take me maybe a whole quarter before I go, wow, you like this? | can do that for you!

And that’s where I really rely on my morning meetings, so they can have that open

conversation, and it’s just like having a conversation. They don’t think that [ have a

secret agenda; they know like we’re all just trying to learn each other.

70



In addition to learning the students, Kate and Rita also allow the students to learn them;
meaningful relationships are not unilateral. Moreover, Rita does not think PBIS can be effective
without the cultivation of meaningful relationships:

So, | had that planned out and in place because a lot of planning goes into it. Then you

start building that relationship, you know they want to know, who is this lady? Who is

this person that is going to teach me this year? So, you kind of ease them into getting to

know you. I don’t think there’s going to be any PBIS without building that relationship.
Some students put more effort into displaying positive behaviors when they believe their teacher
cares about them.

Alex and Kate brought awareness to a controversial topic regarding the purpose of PBIS
and students’ reasoning for meeting behavioral expectations. Alex expressed some students
display positive behaviors because they want to make their teacher proud, as opposed to
understanding why it is important to make positive choices:

It is a good way or a good strategy to build relationships with the kids and get kids to try

and be on the same page with you. Even if they don’t care about the rewards, at some

point, they just want to make us proud. So, sometimes they do it for that as well. | know

sometimes if the student misbehaves, I’1l get a letter because they know that they did

wrong and they have sent me a note or written me a letter, letting me know I’'m sorry I

disappointed you. So, | think building relationships too is a big part of it.

Teachers can appear inauthentic if they attempt to build relationships with the goal of
improving their ability to implement PBIS; improving PBIS implementation should be viewed as
a bonus. Moreover, some students will notice the lack of authenticity and respond unfavorably.

Kate has a selfless perspective on relationship building:
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Sometimes, it’s conversations about random topics. Sometimes, just being a little bit
more interactive, so they can put their ideas out and they can move around a little bit.
Either way, it is good to get to know each other, going over social-emotional learning,
together, as it applies to them, just to help them out and just building community.
Every teacher-participant believes in the importance of cultivating meaningful relationships.
While it should not be the reason for building relationships, teachers agree that the existence of
meaningful relationships supports PBIS implementation. PBIS implementation can contribute to
the promotion of a positive school climate and culture.
Impact on Student Conduct
Four teachers believed the PBIS program has an impact on student conduct. Megan stated
the PBIS program assists in curbing negative behaviors. In addition to curbing negative
behaviors, Kate mentioned PBIS strategies can yield immediate results: “And it doesn’t have to
be a big to-do, it can just be as simple as, ‘Hey, great job keeping your feet on the floor,” or
whatever the case may be, and then they act right.” Alex believed PBIS has a limited impact on
student conduct:
| would say that it does, it does have an impact on it, but | honestly feel like children,
they’re going to do what they want to do at some point. So, I really don’t think it’s like,
oh okay, since I’'m going to get this sticker, like, I’'m going to behave. And if somebody
makes me mad, I’'m not going to put my hands on them, or whatever the situation is. So, |
just feel like sometimes they’re going to do what they want to do, regardless of if they’re
going to receive a reward or an award.
Rita cautioned against implementing PBIS in the manner Alex referenced; teachers should focus

on teaching students, as opposed to providing incentives.

72



With the proper implementation, the PBIS program can yield outcomes such as students
displaying positive behaviors and understanding the importance of making positive choices. Rita
also believed the PBIS program can help students develop a sense of accountability:

They are able to come back and say to you. I shouldn’t have done that, and it’s genuine,

and | can usually tell 90% of the time if it is or not. They should be able to tell you that,

hey, I shouldn’t have done that; I did not make the best decision.
Jennifer expressed having limited knowledge regarding PBIS implementation: “Normally, when
I’'m thinking about PBIS, I don’t know what to do because I don’t know a lot about it.” Even
with limited knowledge, the PBIS program is recognized as beneficial; Jennifer also stated, “I
will say it; I think it reduces it,” when discussing the effect PBIS has on discipline infractions.
Jennifer was not the only teacher who was not well-versed in the PBIS program. Each teacher-
participant expressed that making improvements to the PBIS program could enhance the
program’s effects.
Barriers to Efficacy

PBIS has been referenced as a challenging program to implement. Programmatic
challenges can have an adverse effect on buy-in and implementation fidelity. Consistent with any
program, identifying barriers and methods for refinement are key to improving efficacy.
According to teachers, a lack of capacity and consistency contributed to pitfalls of the PBIS
program at Wonderland.

Capacity Building. Three teachers stated they lacked knowledge of the PBIS program.
Further, teachers who have not received any training are still expected to implement the PBIS
program. It can be considered unethical for a doctor who is not a cardiovascular surgeon to

perform a heart transplant. Using the previously mentioned logic, it can be considered unethical
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for teachers who have not received the proper training to implement the PBIS program. Every
teacher-participant expressed a need for preparation and training to implement the PBIS program
with fidelity. Alex explicitly stated that teachers did not receive enough training: “I think if you
implement it correctly, it will have a positive impact. Just don’t feel like we got enough training
on it to know how to really implement PBIS in the classrooms.” Including modeling as a part of
training can be beneficial for teachers. Jennifer indicated seeing PBIS modeled would encourage
capacity building:
I will think that—how can | say this? Modeling how to do it will make it better. To me, if
someone modeled it for me or a teacher or any other person, it will teach it and will show
us how it should be.

Jennifer specifically referenced a lack of support and training as a downfall of the PBIS program:
So, I don’t really fully use PBIS, but sometimes I use the clip. Sometimes. I didn’t know
as much about it as I probably should have. We don’t know a lot about it. You know,
they give you a chart and say use this, but you don’t know that much about it, or how
somebody else implemented it, and how well it worked. I think that’s the downfall of it.
So, I just think more training on it would probably help.

Moreover, teachers should be trained on how to implement PBIS for all students; some teachers

referenced students’ socioeconomic status and race as challenges to implementation. Rita agreed

with Alex’s and Jennifer’s position that teachers need training. Unlike the other teachers, Rita
had confidence in her ability to implement PBIS.
In addition to formal training, Rita believed teachers can learn PBIS from other educators

in the building. Rita also communicated that there is more than one way to implement PBIS:
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It helps you to learn more about it because, as I said before, I’ve learned so much from
other teachers over the years. A lot of the things that | use today are because another
teacher shared that with me. Someone else shared it along the way, not even just a
teacher, an educator, someone who works in a school, I’ve learned from instructional
assistants as well. It’s implemented, and it shouldn’t just be a lesson, and | know they
have to. I appreciate the lessons that I’m given, it’s necessary guidance. But I think that
some teachers may think it has to be exactly put up a picture, and someone is walking
around with a clipboard, and they see what their flip chart playground was on the board.

Educators can vary in their approach to instructional delivery while still teaching the

same content; likewise, PBIS implementation can be differentiated to account for various

teaching styles. Moreover, PBIS can be modeled to fit needs of individual teachers without

compromising the integrity of the program.

While the other teachers described a general need for support and training, Rita provided

specific details. Rita posited PBIS must be integrated into daily operations:

| think a misconception that | see, it cannot be during morning meeting, it cannot be
scheduled at say 12 o’clock. It has to be, when this happened. What are you going to do
as a teacher if something happens in the middle of your language arts class? You can’t
leave it and write it down. Or okay, tomorrow we’re going to talk about that being said.
Especially if it’s happening now or about to happen. Some things you just have to deal

with right away. So, I think your PBIS should be ongoing.

For clarity, Rita did not suggest PBIS lessons could not be scheduled. She communicated

teachers should be flexible and capitalize on teachable moments:
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So overall, I think it’s a great program, we just need to get it to move on from teachers

thinking that this has to be only in the morning. They have to get in the habit of

understanding, this is ongoing; this is all day long. That is a part of the teaching. When

you’re in math, you have to address the situation as you’re going along and be consistent.
Consistency is a valuable trait for all staff to exhibit. Teachers expressed frustration regarding a
lack of administrative support and consistency.

Lack of Consistency. Consistency can promote trust and improve buy-in. Some teachers
make honest attempts to provide consistency and build student trust; however, some teachers are
unsure if administration makes honest attempts to provide consistency. Four teachers expressed a
concern with the lack of consistency from administrators. When presenting her perspective on
barriers to efficacy, Megan stated, “I think we should just have consistency for all students. Well,
as I said, if it’s a consequence, it needs to be consistent. And if it’s a system we need, I just feel
overall we need some consistency.” Megan presented a connection between consistency and
trust:

I feel it’s all about trust, and some kids are promised a lot. And if you don’t follow

through when they’re promised something, and they look forward to something, and then

if it doesn’t happen, then we let them down.
Although Megan provided the most context regarding consistency, she did not believe anyone
should be held solely accountable:

Sometimes, students are promised things they don’t get, and I think, or we might say, you

know, for example, | know for a while we had a cart at our school like we have the cart

and then it like just disappears. And | feel like that breaks a little bit of trust, | feel like. |
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don’t think it’s anybody’s fault. | think that the changes are good but just with everything

else going on, that sometimes some of the PBIS things can fall by the wayside.

Jennifer and Megan expressed similar sentiments regarding trust. Jennifer also felt trust is
difficult to regain, even if students are unaware of the connection between consistency and trust:

I think once you break trust, it’s kind of hard work to get back. And I feel, I don’t know,

that’s probably my opinion, but I mean, | feel like maybe kids don’t even look at it like

you are breaking that trust. They are just like, you know, you said it and it didn’t happen.

I mean but we know it’s breaking trust.

The lack of consistency can elicit the lack of trust between stakeholders. The lack of trust
can hinder PBIS implementation. Moreover, a lack of trust can have an adverse effect on student
development and inhibit desired program outcomes.

Summary of Findings from Interviews

Though specific details varied, each teacher-participant expressed that promoting positive
behaviors and developing cultural competence are essential to PBIS implementation. Promoting
positive behaviors consists of establishing behavioral expectations, acknowledging students, and
determining motivators. Most of the students at Wonderland are African American students
living in poverty; teachers must develop cultural competence and ensure the provision of equity.

Teachers have various perspectives of program outcomesf; pending implementation
fidelity, PBIS can have a posifive impact on student conduct. Teachers also shared suggestions to
improve the PBIS program. Capacity building and a lack of consistency were identified as
barriers to program efficacy. The findings from the interviews detailed teachers’ perspectives

regarding program implementation, outcomes, and recommendations for improvement.
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Summary of Findings

Chapter 4 presented findings that explored PBIS implementation fidelity, changes in
discipline infractions, and perceived effectiveness of PBIS. The SET was used to measure
implementation fidelity of key features and overall program implementation. Some features of
the PBIS program at Wonderland met expectations for implementation fidelity. However, the
PBIS program did not prove to be implemented with fidelity. Specifically, Wonderland’s PBIS
program scored 70% for program implementation fidelity. The Kruskal-Wallis Test was run to
determine if the distribution of discipline infractions were statistically significantly different
between PBIS implementation periods. The mean ranks and distributions of discipline infractions
were found to be statistically significantly different between implementation periods, x*(8) =
28.905, p = .001. Thematic analysis was used to reveal patterns of experience expressed by the
teachers tasked to implement PBIS. Chapter 5 discusses the connotation of the findings,

implications for policy and practice, and recommendations for future research.
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CHAPTER 5
DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS

This chapter (a) provides context that brings meaning to the findings in Chapter 4; (b)
asserts implications for policy and practice; and (c) presents recommendations for future
research. Additionally, this chapter suggests recommendations based on findings that do not have
a direct connection to specific research questions. Exclusionary discipline policies support the
existence of the school-to-prison pipeline; PBIS programs have been found more effective in
promoting sustainable positive behaviors than exclusionary discipline policies (Cregor & Hewitt,
2011; Rafa, 2018; USDOE, 2014). The purpose of this mixed-methods program evaluation was
to assess a PBIS program implemented in a Title | school with a substantial population of
African American students.
Discussion of Findings

Interviews, surveys, observations, extant data, and archival data were used to examine the
PBIS program at Wonderland. Three research questions were used to structure this program
evaluation. The first research question assessed the implementation fidelity of the PBIS program.
The second research question focused on the changes in discipline infractions since the inception
of the PBIS program. The third research question captured teachers’ perceptions of the
effectiveness of the PBIS program. Relevant findings from each research question are discussed

in tandem to provide a coherent understanding of Wonderland’s PBIS program.
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Implementation, Outcomes, and Perceived Effectiveness

The PBIS program was implemented with 70% fidelity. The benchmark for
implementation fidelity is 80%; thus, PBIS was not found to be implemented with fidelity.
Wonderland’s score for implementation fidelity was consistent with teacher perceptions. Each
teacher expressed that teachers were not taught how to implement PBIS. Implementation fidelity
was assessed using the SET, a research-based instrument used to analyze quantitative and
qualitative data that highlight seven key features of PBIS implementation (Horner et al., 2009;
Sugai et al., 2001). With implementation fidelity 10% short of the benchmark, changes in
discipline infractions still proved to be statistically significant. However, some perceptions of
program efficacy did not fully align with the discipline data. Creating a full circle moment,
teachers believed challenges with program implementation have an adverse impact on program
outcomes.

Behavioral Expectations. Wonderland earned a fidelity score of 50% for Feature A:
Expectations Defined. There is documentation that staff agreed to five or fewer positively stated
behavioral expectations. However, the behavioral expectations were posted in fewer than four
places. Wonderland earned a 60% fidelity score for Feature B: Behavioral Expectations Taught.
There is a documented system to teach school rules and behavioral expectations. Further, 90% of
the PBIS team stated they reviewed the PBIS program with staff on an annual basis, and 90% of
the staff stated they taught students behavioral expectations. However, fewer than 50% of the
students could state 67% of the school rules. Teachers may have behavioral expectations for their
classroom; however, school-wide expectations are less well known. During their interviews,
teachers stressed the importance of promoting positive behaviors by establishing and teaching

behavioral expectations. According to the SET, less than 50% of the staff could state 67% of the
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school rules; the findings from the second research question reflected discipline infractions for
behavioral expectations that may not have been clearly established.

In addition to establishing behavioral expectations, teachers also shared their perspective
of acknowledging students and determining motivators as a means of promoting positive
behaviors. Corroborating the interviews, Wonderland earned an 83% fidelity score for Feature C:
Ongoing System for Rewarding Behavioral Expectations. At least 50% of the students stated
they received rewards for displaying positive behaviors, and at least 90% of the staff indicated
they provided rewards to students for displaying positive behaviors. However, Wonderland’s
documented system for rewarding student behavior does not detail methods to acknowledge
students who display positive behaviors. Findings from teacher interviews supported the SET
findings; teachers expressed that there is no established protocol for acknowledging or
motivating students. According to teacher interviews, rewards are not always effective for
African American students with low socioeconomic status. Further, some students have parents
who do not support behavioral expectations taught in school.

While one teacher expressed confusion by the idea that parents encourage their children
to fight, other teachers indicated staff should develop cultural competence and build meaningful
relationships. Empathy and authenticity can aid teachers in their approach to PBIS
implementation and cultivating sustainable change. All the teachers agreed there is a positive
correlation between building meaningful relationships and promoting positive behaviors.
Further, it can be beneficial to respond to behavioral violations by first seeking to understand the
reason for the violation.

Discipline Infractions. Feature D: System for Responding to Behavioral Violations had

a 75% fidelity score. Wonderland has a documented system for dealing with and reporting
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specific behavioral violations. Moreover, protocols for extreme emergencies are documented in a
crisis plan that is readily available in at least five locations. At least 90% of the staff agreed with
administration about protocols for extreme emergencies. However, fewer than 89% of the staff
agreed with administration about which violations should be office-managed as opposed to
classroom-managed.

Office-managed and classroom-managed violations are recorded as discipline infractions.
The number of discipline infractions fluctuated between implementation periods; however, SY
18-19 had the lowest number of discipline infractions since the inception of the PBIS program.
The distribution of discipline infractions was studied for 9 school year periods of PBIS
implementation using the Kruskal-Wallis H test. A p-value less than .05 confirmed statistical
significance. The distribution of student discipline infractions was statistically significantly
different between implementation periods, ¥?(8) = 28.905, p = .001. Further, the results of a post
hoc test detailed which PBIS implementation periods were statistically significantly different
from each other. Each group of school year periods of PBIS implementation was compared as
pair-wise comparisons. Five groups evidenced statistically significant differences in discipline
infractions: SY 18-19 and SY 10-11; SY 18-19 and SY 11-12; SY 18-19 and SY 16-17; SY 18-
19 and SY 15-16; SY 18-19 and SY 14-15. Factors assessed in Feature E: Monitoring and
Decision Making supplemented context regarding discipline infractions.

Wonderland earned an 88% fidelity score for Feature E. The discipline referral forms
captured appropriate demographic data; administration can clearly define the system for
collecting and summarizing discipline referrals; and administration stated staff receives
discipline data summaries at least 3 times a year. Wonderland did not receive a perfect score for

Feature E because at least 90% of the PBIS team did not report that discipline data are used to
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make decisions in designing, implementing, and revising school-wide behavior support efforts.
The PBIS team’s reports aligned with perspectives captured via interviews; teachers expressed
feeling a lack of administrative support regarding program implementation.

Program Commitment. A factor that impeded Wonderland’s fidelity score for Feature
F: Management was the lack of administrative involvement; the score for Feature F was 87%.
Although administration is not an active member of the school-wide behavior support team,
administration stated the team includes representation of all staff. At least 90% of the staff
reported there is a school-wide team to address behavior support systems, and they were able to
identify the team leader. Further, the team has an action plan with specific goals that is less than
1 year old. Administration stated that the team reports progress to the staff at least 4 times a year.
However, the school improvement plan does not list improving behavior support systems as one
of the top three school improvement plan goals. Additionally, team meetings are not held
frequently; administration did not confirm team meetings occurred at least monthly.

According to the interviews, monthly meetings were not all that lacked consistency.
Teachers indicated that inconsistency from administration has a negative impact on program
efficacy; sometimes administration provided rewards and incentives, and other times they did
not. There is a possibility that Feature G: District-level Support provides context for the lack of
consistency regarding the provision of incentives and rewards. Half of Feature G’s fidelity score
is based on budget. However, the school budget does not contain allocated funds for building and
maintaining school-wide behavioral support; this could explain why administration presented as
inconsistent. Absence of a program budget can have an adverse impact on program outcomes.
The only reason Wonderland earned 50% for Feature G was because administration could

identify an out-of-school liaison. Feature G is the last feature evaluated to determine the
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cumulative implementation fidelity score. Discussion of implementation, outcomes, and
teachers’ perceptions of the PBIS program cultivates a holistic narrative of the findings.
Implications for Policy and Practice

The implementation of an effective PBIS program can aid in reducing negative behaviors
and promoting good citizenship (Bear et al., 2017; Flannery et al., 2014). However, some schools
experience challenges implementing effective PBIS programs (Sanetti et al., 2013; Yeung et al.,
2016). PBIS data regarding implementation, outcomes, and perceptions were triangulated due to
interrelation. This section presents implications and recommendations based on the findings from
the study. A summary of the findings and their corresponding recommendations is documented
in Table 12.
Provide Training for PBIS Implementation

According to findings from the SET, the PBIS program’s cumulative implementation
fidelity score was 70%; the benchmark was 80%. The chair of the PBIS committee is responsible
for leading the PBIS program. However, the building principal must approve all initiatives and
interventions that affect teaching and learning. When permitted by the building principal,
information regarding PBIS is incorporated into an hour-long presentation at the beginning of the
school year. Wonderland can benefit from adequate training through which staff can become
knowledgeable of expectations for implementation fidelity (Hill & Flores, 2014; T. J. Lewis
et al., 2016; Mathews et al., 2014; Tyre et al., 2018). Further, explicit teaching of key
implementation features will enhance staff understanding of overall program implementation

(T.J. Lewis et al., 2016; McKevitt & Braaksma, 2008).
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Table 12

Findings and Recommendations

Findings

Related Recommendations

The implementation fidelity score for the PBIS
program was 70%; the benchmark was 80%. The
implementation features with the 3 lowest scores are
Feature A: Expectations Defined (50%), Feature B:
Behavioral Expectations Taught (60%), and Feature
G: District-level Support (50%).

SY 18-19 had the lowest number of discipline
infractions since the inception of the PBIS program.
The distribution of discipline infractions was
statistically significantly different between
implementation periods, ¥2(8) = 28.905, p = .001.

Promoting positive behaviors, developing cultural
competence, and practicing consistency are key
aspects of PBIS program implementation. Program
outcomes are impacted by staff understanding and
application of implementation expectations. Staff

require capacity building to improve program efficacy.

1. Provide training for PBIS
implementation

2. Establish a budget for PBIS

3. Employ data-based
decision-making and sustain
PBIS implementation

4. Provide professional
development for systemic
implementation of culturally
responsive discipline
practices

Note. PBIS = Positive Behavior Interviews and Supports

The feature implementation scores for behavioral expectations defined and taught were

50% and 60%, respectively. The lack of properly defined and taught behavioral expectations

played a significant role in the PBIS program not meeting implementation fidelity (Bradshaw et

al., 2015; Horner & Sugai, 2015; T. J. Lewis et al., 2016; Reinke et al., 2013). Behavioral

expectations should be positively and explicitly stated to promote benevolent behaviors and

mitigate confusion (Bradshaw et al., 2015; T. J. Lewis et al., 2016; Reinke et al., 2013).

Additionally, behavioral expectations should be posted in 8-10 public locations (Bradshaw et al.,

2015; Horner & Sugai, 2015; T. J. Lewis et al., 2016). Posted behavioral expectations can serve
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as a reminder for students and aid teachers in teaching behavioral expectations. Rather than
assuming students know how to display positive behaviors, educators must explicitly teach
desired behaviors (Flannery et al., 2014; Horner & Sugai, 2015). Though the first two features of
PBIS implementation are foundational, teachers must be knowledgeable of all features and
elements of PBIS to achieve and sustain implementation fidelity (Feuerborn et al., 2015; Horner
& Sugai, 2015; T. J. Lewis et al., 2016; Tyre et al., 2018). There is district-level support
regarding PBIS. In the past, PBIS was a stand-alone initiative for the school district. Today,
PBIS is integrated into district initiatives for climate and culture that also encompass social
emotional learning and restorative practices.
Establish a Budget for PBIS

Feature G: District-level Support was the last feature evaluated in the SET. Due to the
absence of a budget for the PBIS program, Wonderland could only earn 50% for Feature G. The
Center on PBIS provides free training to help educators build competency regarding PBIS
implementation. However, educators use allocated funds to receive extensive training and build
proficiency. Funding is essential to the successful implementation of a PBIS program (Horner
& Sugai, 2015; Horner et al., 2004; Ross et al., 2012). Funding is necessary for training,
professional development, rewards, and incentives. School districts should bear the responsibility
of providing monetary support for schools’ PBIS programs (Cohen et al., 2007; J. P. Johnson,
2014; Pinkelman et al., 2015). Schools might experience difficulty sustaining program
implementation without monetary support.
Employ Data-Based Decision Making and Sustain PBIS Implementation

In addition to budget allocation, data-based decision making will aid program

sustainability. Program success requires the implementation of contextually appropriate,
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evidence-based practices and the use of data to make decisions (Horner & Sugai, 2015;
Simonson et al., 2008). Findings from discipline data supported the continuation of PBIS
implementation. The distribution of discipline infractions was significantly statistically different
between implementation periods. However, no implementation data were collected prior to this
study. As a result, details about the features of PBIS implementation that contributed to the
overall decrease discipline fractions are unknown. PBIS programs typically take between 3 and 6
years to reach full implementation and manifest ultimate outcomes (J. P. Johnson, 2014; T. J.
Lewis et al., 2016). Wonderland was in its 7th year of implementation during the time this study
was completed; this could serve as a justification for the difference in discipline infractions
between implementation periods. Overall, there has been a positive trend in discipline data. Any
sudden increase in discipline infractions could potentially be attributed to changes that
Wonderland experienced in building leadership. Wonderland’s leadership is directly responsible
for the development of protocols designed to address and document discipline infractions.

Office discipline referrals are predictive of academic underperformance and expansion of
the school-to-prison pipeline; subsequently, the reduction of discipline referrals is correlated with
increased graduation rates and the development of productive citizens (Baker et al., 2001;
Bohanon et al., 2009; Townsend, 2000). Consistently collecting and analyzing data to inform
decisions will contribute to program sustainability and enhance program efficacy (Lane et al.,
2016; Valenti & Kerr, 2014). Specifically, educators can learn to analyze data and gain insights
into the overall impact PBIS has on student conduct; educators can also use data to discover
antecedents and determine best practices for positive behavioral support (Horner & Sugai, 2015;

Lane et al., 2016; T. J. Lewis et al., 2016).
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Provide Professional Development for Systemic Implementation of Culturally Responsive
Discipline Practices

In addition to implementation and outcome data, findings about the analysis of teachers’
perceptions can aid in discovering best practices for positive behavioral support. The ability
to promote positive behaviors and build meaningful relationships is essential to PBIS
implementation. Findings from the interviews indicated teachers’ approach to positive behavioral
support must vary based on the identities of the students they serve. To improve PBIS
implementation, staff can undergo capacity building that includes the development of cultural
competency.

Teachers at Wonderland received training materials and broad directives from the PBIS
team; however, the teachers did not receive explicit guidance for PBIS implementation. PBIS
coaches and administrators may not know how to guide teachers effectively during program
implementation. Accordingly, teachers, PBIS coaches, and administrators can benefit from
professional development opportunities. Specifically, educators can benefit from professional
development opportunities that aid schools in implementing culturally responsive practices
systematically to enhance equitable positive behavioral support (Gorski, 2017; Leverson et al.,

2016; Sugai et al., 2012).

The PBIS Cultural Responsiveness Field Guide: Resources for Trainers and Coaches
defines cultural responsiveness within PBIS using five components:

1. Identity,

2. Voice,

3. Supportive Environment,
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4. Situational Appropriateness,

5. Data for Equity. (Leverson et al., 2016)

The field guide is divided into two sections that detail action planning for continuous
improvement. The first section emphasizes the importance of identity awareness. “Identity
awareness, including that of practitioners and students, as well as how these identities affect
school and classroom cultures. In addition, the section describes strategies to learn about and
affirm the cultures and experiences of families, students, and communities” (Leverson et al.,
2016, p. 7). The second section describes the effectuation of the Tiered Fidelity Inventory (TFI)
Cultural Responsive Companion as a resource for embedding components of cultural
responsiveness into the key features of PBIS. More specifically, the Cultural Responsive
Companion details:

1. Team Composition,

2. Team Operating Procedures,

3. Behavioral Expectations,

4. Teaching Expectations,

5. Problem Behavior Definitions,

6. Discipline Policies,

7. Professional Development,

8. Classroom Procedures,

9. Feedback and Acknowledgement,

10. Faculty Involvement,

11. Student/Family/Community Involvement,

12. Discipline Data,
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13. Data-based Decision Making,

14. Fidelity Data,

15. Annual Evaluation. (Leverson et al., 2016)

The field guide details explicit guidance to help practitioners understand and apply
implementation expectations by providing scope and purpose, culturally responsive elaboration,
non-examples, examples, and resources for each component.

The emphasis on equity may be new to those who have not attended to cultural
responsiveness. Schools may approach PBIS with a cultural lens from the start of
implementation or begin after evaluating initial implementation (Goodman-Scott, 2018;
Leverson et al., 2016; Reno et al., 2017; Sugai et al., 2012). Leverson et al. (2016) suggested
avoiding terms that emphasize cultural responsiveness: “We deliberately avoid the cultural
responsive PBIS, or CR-PBIS, because using this term suggests that CR-PBIS is something
distinct from PBIS. Instead, cultural responsiveness can and should be a core part of all PBIS
implementation efforts” (p. 6). However, when equitable practices are not implemented, it can be
beneficial to emphasize intentional cultural responsiveness. Further, even professional
development may not be enough to guarantee the sustentation of a successful PBIS program.
Teachers can benefit from administration assuming responsibility for supporting and monitoring
PBIS implementation. PBIS is a school-wide initiative; therefore, instructional leaders should
supervise the program accordingly. Explicitly stated, instructional leaders can use their influence
on teaching and learning to promote the mandatory use of culturally responsive discipline
strategies.

Culturally responsive discipline strategies should be employed to assist students who are

at risk of actualizing unfavorable outcomes (Bahena et al., 2012; Bohanon et al., 2009; Bradshaw
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et al., 2010; Hammond et al., 2007; Skiba et al., 2014). The behavioral and social challenges
adolescents encounter can have a long-term impact on society in the form of dropout and
incarceration rates (Bonilla-Silva, 2010; Flannery et al., 2014; Mallett, 2016). Juveniles in
correctional facilities are disproportionately minorities of low socioeconomic status, with a
history of academic underperformance and discipline infractions (Jolivette et al., 2013; Kim et
al., 2010; Quinn et al., 2005). The use of culturally responsive discipline strategies has been
shown to reduce both dropout and incarceration rates for African American students (Jolivette et
al., 2013; Nelson et al., 2010; Quinn et al., 2005; T. M. Scott et al., 2002).
Recommendations for Future Research

This section addresses recommendations to enhance research aiming to study
implementation, outcomes, and perceptions of PBIS programs. The first recommendation
supplements the analysis of implementation fidelity for PBIS programs. The second
recommendation mitigates study limitations of PBIS programs and increases generalizability.
Assess Quality of Plans, Goals, and Strategies Observed for PBIS Implementation

The SET is used to determine implementation fidelity of PBIS programs (Horner et al.,
2009; Horner et al., 2004). Seven features of PBIS implementation are individually scored and
cumulatively averaged to determine the program’s implementation fidelity score. Many factors
that contribute to a feature’s implementation fidelity score are judged based on the observation of
documented behavioral interventions (Horner et al., 2009; Sugai et al., 2001). Consequently,
practitioners earn points towards program implementation fidelity by simply producing
documentation of behavioral interventions (Horner et al., 2009; Mathews et al., 2014). However,
the SET cannot be used to monitor or assess plans, goals, and strategies that comprise behavioral

interventions (Lane et al., 2016; Valenti & Kerr, 2014). Practitioners can determine specific
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areas of growth and strengthen program implementation by assessing the quality of plans, goals,
and strategies designed to advance positive behavioral support (Cohen et al., 2007; Horner et al.,
2014; McDaniel et al., 2014; Vincent et al., 2010).

Expand the Scope of the Study

This study evaluated a PBIS program implemented at a PK-8 Title | school with a
substantial population of African American students. Equity within PBIS programs is not often
studied within the parameters of this program evaluation (Bal & Trainor, 2016; Parsons, 2017,
Vincent et al., 2015). Replication of this study by examining PBIS programs at multiple schools
with similar populations can increase generalizability.

The rationale for this recommendation is multifaceted. African American students are
subjected to exclusionary discipline practices at higher rates than other student subgroups (Bell,
2015; Hinojosa, 2008; Skiba et al., 2002). Further, African American students with low
socioeconomic status are more likely to experience exclusionary discipline sanctions than
students with middle or high socioeconomic status (Skiba et al., 2014; Sullivan et al., 2013). The
impact of exclusionary practices that push students out of school and into the criminal justice
system is widely referred to as the school-to-prison pipeline (Baker et al., 2001; Bell, 2015;
Darensbourg et al., 2010; Losen & Martines, 2013; Mallett, 2016; USDOE, 2014). The
successful implementation of a PBIS program can combat factors that contribute to the
expansion of the school-to-prison pipeline (A. D. Johnson et al., 2018; Ryoo et al., 2018;
USDOE, 2014; Vincent et al., 2015). Additionally, there is little research regarding PBIS
implementation at combined schools. Results from a more expansive design of this study can
affirm or refute findings from this study (Bal et al., 2016; Bal & Trainor, 2016; Reno et al., 2017,

Ritter & Anderson, 2018).
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Conduct Student Interviews

Teachers were interviewed to gain insight into their perceptions of the PBIS program.
During the interviews, teachers presented their opinions of students’ perspectives of myriad
subjects. Though it was not the initial goal, interviewers can acquire an accurate synopsis of
students’ perspectives by interviewing students directly (Charmaz, 2006; Lub, 2015). Further,
interviewers can use a semi-structured interview protocol to focus on specific subjects of interest
while simultaneously providing students with the opportunity to share their experiences
regarding the PBIS program (Charmaz, 2006; Given, 2008; Hinojosa, 2008; Kallio et al., 2016).
Moreover, interviews can be used to capture students’ perceptions of PBIS program efficacy and
suggestions for improvement (Hinojosa, 2008; Kallio et al., 2016; Lub, 2015).
Summary

This study assessed implementation, outcomes, and perceived effectiveness for the PBIS
program at Wonderland. Based on the data from the SET, it is recommended to provide teachers
with adequate training (T. J. Lewis et al., 2016; Ross et al., 2012; Tobia, 2015). Through
training, teachers will gain understanding of how to establish and teach behavioral expectations.
Additionally, teachers will learn how to implement the other features of PBIS with fidelity.
Another recommendation is to establish a budget for the PBIS program (Horner & Sugai, 2015;
J. P. Johnson, 2014). PBIS programs require monetary support for professional development
opportunities and incentives; school districts should bear the responsibility of monetary support
(Cohen et al., 2007; J. P. Johnson, 2014; Pinkelman et al., 2015). Providing adequate training
and establishing a program budget will lead to improved implementation fidelity (Cohen et al.,
2007; J. P. Johnson, 2014; Pinkelman et al., 2015). Improved implementation fidelity can have a

positive influence on program outcomes (Freeman et al., 2016; Pas et al., 2012).
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PBIS program outcomes revealed statistically significant changes in discipline in
fractions across implementation periods. Though discipline infractions fluctuated throughout
PBIS implementation, the final year of PBIS implementation evidenced an overall decrease in
discipline infractions since the inception of the PBIS program. As a result, it is recommended to
employ data-based decision making and sustain PBIS implementation (Horner & Sugai, 2015;
Simonson et al., 2008). Consistent analyzation of data will provide insights that could explain
fluctuations in discipline infractions (Lane et al., 2016; Valenti & Kerr, 2014). Moreover, data-
based decision making can improve program outcomes for the PBIS program (Horner & Sugai,
2015; Lane et al., 2016; T. J. Lewis et al., 2016).

A recommendation to improve program implementation and outcomes is to provide
professional development for systemic implementation of culturally responsive discipline
practices (Gorski, 2017; Leverson et al., 2016; Sugai et al., 2012). During the interviews,
teachers communicated that some staff lacked understanding of PBIS implementation, and
program outcomes reflected this accordingly. Upon elaboration, teachers expressed that students’
identities affect the approach to PBIS implementation. Some teachers lacked the cultural
competence necessary to promote program efficacy. As a result, staff need to be intentional in
attending to culturally responsive practices while implementing PBIS (Leverson et al., 2016;
Reno et al., 2017; Sugai et al., 2012). However, intentionality requires teachers, PBIS coaches,
and administrators to participate in professional development (Leverson et al., 2016).

Researchers often conduct interviews to learn perceptions of participants (Lub, 2015). An
additional recommendation is to interview students to learn their perceptions, as opposed to
trusting teachers’ opinion of students’ perspectives to reflect students’ experiences accurately

(Hinojosa, 2008; Lub, 2015). A recommendation for future research is to evaluate the quality of
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plans, goals, and strategies for PBIS implementation; theses data will provide more context
regarding implementation fidelity (J. P. Johnson, 2014; Ryoo, 2018; Vincent et al., 2010).
Another recommendation is to expand the scope of this study to increase generalizability (Bal &
Trainor, 2016; Reno et al., 2017; Ritter & Anderson, 2018). Educators should effectuate the
practical application of the recommendations detailed in this chapter to improve implementation,

meliorate outcomes, and enhance the efficacy of Wonderland’s PBIS program.
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APPENDIX A

School-Wide Evaluation Tool (SET)

Overview

Purpose of the SET

The School-wide Evaluation Tool (SET) is designed to assess and evaluate the critical
features of school-wide effective behavior support across each academic school year. The SET
results are used to:

assess features that are in place,

determine annual goals for school-wide effective behavior support,

evaluate on-going efforts toward school-wide behavior support,

design and revise procedures as needed, and

compare efforts toward school-wide effective behavior support from year to year.

AR

Information necessary for this assessment tool is gathered through multiple sources including
review of permanent products, observations, and staff (minimum of 10) and student (minimum
of 15) interviews or surveys. There are multiple steps for gathering all of the necessary
information. The first step is to identify someone at the school as the contact person. This person
will be asked to collect each of the available products listed below and to identify a time for the
SET data collector to preview the products and set up observations and interview/survey
opportunities. Once the process for collecting the necessary data is established, reviewing the
data and scoring the SET averages takes two to three hours.

Products to Collect

1. Discipline handbook

2. School improvement plan goals

3. Annual Action Plan for meeting school-wide behavior support goals

4, Social skills instructional materials/ implementation time line

5. Behavioral incident summaries or reports (e.g., office referrals,
suspensions, expulsions)

6. Office discipline referral form(s)

7. Other related information
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Using SET Results

The results of the SET will provide schools with a measure of the proportion of features that are
1) not targeted or started, 2) in the planning phase, and 3) in the implementation/ maintenance
phases of development toward a systems approach to school-wide effective behavior support.

The SET is designed to provide trend lines of improvement and sustainability over time.
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School-Wide Evaluation Tool
(SET)

Implementation Guide

School

Date

District

State

Step 1: Make Initial Contact

needed.

Name

Email

A. ldentify school contact person & give overview of SET page with the list of products
B. Ask when they may be able to have the products gathered. Approximate date:

C. Get names, phone #’s, email address & record below.

Phone

Products to Collect

1. Discipline handbook
2. School improvement plan goals
3.
4.
5.
suspensions, expulsions)
6. Office discipline referral form(s)
7. Other related information

Annual Action Plan for meeting school-wide behavior support goals
Social skills instructional materials/ implementation time line
Behavioral incident summaries or reports (e.g., office referrals,

Step 2: Confirm the Date to Conduct the SET

for reviewing the products.
Meeting date & time:

A. Confirm meeting date with the contact person for conducting an administrator
interview, taking a tour of the school while conducting student & staff interviews, &
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Step 3: Conduct the SET

A. Conduct administrator interview.

B. Tour school to conduct observations of posted school rules & randomly selected
staff (minimum of 10) and student (minimum of 15) interviews.

C. Review products & score SET.

Step 4: Summarize and Report the Results

A. Summarize surveys & complete SET scoring.
B. Update school graph.
C. Meet with team to review results.

Meeting date & time:
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School-wide Evaluation Tool
(SET)
Scoring Guide

School Date
District State
Pre Post SET data collector

Data Source
(circle sources used) Score:

P= product; I= interview; 0-2
O= observation

Feature Evaluation Question

1. Is there documentation that
staff has agreed to 5 or fewer
positively stated school rules/ Discipline handbook,

behavioral expectations? Instructional materials P
(0=no; 1= too many/negatively | Other
A focused; 2 = yes)

Expectations

Defined 2. Are the agreed upon rules &
expectations publicly posted in
8 of 10 locations? (See Wall posters
interview & observation form Other

for selection of locations). (0=
0-4; 1=5-7; 2= 8-10)

1. Is there a documented system
for teaching behavioral
expectations to students on an
annual basis?

Lesson plan books,
Instructional materials P

B. (0= no; 1 = states that teaching Other
Behavioral | will occur; 2= yes)
Expectations | 2. Do 90% of the staff asked
Taught state that teaching of behavioral
expectations to students has Interviews I
occurred this year? Other

(0= 0-50%; 1= 51-89%;
2=90%-100%)
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Data Source

Feature =yslivetfion Guesfion (circle sources used) Score:
P= product; I= interview; 0-2
O= observation
3. Do 90% of team members
asked state that the school-wide
program has been INerviews
taught/reviewed with staff on an I
. Other
annual basis?
(0= 0-50%; 1= 51-89%;
2=90%-100%)
4. Can at least 70% of 15 or
more students state 67% of the | Interviews I
school rules? (0= 0-50%; 1= 51- | Other
69%; 2= 70-100%)
5. Can 90% or more of the staff
asked list 67% of the school Interviews I
rules? (0= 0-50%; 1= 51-89%; | Other
2=90%-100%)
1. Is there a documented system
for rewarding student behavior? | Instructional materials, P
(0= no; 1= states to Lesson Plans, Interviews
acknowledge, but not how; 2= Other
yes)
2. Do 50% or more students
asked indicate they have
received a reward (other than
C. : .
. verbal praise) for expected Interviews
On-going . |
behaviors over the past two Other
System for months?
Rewarding | _ o 550 1= 26-49%: 2= 50-
Behavioral
Expectations 100%)
3. Do 90% of staff asked
indicate they have delivered a
reward (other than verbal
praise) to students for expected | Interviews |
behavior over the past two Other

months?
(0= 0-50%; 1= 51-89%; 2= 90-
100%)

D.
System for
Responding

to Behavioral
Violations

1. Is there a documented system
for dealing with and reporting
specific behavioral violations?
(0= no; 1= states to document;
but not how; 2 = yes)

Discipline handbook,

Instructional materials P

Other
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Feature

Evaluation Question

Data Source
(circle sources used)
P= product; I= interview;
O= observation

Score:
0-2

2. Do 90% of staff asked agree
with administration on what
problems are office-managed
and what problems are
classroom—managed? (0= 0-
50%; 1= 51-89%; 2= 90-100%)

Interviews
Other

3. Is the documented crisis plan
for responding to extreme
dangerous situations readily
available in 6 of 7 locations?
(0=0-3; 1= 4-5; 2= 6-7)

Walls
Other

4. Do 90% of staff asked agree
with administration on the
procedure for handling extreme
emergencies (stranger in
building with a weapon)?

(0= 0-50%; 1= 51-89%); 2= 90-
100%)

Interviews
Other

E.
Monitoring
& Decision-

Making

1. Does the discipline referral
form list (a) student/grade, (b)
date, (c) time, (d) referring staff,
(e) problem behavior, (f)
location, (g) persons involved,
(h) probable motivation, & (i)
administrative decision?

(0=0-3 items; 1= 4-6 items; 2=
7-9 items)

Referral form
(circle items presenton  H
the referral form)

2. Can the administrator clearly
define a system for collecting &
summarizing discipline referrals
(computer software, data entry
time)?

(0=no; 1= referrals are
collected; 2= yes)

Interview
Other

3. Does the administrator report
that the team provides discipline
data summary reports to the
staff at least three times/year?
(0= no; 1= 1-2 times/yr.; 2= 3 or
more times/yr)
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Data Source

Feature Evaluation Question (circle SOurees useo_l) Score:
P= product; I= interview; 0-2
O= observation

4. Do 90% of team members
asked report that discipline data
is used for making decisions in
designing, implementing, and Interviews I
revising school-wide effective | Other
behavior support efforts?
(0= 0-50%; 1= 51-89%); 2= 90-
100%)
1. Does the school improvement
plan list improving behavior School Improvement P
support systems as one of the Plan,
top 3 school improvement plan | Interview I
goals? (0= no; 1= 4™ or lower Other
priority; 2 = 15- 3" priority)
2. Can 90% of staff asked report
that there is a school-wide team
established to address behavior | Interviews |
support systems in the school? | Other
(0= 0-50%; 1= 51-89%); 2= 90-
100%)
3. Does the administrator report
that team membership includes | Interview I

F. representation of all staff? (0= | Other

Management | no; 2= yes)
4. Can 90% of team members
asked identify the team leader? | Interviews |
(0= 0-50%; 1= 51-89%; 2=90- | Other
100%)
5. Is the administrator an active
member of the school-wide | .
. nterview

behavior support team? Other I
(0= no; 1= yes, but not
consistently; 2 = yes)
6. Does the administrator report
that team meetings occur at
least monthly? Interview I
(0=no team meeting; 1=less Other

often than monthly; 2= at least
monthly)
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Data Source
(circle sources used)

Score:

el Evaluation Question P= product; I= interview; 0-2
O= observation
7. Does the administrator report
that the team reports progress to
the staff at least four times per | Interview
I
year? Other
(0=no; 1= less than 4 times per
year; 2= yes)
8. Does the team have an action
plan with specific goals thatis | Annual Plan, calendar £
less than one year old? (0=no; Other
2=yes)
1. Does the school budget
contain an allocated amount of
G money for building and Interview I
Distr.ict- maintaining school-wide Other
Level behavioral support? (0= no; 2=
Support yes)
2. Can the administrator identify .
.- . Interview
an out-of-school liaison in the Other I
district or state? (0= no; 2=yes)
Summary |A= /4 B= /10 |C= = E= /8
Scores: /6 /8
F= G= /4 | Mean = 7
/16
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Administrator Interview Guide

Let’s talk about your discipline system

1)

2)

3)

4)

5)

Do you collect and summarize office discipline referral information? Yes No If no,
skip to #4.

What system do you use for collecting and summarizing office discipline referrals?
(E2)

a)  What data do you collect?
b)  Who collects and enters the data?
What do you do with the office discipline referral information? (E3)
a)  Who looks at the data?
b)  How often do you share it with other staff?
What type of problems do you expect teachers to refer to the office rather than handling
in the classroom/ specific setting? (D2)

What is the procedure for handling extreme emergencies in the building (i.e. stranger
with a gun)? (D4)

Let’s talk about your school rules or motto

6)
7)
8)
9)
10)
11)

Do you have school rules or a motto? Yes No If no, skip to # 10.
How many are there?
What are the rules/motto? (B4, B5)

What are they called? (B4, B5)

Do you acknowledge students for doing well socially? Yes No If no, skip to # 12.
What are the social acknowledgements/ activities/ routines called (student of month,
positive referral, letter home, stickers, high 5's)? (C2, C3)

Do you have a team that addresses school-wide discipline? If no, skip to # 19

12)

13)
14)
15)
16)
17)
18)

19)

20)

Has the team taught/reviewed the school-wide program with staff this year? (B3) Yes
No

Is your school-wide team representative of your school staff? (F3) Yes No

Are you on the team? (F5) Yes No

How often does the team meet? (F6)

Do you attend team meetings consistently? (F5) Yes No

Who is your team leader/facilitator? (F4)
Does the team provide updates to faculty on activities & data summaries? (E3, F7) Yes
No

If yes, how often?
Do you have an out-of-school liaison in the state or district to support you on positive
behavior support systems development? (G2) Yes No

If yes, who?
What are your top 3 school improvement goals? (F1)

Does the school budget contain an allocated amount of money for building and
maintaining school-wide behavioral support? (G1) Yes No
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Additional Interviews

In addition to the administrator interview questions there are questions for Behavior
Support Team members, staff and students. Interviews can be completed during the school tour.
Randomly select students and staff as you walk through the school. Use this page as a reference
for all other interview questions. Use the interview and observation form to record student, staff,
and team member responses.

Staff Interview Questions
Interview a minimum of 10 staff

1) What are the (school rules, high 5's, 3 bee’s)? (BS)
(Define what the acronym means)

2) Have you taught the school rules/behavioral expectations this year? (B2)

3) Have you given out any since ? (C3)
(rewards for appropriate behavior) (2 months ago)

4) What types of student problems do you or would you refer to the office? (D2)
5) What is the procedure for dealing with a stranger with a gun? (D4)
6) Is there a school-wide team that addresses behavioral support in your building?
7) Are you on the team?
Team Member Interview Questions
1) Does your team use discipline data to make decisions? (E4)
2) Has your team taught/reviewed the school-wide program with staff this year? (B3)

3) Who is the team leader/facilitator? (F4)

106



Student interview Questions
Interview a minimum of 15 students

1) What are the (school rules, high 5's, 3 bee’s)? (B4)
(Define what the acronym means.)

2) Have you received a since ?(C2)
Interview and Observation Form
Staff questions (Interview a minimum of 10 staff members) Team ber g q
What are Have you Have you | What fypes of What is the Is there a Are you on Does your Has your Who is the | What are the | Have you
the school taught the given out sfudent procedure for team in your the team? team use team taught/ team (school received a

rules? | school rules/ any problems do | dealing with a school to Ifyes, ask | discipline | reviewed SW | leader/ rules)?

Record | behave. exp. you or would | stranger with a address team data to make |  program facilitator? | Record the # since

the # of to students since you refer to gun? school-wide questions | dacisions? w/staff this of rules ?

rules this year? ? the office? behavior year? known

known. (2 mos.) support

systems?
! Y N Y N Y N Y N Y N Y N ! Y N
2 Y N Y N Y N Y N Y N Y N 2 Y N
3 Y __N Y _ N Y N Y N Y N Y N 3 Y N
4 Y N YN Y N Y N Y N v N 4 Y N
5 Y N Y N Y N Y N Y N ¥ N s Y N
& Y N Y N Y N Y N Y N Y N s Y N
’ Y N Y N Y N Y N Y N Y N ! Y N
8 Y N Y N Y N Y N Y N Y N 8 Y N
g Y N Y N Y N Y N Y N Y N ¢ Y N
° Y N Y N Y N Y N Y N Y N 10 Y N
" Y N Y N Y N Y N Y N Y N " Y N
12 Y N Y N Y N Y N Y N ¥ N 12 Y N
8 Y N vy N Yy N Y N Y N Y N 1 Y N
i Y N Y N Y N Y N Y N Y N it Y N
5 Y N Y N Y N Y N Y N Y N s Y N
Total X Total
Location Frant hallf Class 1 Class 2 Class 3 Cafeteria Library Other setting Hall 1 Hall 2 Hall 3
office (gym, lab)

Are rules & expectations posted? Y N Yy N vy N v N vy N v N Y N Y N v N Y N
Is the documented crisis plan
readily available? Y N Y N Y N Y N Y N Y N Y N X X X
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APPENDIX B

Interview Protocol

Good morning/afternoon,

My name is Brady Payne and | am a current doctoral candidate in the Educational Policy,
Planning, and Leadership program at The College of William and Mary. | appreciate your
participation in my study regarding the outcomes of the PBIS program. The purpose of this
study is to investigate the to determine the implementation, outcomes, and recommendations for
a PBIS program implemented in a single Title I school, with a substantial population of African
American students living in poverty. Results will contribute to the overall improvement of the
PBIS program at the school level, and the dissertation itself will contribute to a growing body of
research on the topic of PBIS programs.

My goal for this interview is to come to understand your experiences with, perspectives
on, and recommendations for the PBIS program. Your feedback will not be judged nor will | be
forming an opinion. My interest is learning about the experiences and perception of teachers and
school administrators. Your responses will be added to the responses of other interviewees. |
will ask questions about particular details of your experiences; however, you responses will
remain anonymous.

| do not anticipate our interview taking more than 30 minutes of your time. Also, I will
be recording our discussion; this will ensure | capture your full responses to respective interview
questions. The recording will only be used as a means for me to transcribe our conversation so
that | can then analyze the responses from all of the interviewees; again, your responses will
remain anonymous. Additionally, any identifying information provided will not be reported.
Your participation is completely voluntary and you have the ability to discontinue the interview
at any time. May | have your permission to begin recording this interview?

Turn on audio recorder.
This discussion will focus on your experiences implementing the PBIS program.
Specifically, you will be asked questions regarding implementation, program outcomes, and

recommendations for improvement.

(Note to interviewer: Re-phrase questions and/or ask probing questions as appropriate in order
to prompt additional detail from interviewees if they seem to be unclear about a question.)

108



Program Implementation

1. How do you implement PBIS in your classroom?

2. What are some challenges you’ve experienced while implementing PBIS?
Program Outcomes

3. Inyour opinion, what are benefits of the PBIS program?

4. Inyour opinion, what are deficits of the PBIS program?

5. Inyour opinion, what impact does PBIS have on discipline infractions?
Recommendations

1. Inyour opinion, what steps should be taken to improve the PBIS program?

2. Is there any other information/feedback/insight you’d like to share?
Thank you for taking the time to provide me with feedback for my study. I will provide you with
a copy of the transcription, as soon as possible. Please review the transcription for accuracy and

provide any feedback you deem necessary. If you have any additional information you feel will
enhance my study, please let me know. Thanks again!
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APPENDIX C

Discipline Infractions by Implementation Period

Figure C1
Discipline Infractions by Implementation Period
250.00
200.00

150.00

100.00
50.00 I I I I
0.00 .

SY 10- SY 11- SY 12- SY 13- SY 14- SY 15- SY 16- SY 17- SY 18-
11 12 13 14 15 16 17 18 19

Implementation Period

Discipline Infractions

Note. Discipline Infractions by Implementation Period provides a visual of the documented

discipline infractions for each period of PBIS implementation.
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