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ABSTRACT

This mixed methods study addressed the need for common area expectations that
serve to create a positive school culture and climate. An embedded research design was
used during which information from teacher interviews were conducted before designing
a professional development for teacher and student training of common area
expectations. The training process included teacher and student training on the
foundations and processes of PBIS, as well as teacher education on principles of
working with students in poverty. Teacher interviews were used during the training
process to determine the understanding and commitment level of the teachers regarding
the systems changes. After the common area expectations were established, new
discipline data was compared to discipline data from the previous year in order to
measure the effectiveness of the new procedures. The administrative and PBIS team
analyzed this data identifying common areas of need, teachers who needed additional
training, and students who required individual intervention. After an academic year of
implementation, STAAR data was analyzed to show improvement in student academic
performance. As a result of the intervention, a correlation was evident between
implementation of Tier 1 of the PBIS framework, and an improved culture and student

achievement.
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DEDICATION

I dedicate this record of study to the teachers and administrators in the public
school systems across the country. There is no work more noble, or more challenging,
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conversation of how to better care for our children.
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CHAPTER I

INTRODUCTION AND LEADERSHIP CONTEXT

Current research shows that school climate and culture is a major factor in
student success, both socially and academically. According to Burgess and Hart (2013),
“It is the culture and climate of our schools that lay the foundation for the development
and growth of all students” (p. 45). The authors emphasized the importance of climate
and culture to administrators, discussing that teacher and student performance is directly
impacted by a positive school environment. The authors purposed that a positive school
culture is the foundation to all other systems within a school. Mitchell and Bradshaw
(2013) echoed this belief when they examined student perceptions of classroom culture
and determined that students believed the elements of kindness, fairness, order, and
student-teacher relationships were vitally important to student success. Tobin, Ritchie,
Oakley, Mergard, and Hudson (2012), examined the impact that classroom culture on
conversational fluency among students. The researchers determined when a classroom
culture is nurturing, the conversations on the part of the students and the teacher are
more positive and encouraging. However, when the culture and climate was less
positive, the conversations between students and with the teacher become more
frustrated and less patient, negatively impacting student achievement. Habib,
Densmore-Jones, and Macfarlane (2013) examined school culture within diverse student
populations, determining that when administrators intentionally addressed the need for a

positive school climate, all stakeholders benefitted.



Relevant History and Significance of the Problem

City Elementary School in State Independent School District began the 2016-
2017 academic year in Phase 3 of the Texas Education Agency’s reconstitution plan.
Because of several consecutive years of academic performance that is below state
expectation, the school was in danger of being closed and the students being
redistributed to other schools within the district. At that time, immediately upon
entering the building, a major issue of student behavior was apparent. Discipline data
supported that students and teachers were unsuccessful in functioning in a safe and
orderly manner. The culture and climate in the building and within classrooms reflected
negativity, punishment, and low academic expectations. According to Hattie (2013),
high teacher expectations have a major influence on student performance. This level of
expectation is directly linked to the school climate and culture within any classroom or
school building. School-wide positive behavioral interventions and supports (PBIS)
serve as a prevention-oriented framework that assists stakeholders in creating learning
environments that are safe, socially competent, and maintains a positive school climate
(Cressey et al., 2014). PBIS is a three-tiered system with each tier focusing on a specific
group of students and a targeted set of behaviors. Tier 1 addresses 85% of the student
population and focuses on the behavior expectations in the common areas of the
building. The common areas include any area that experiences high traffic and large
groups of students throughout the day. These common areas are the hallways, cafeteria,
restrooms, and playground. Tier 2 targets 10% of the student population that require

frequent feedback on behavior and academic performance, mentoring, or extracurricular



involvement to experience success. Tier 3 addresses the specific 5% of the student
population who require an individualized behavior plan with targeted behaviors for
improvement. Because this study is limited to one year, Tier 1 interventions in the
common areas of the building will be the focus of this study. With the common areas of
the building functioning in a more positive and orderly manner, many of the reoccurring
discipline issues will decrease.

However, at the beginning of the 16-17 school year, City Elementary had no
definitive plan in place to address student discipline issues or create a positive school
culture. The students and staff at City Elementary lacked common area expectations that
serve to create a positive school culture and a climate conducive to academic and social
growth. The common areas include spaces in the building in which all students and staff
frequent many times during the day, often in large groups. The hallway, cafeteria,
restrooms, and playground are the focus areas when considering the spaces in the
building that are commonly used by everyone. Student and teacher behavior in the
hallway was not orderly or conducive to quick transitions that protected instructional
time. During the prior academic year, sixty-two percent of all discipline referrals
occurred in the hallways. Additionally, procedures in the cafeteria were non-existent.
The cafeteria was not safe and did not function in a manner that encouraged social
growth. Primary level students had particular issues functioning within the cafeteria in
a manner that promoted social development. All grade levels except one primary grade
discontinued any time on the playground due to unsafe behavior, which included student

fights that resulted in countless discipline referrals and out of school suspensions. The



common areas of the school should be an area of calm, cooperative behavior between
students and adults that creates an academic climate of consistent support and
encouragement. However, the lack of common area expectations and structure created
an environment that was chaotic, unstructured, and unsafe.

City Elementary struggled for many years with discipline, academic performance,
and a poor school climate and culture. The administrative team was replaced twice in
the previous five years, with each administrator bringing his or her own belief and value
system to the discipline approach. Three years ago, the entire faculty resigned with the
exception of three teachers. The departing staff was replaced with inexperienced,
alternatively certified teachers who were grossly ill prepared for the challenges presented
in discipline or academics. At the beginning of this study, the administration of 2016-
2017 was in their second year at City Elementary and continued to struggle with teacher
retention, student discipline, school climate, and academic performance.

Personal Context

[ have chosen to spend my entire educational career working with highly at-risk
students and the teachers who work with them. Students who live in extreme poverty, in
foster care or homeless shelters, have parents in prison, or are being raised by second or
third generation parents, are far more likely to repeat the cycle of oppression. Often, the
most consistent and influential person in children’s lives is the classroom teacher. For
over half of my career, I served at South Elementary in State ISD. The majority of the
students at this elementary school are in critical situations that will easily lead to

continued poverty and struggle unless intentional intervention occurs. I observed during



this time that when Positive Behavior Intervention and Supports were put in place, the
climate and culture of the school began to change. Students began to enjoy school again
and felt valued. They were clear that their success or failure academically and socially
mattered to the adults in their classrooms. Over the course of several years, I became
convinced that teachers who are typically from different backgrounds than the students
they serve needed specific guidance and training on how to best address behavior issues
and intentionally create a positive climate in the school and classroom. During this time,
I earned two advanced degrees that led to administrative positions and a wider influence
throughout the district. My career aspirations continue to pull me to at-risk students and
the teachers who educate them. I am particularly interested in the role of trust among
educators, which is also indirectly addressed through the implementation of the PBIS
framework. My hope is that this Record of Study will be the beginning of the second
half of my career during which I will train teachers and administrators in methods that
will improve climate, culture, and academic achievement for both teachers and students.
From this study, several stakeholders benefitted. Students experienced an
improvement of classroom and school climate. Learning environments became more
engaging and purposeful, which improved student achievement. Teachers benefitted
from an improved classroom climate and culture, experienced student growth and
learning in a more personal manner that allowed the development of student and teacher
relationships. Administrators observed the growth and change that occurred in the
school that ultimately impacted student achievement and school success. The process

that the stakeholders experienced served to guide future policy makers when considering



the implementation and necessity of PBIS and resource support for the efforts to support

and sustain change.



CHAPTER 1I

REVIEW OF SUPPORTING SCHOLARSHIP

The body of literature on Positive Behavior Intervention and Supports addresses the
issue of climate and culture improvement in the educational setting. In Handling PBIS
with Care: Scaling up to School-Wide Implementation, Cressey (2014) described
Positive Behavior Intervention and Supports (PBIS) as a prevention-oriented framework
that focuses stakeholders on creating environments that reflect safety, social
competence, and positive school climates. Rather than a boxed curriculum, the
framework of PBIS provides a structure for the school environment that decreases stress,
improves attendance, and improves student achievement. Relying on a continuum of
increasingly intensive interventions, the organizational systems put in place through the
framework of PBIS assist with the common areas of the building, such as hallways and
cafeteria, allowing the collective organizational health of the school to improve
(Cressey, 2014). The framework of PBIS also provides a systematic method of
analyzing discipline data in order to respond to problem areas in an organized,
collaborative manner. Because PBIS is considered a multi-tiered system of support,
Cressey (2014) explained that all stakeholders are trained in the expectations and
framework of PBIS from the initial stage of implementation. The author emphasized
that the school counselor, administration, and staff must work collaboratively in order
for the expectations and framework of PBIS to be consistently implemented through the

building.



Implementing PBIS with fidelity and consistency will also have a critical impact
on creating positive relationships with students. Rather than focusing on responses to
negative behaviors, teacher-child relationships are potentially the critical factor to
creating successful interactions in the classroom. O’Conner (2010) documented that
students who have a high level of closeness with their teachers are more likely to have a
low level of conflict in the classroom. The author reported more specifically that
teachers who have more students living below the poverty line tend to have less frequent
positive interactions with students. However, when the teacher intentionally creates
positive interactions with the students through frequent instructional dialogue, small
group instruction, and frequent behavioral and academic feedback, the relationship
between the teacher and student will improve (O’Conner, 2010).

Mitchell and Bradshaw (2013) proposed that the type of behavior management
system that is in place reflects the type of perception of the school among students.
Teacher use of punishment-oriented systems are often associated with confrontational
student-teacher interactions that promote a negative view of the school for students. By
creating a positive environment and intentionally addressing the improvement of school
climate through a framework such as PBIS, teachers begin to decrease the use of
exclusionary behavior management strategies and improve both the relationship with
students and their perception of the school in general (Mitchell & Bradshaw, 2013).

The framework of PBIS is also critical for students by creating an organized
system of supports, both academically and socially. Meisels (2015) wrote that students

who have a structured system of supports in place are more likely to seek help when they



are in need. Academic supports, such as tutoring and after school programs, or social
supports, such as counseling, mentoring, and health programs are systems that are part of
the PBIS framework of support for students. Research suggests that when students have
these types of supports available to them, they are more likely to attempt to seek
academic assistance or counseling than when these types of interventions were only
available outside the school setting. In Meisels’ (2015) study, students document that
teachers, nurses, counselors, as well as peers attending the same types of intervention
supports are considered by the students to be their primary support system. The students
report that both the learning and social supports are critical to their overall well-being.
The multi-tiered system of PBIS creates opportunities for these types of supports for
students which contributes to their overall academic and social growth.

According to research, school administrators have also become increasingly
concerned about the improvement of school climate. Smith, Connolly, and Pryseski
(2014) reported that any administrator can improve school climate by putting in place
intentional measures to create a more positive environment. School climate, or what is
considered the quality and character of the school’s life, includes stakeholders’
experiences at the school, the goals and values of the stakeholders, the teaching and
learning practices, and the interpersonal relationships that are developed and maintained
within the educational setting (Smith et al., 2014). When students and families have a
positive view of the school and the teachers, there are fewer discipline and behavior

problems, academic performance improves, and students report higher self-esteem.



Research suggests that the successful implementation of PBIS contributes to the
improvement of school climate from the perspective of all stakeholders. Blomeke and
Klein (2013) reported that the structure and organization of the PBIS supports are
significant to new and inexperienced teachers. The PBIS elements of the climate of
respect, recognition, and appreciation significantly improved job satisfaction among new
teachers. Reaching beyond the inexperienced teacher, Muhammad (2009) suggested that
staff division can be overcome and the climate of the school completely revitalized
through intentional efforts to address school climate. The author noted that a toxic
school culture is typically grounded in frustration from constant poor behavior and
repeated low academic performance. In a toxic school culture, the blame for these issues
is continually deflected, causing an environment and mentality of defeatism and
helplessness. However, when stakeholders choose to implement positive supports in an
intentional manner, such as PBIS, teachers as well as students begin to feel more in
control of their future and more hopeful for the outcome of their efforts (Muhammad,
2009).

Gruenert and Whitaker (2015) supported the idea that the cultural health of an
organization is directly linked to the success or failure of its people. The authors noted
that improving school culture requires the stakeholders to have a shared vision and
shared values. “The fact is, the whole purpose of a school culture is to get members to
adopt predictable behaviors and a common mental model.” (Gruenert & Whitaker, 2015,
p. 10). Most importantly, the manner in which administration and teachers approach

relationship building with the students impacts the much deeper issue of problem-
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solving and social growth. When the adults in the educational setting agree to follow a
framework of support and positivity, their own job satisfaction improves, attendance
improves, and their efforts are centered on a foundation of belief in the ability for
everyone to be successful.

Improved academic achievement is another major benefit of PBIS. Tobin et al.
(2013) reported that classroom performance is positively impacted when teachers are
able to have more frequent productive interactions with students. The emotional climate
of a classroom, directly linked to the opportunities of the class to have academic
conversations with the teacher, small group discussions, and general positive verbal
interaction, is greatly improved when the teacher has an intentional and positive practice
in place for maintaining appropriate voice level, positive tone, and encouraging
responses. The authors also suggested that another critical factor in maintaining a
positive emotional climate within the classroom is a preplanned response and plan for
times when the students do not adhere to the behavior expectations that have been put in
place. The teacher must have a calm and positive method for bringing the students back
within the boundaries of the framework to prevent reverting to negative and punishment
oriented interactions (Tobin et al., 2013).

Matsumura, Slater, and Crosson (2008) supported these findings. In their study
of instructional practices and school climate, the authors found that rigorous
instructional practices coupled with intentional efforts to create a respectful,
collaborative classroom environment resulted in improved positive student behavior

toward one another, as well as improved classroom participation. A study focused
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primarily on students in low-socioeconomic settings, the findings support that when
teachers implement a positive behavior structure and intentionally address the need to
teach appropriate social skills, academic achievement greatly improves. Fullen (2002)
supported this finding but focused more on the administrator as the agent of climate
improvement.

School leaders with moral purpose seek to make a difference in the lives of

students. They are concerned about closing the gap between high-performing

and lower-performing schools and raising the achievement of all students. They

act with the intention of making a positive difference in their schools. (p. 7)
Fullen focused on the moral responsibility of educators to intentionally address social
growth so that classroom experiences will be more productive and successful.

Hood (2013) studied the relationship that exists between trust among teachers
and students and student achievement. While the majority of the collection of research
on trust and student achievement focuses on low-income areas, Hood focused on
suburban schools to determine if a difference existed. The study supported that when
teachers and administrators intentionally address the need to build trust between teachers
and students, improving their classroom climate, the students’ academic performance
and achievement levels improve. Directly related to positive behavior and academic
achievement, student trust of teachers remains a major cornerstone of any plan to
improve school climate and culture. Romero (2015) studied the trust relationship that
exists between students and teachers and noted that schools should be viewed as social

systems. Because the school is a social system, the authors suggested that high levels of
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learning are unlikely to occur without a high level of trust. Focused specifically on high
school students, the authors suggested that the while the major focus of educational
systems remains on more measurable factors such as test scores, the non-cognitive
factors such as trust, positive relationships, and nurturing environments have been
overlooked. Additionally, the authors remind that trust is multifaceted. Benevolence,
competence, fairness, and integrity are qualities that students must perceive in their
teachers’ daily interactions in order to function both socially and academically to reach
their potential. The framework of PBIS addresses the need for opportunities to build
trust through positive interactions.

Bower, Bowen, and Powers (2010) wrote that improvement of trust between the
families and faculty of schools requires intentional attention to the communication
between the two stakeholders. The tone and manner in which teachers communicate
with families and the frequency of the interactions create a perception of how a teacher
cares for her students and the potential that she sees within them. The framework of
PBIS addresses this type of positive communication and builds within a system of
opportunities for families and teachers to have interactions that focus on the goals, both
social and academic, of the students. The authors suggested that when teachers build
trust with families through frequent positive and goal focused interactions, the families
are more likely to become involved in the students’ activities at school and at home.

Adams and Forsyth (2013) also examined the effect of trust in urban elementary
schools. Through the study, the authors determined that trust of the faculty is a critical

element for students in urban settings. The findings suggest that instead of policy
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makers focusing on academic outcomes, support should be provided for systems such as
PBIS that build capacity and adapt structures and processes that meet both the social and
academic needs of the students. Fink (2014) supported the findings and furthered the
idea that students in low-income areas are in particular need of a high level of trust in
order to achieve academic success. Students living in poverty are in desperate need of
consistency and predictability. Fink wrote that trust is impossible to develop without
predictability and positivity.

Low trust schools and systems exist when policy-makers sacrifice the trust of

policy implementers in an organization, in the name of quick, easily measured,

politically motivated results that are often accompanied by a plethora of invasive

and punitive verification measures. (p. 31)

The author continued by stating that trust is the gateway to achievement, particularly
among students living in poverty.

Demir (2015) continued this type of research and found that while students must
experience trust with teachers, teachers must experience trust with administrators. The
author found that the level of trust of teachers toward their administrators directly
impacts the quality of instruction within the classroom. When teachers perceived the
environment as supportive and collaborative, attendance improved, job satisfaction
improved, and the school climate overall improved allowing student performance to
improve. The structure and systems of PBIS create the opportunity for the relationships

between teachers and administrators to improve.
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Johnson (2011), reported that national education policy experts agreed that trust
among stakeholders is a major issue that will push schools either further into failure or
further above expectations. Among the suggestions for creating a trusting environment
for teachers, families, and students, the leaders noted that positive behavior systems and
organizational methods such as PBIS would facilitate clear expectations and procedures
within which the stakeholders can function in a healthy manner. Additionally, positive
communication was noted as a critical element to create trust and facilitate productive
conversation that encourages collaboration toward a shared vision (Johnson, 2011).

Bradshaw et al., (2008) addressed the implementation of PBIS in the elementary
school setting. Elementary schools particularly benefit from the implementation of PBIS
due to its multi-tiered structure. The Tier 1 supports of PBIS, which address the needs
of over 80% of the staff and students population, center on improving the overall climate
and culture of the educational setting. Both within the classroom and in the more
common areas of the building, the structures of PBIS provide opportunities to improve
relationships through intentional measures, which creates a setting more conducive to

improved teaching and learning, allowing academic achievement to improve as well.
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CHAPTER III

SOLUTION AND METHODOLOGY

At the start of the 2016-2017 school year, City Elementary School was in stage
three of the Texas Education Agency’s reconstitution plan for underperforming schools.
Academically, the schools STAAR scores in Writing and Math remained well below the
state minimum for three consecutive years. At the close of the previous year, the
teaching staff was almost completely new. Because the principal was also new to the
school and did not come to the school until July, the hiring pool was extremely limited.
Only three of the teaching staff returned from the previous year, and all of the newly
hired teachers were alternatively certified with no teaching experience. In 2016-2017,
the same three experienced teachers returned. However, the rest of the teaching staff
was again replaced. The majority of the new teachers were regularly certified, and many
had some limited prior teaching experience. However, the discipline plan at City
Elementary had been non-existent for several years. The previous principal ruled the
building with an authoritarian presence and governed the staff mostly from fear. Prior to
2016-2017, discipline referrals were rampant causing countless lost instructional
minutes. The climate of the building, although improving, remained one of chaos and
lack of structure. Teachers were quickly reaching burn-out, and staff attendance began
to suffer. Most importantly, many of the new teachers were frustrated and deferred to

yelling and negative feedback in an attempt to change student behavior.

16



The discipline situation at City Elementary was an obvious problem wrapped in a
complex dilemma. A problem that can be solved is often considered familiar, common
issues, and occurs frequently. The problem associated with discipline at City
Elementary was one of common area procedures. Hallways were often loud and chaotic.
Students were not in orderly lines, and teachers were often yelling over students in an
attempt to quiet rowdy groups of children. Training on common area procedures that are
part of the PBIS framework quickly addressed this tame problem. It required consistent
feedback from administration in order to train both teachers and students to function in a
more orderly and positive manner. A school-wide procedural change addressed this
portion of the problem.

However, the school climate was a more complex dilemma and was not an issue
that could be changed quickly. School climate involves the belief systems and values of
both teachers and students. Teachers hold a strong belief system of how they believe
students should respond to adults and how they should behave at school. Many times,
teachers and administrators have different belief systems that are in conflict with each
other. Students have beliefs from home that often create distrust in the school system.
Teachers also have beliefs regarding the role of administration when dealing with
problem behaviors. All of these complex pieces made the deeper issue of discipline
management and school climate at City Elementary a problem wrapped in a very
complex dilemma. Several elements contributed to the problem situation at City
Elementary. The high turnover rate of teachers was one of the most obvious issues

contributing to the lack of positive discipline on campus. Even with professional
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development on positive discipline strategies, the staff in place must remain consistent in
order to maintain continuity. Over 90% of students at City Elementary were classified
as economically disadvantaged. This fact presented a unique challenge for the staff.
Instructional strategies, discipline approaches, and relationship building had to be
considered through the lens of poverty in order to achieve success in this situation.

This study is directed to administrative teams in Texas, as well as the Texas
Education Agency. State ISD is a public school district in Texas that serves more than
eighteen thousand students. The principals in the district are given complete autonomy
to choose the behavioral system and plan that best suits the unique needs of their campus
community and culture. The framework of Positive Behavior Intervention and Support
(PBIS) is one method that can build structure and improve climate among educators in a
district that serves highly at-risk students. Once the study concluded, the administrative
team in the district would be responsible for continuing the implementation of the PBIS
framework or the behavior management structure of their choice that they believed
would most benefit the students and staff.

The ideal situation at City Elementary, or any other school in a similar situation,
was that Tier 1 of the PBIS framework would be implemented with fidelity and
consistency. The structure experienced by the staff and students would cause the morale
to improve having a positive impact on school climate. Staff and student attendance
would improve, and student discipline referrals would decrease. Once discipline and
classroom management improved, instructional minutes would increase and be utilized

more efficiently. This increase in instructional minutes would lead to an improvement in
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academic performance. However, because of different value systems and belief systems,
not every teacher would implement PBIS with fidelity and consistency.

At the beginning of the 2016-2017 school year at City Elementary, many of the
teachers and staff were alternatively certified. With a degree in a field other than
education, individuals learn to teach through real time experience and almost no training
in management theory or strategies. This lack of guidance created an opportunity for
teachers to practice the management techniques that they experienced themselves, or that
they believe to be most effective with typical children. However, children in at-risk
schools often require intentional structures specifically designed for students dealing
with extreme poverty. Without a framework of climate improvement and behavior
management, the situation at City Elementary and schools with similar issues will
certainly continue to falter.

Should the current situation at City Elementary continue, the school would
undoubtedly be closed by the Texas Education Agency for failing to meet academic
standards for several consecutive years. Not only would the academic achievement
continue to decline, the negative and chaotic behavior of the students would continue as
well. Students would fail to learn behavior strategies to reduce stress, collaborative
practices among peers, and goal setting practices. The lack of these life skills would
impact their future both educationally and socially. The teachers and staff at City
Elementary would continue to struggle with negativity, a lack of cooperation, and the

loss of purpose in the midst of an already stressful career.
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My role in the process of implementing the Positive Behavior Implementation
and Support framework was to train the teachers, administration, and the students in
strategies that would create a more positive, efficient, and effective instructional
experience. Although PBIS is a three-tiered system, Tier 1 interventions are the focus of
this study. This level of intervention addresses 85% of the students in the building by
creating a calm, positive, and orderly educational environment. I planned and delivered
training that addressed the framework and expectations of Tier 1 of PBIS, as well as
principles of successfully working with students in poverty. In addition to the
procedures and expectations of Tier 1, the training included relationship building and
positive discipline management strategies that assisted teachers with positively
communicating the expectation in each of the common areas. With Tier 1 of the PBIS
framework in place, the teachers and administration would experience opportunities to
develop relationships with students and discipline in a manner that was both positive and
motivational. Each month, I made observations and analyzed the discipline data that
provided information regarding the problems areas in the building. When the discipline
data showed that one of the common areas continued to experience discipline issues, the
administrative team addressed the procedures and expectations again with participating
teachers.

The solution to the discipline issues at City Elementary was the successful
implementation of Tier 1 of the PBIS framework. Tier 1 interventions include common
areas of the school in which large groups of students gather at one time. The common

areas addressed at City Elementary were the hallways, the cafeteria, the restrooms, and
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the playground. For each common area, procedures and expectations were
communicated, thoroughly discussed and modeled, and implemented throughout the
building. In the hallways, the expectation was that students walk silently in a single-file
line on the right side of the hallway, stopping at designated intersections. These
procedures were communicated on charts throughout the building emphasizing the
expectations. This orderly method of moving throughout the building intended to
prevent chaos and confusion, allowing classes to transition quickly and without incident.
In the cafeteria, students followed a designated walking path to pass through the lunch
line, join classmates at clearly marked tables, and exit the cafeteria in a line on the
opposite side. This procedure intended to create a smooth flow of traffic, improve the
transition time, and create a more enjoyable social experience during the meal time.
Restroom and playground procedures included a planned schedule for classes to
utilize the facilities and equipment. With a carefully developed schedule, classes moved
through the processes of these two areas in a safe manner that limited the areas to two
classes in one area simultaneously. Because there had been no schedule, the restrooms
and playground were frequently congested with an unsafe number of students in these
areas at one time. As the number of students became regulated, students transitioned
through the restrooms quickly, and the playground became more enjoyable with
adequate space for games and group activity. When implemented with fidelity, the
outcome of these procedures and expectations was intended to be an improved school
climate at City Elementary. The training of teachers and students in the common area

expectations intended to create a common language and common goals that all
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stakeholders would continue to employ. With an improved school climate, student
behavior should improve and become more positive causing discipline referrals to
decrease. Discipline data was collected and compared to the previous years’ discipline
referral data. A decrease in discipline referrals in the common areas of the building was
the indicator of a favorable outcome and indicated the beginning to an improvement in
school climate.

The successful implementation of Tier 1 of the PBIS framework also addressed
the need for improved academic performance. Over time, the framework should
contribute to a more positive school climate, reduced discipline referrals, and an increase
in instructional time. The hallways and cafeteria procedures would significantly reduce
transition times. The restroom and playground procedures would provide a safer and
more enjoyable experience in those areas. Opportunities for social growth was
maximized in the cafeteria and playground as students experienced time with classmates
in a positive and safe atmosphere. The increase in instructional time would create
opportunity for an increase in student academic performance. STAAR data was
collected and compared to the previous years’ STAAR data to determine if the
performance has improved.

The administrative team at City Elementary expressed excitement that the
teachers would receive training on the framework of PBIS and positive strategies to
address student behavior issues. They were hopeful that the study would improve both
the school climate and the academic performance of students. My field advisor

remained positive about the study and the possibility of improvement at City Elementary
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School. However, she expressed that attributing improved student performance will be
difficult to prove. The correlation between the implementation of the PBIS framework
and student achievement may be more indirect than simply the decrease in discipline
referrals.

Upon examination of the discipline data and the academic achievement data from
the previous years, the implementation of the PBIS framework would greatly assist City
Elementary School in the improvement of school climate, increased instructional time,
decreased student discipline referrals, and improved student achievement. The school
climate would become more organized, less chaotic, and more positive. With decreased
student discipline referrals and decreased transition time, teachers would experience an
increase in instructional time. Each of these elements combined provided an opportunity
for the students to have an improved instructional experience and improved academic
performance on the state exams. Table 1 outlines the goals, outcomes, and activities

planned for the study.
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Table 1

Goals, Outcomes, and Activities Associated with the Problem Solution

Goal

Outcome

Activity

1 of the PBIS framework.

The implementation of Tier

A. The culture and
climate of the school will
improve as the teachers
develop a more positive
view of discipline
management and assign

fewer discipline referrals.

B. The academic
performance of the
students will increase
through decreased
transition time and
increased instructional
time.

1. All participating
teachers will participate in
training on the framework
of PBIS and strategies for
working with students
living in poverty.

2. Administer teacher
interviews both before the
training and at the end of
the academic year.

3. Analyze discipline data
from the previous year and
at the end of the academic

year.

4. Analyze STAAR data
from the previous year and
at the end of the academic
year.

Guiding Questions, Data Collection Methods and Rationale for Methods

Guiding questions prior to the intervention focused on assessing the current

situation discipline situation at City Elementary. What was the school-wide behavior

management plan and how effective is the implementation of the current school-wide

behavior management plan? I determined the effectiveness of the current discipline plan

by analyzing discipline data from the previous year, specifically to determine what
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percentage of issues occur in common areas of the school (cafeteria, hallways,
playground, and restrooms). What were the teachers’ beliefs regarding student behavior
and discipline? What were the teachers’ beliefs regarding student discipline in the
school? What were the teachers’ beliefs regarding working with students in poverty? I
determined the answers to these questions through teacher interviews. What was the
current level of student performance on STAAR? I determined the level of student
performance on STAAR by analyzing the STAAR data from the previous year.

After the intervention, guiding questions shifted to measure the change that
occurred as a result. Did the culture and climate in the school improve? I determined
improvement in the culture and climate of the school through teacher interviews. What
was the change in discipline referrals in the common areas of the building? I determined
the change in discipline referrals in common areas of the building by analyzing relevant
discipline referral data and comparing it to discipline referral data from the previous
year. Did the implementation of school-wide behavior expectations impact student
performance? I determined the impact of the school-wide behavior plan on student
performance by comparing STAAR data from the previous year to STAAR data from
the current year. Table 2 details the goals, outcomes, activities, and assessments

associated with the study.
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Table 2

Goals, Outcomes, Activities, Guiding Questions, and Assessments Associated with the

Problem Solution

Goal

Outcomes

Activity

The implementation of
Tier 1 of the PBIS
framework.

A. The culture and climate
of the school improved as
the teachers developed a
more positive view of
discipline management and
assigned fewer discipline
referrals.

Guiding Question:

What was the school-wide
behavior management plan
and how effective was the
implementation of the
current school-wide
behavior management
plan?

Guiding Questions:
What were the teachers’
initial beliefs regarding
student behavior and
discipline?

What were the teachers’
beliefs regarding student
discipline in the school?
What were the teachers’
beliefs regarding working
with students in poverty?

Did the culture and climate
in the school improve after
the intervention?

1. All participating
teachers participated in
training on Tier 1 of the
framework of PBIS and
strategies for working with
students in poverty.

2. Administered teacher
interviews both before the
training and at the end of
the academic year.

I determined the answers
to these questions through
teacher interviews
conducted both before the
initial training and at the
end of the academic year.

I determined that the
culture and climate of the
school improved through
the teacher interviews.
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Table 2 Continued

Goal

Outcomes

Activity

What was the change in
discipline referrals in the
common areas of the
building?

B. The academic
performance of the students
increased through
decreased transition time
and increased instructional
time.

Guiding Question:

What was the current level
of student performance on
STAAR?

After the intervention, did
the implementation of
school-wide behavior
expectations impact student
performance?

I determined the change in
discipline referrals in
common areas of the
building by analyzing
relevant discipline referral
data and comparing it to
discipline referral data
from the previous year.

3. Analyzed discipline data
both before the training,
monthly throughout the
remaining school year, and
at the end of the academic
year.

4. Analyzed STAAR data
from the previous year and
at the end of the academic
year.

I determined the impact of
the school-wide behavior
plan on student
performance by comparing
STAAR data from the
previous year to STAAR
data from the 16-17 school
year.

Instruments and Analysis

I developed interview questions that were administered to participating teachers

both before the intervention and at the end of the school year. The interview questions
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are attached as Appendix II. The discipline data was analyzed through discipline referral
reports that are available through the district. STAAR data was analyzed and was
available through the district as well as the Texas Education Agency.

Before the intervention, discipline data was used as the source for information
regarding the current behavior situation at City Elementary School. The discipline
reports in State Independent School District were created and sorted by location of the
offense, referring teacher, referred student, type of offense, and the date of each referral.
For this study, the reports were most useful sorted by type of offense and location of
offense. PBIS Tier 1 interventions addressed school-wide behavioral expectations in
common areas of the building. Typically, the common areas consist of areas in which
large groups of students frequent many times per day, thus creating a possibility of
behavior issues unless carefully planned procedures are in place. Common areas for
City Elementary School are the cafeteria, the hallways, the playground, and restrooms.
The discipline data showed the percentage of discipline referrals that occurred in these
areas. The intervention specifically targeted the common areas and served to improve
the procedural practice in these areas.

Teacher interviews were conducted before the intervention as well. This
qualitative data source was analyzed for information on the teachers’ belief systems
regarding students living in poverty, student discipline in general, and the buy-in level
regarding the new behavior management system. STAAR data was utilized as an

additional quantitative data source. The test scores were analyzed as an overall passing
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rate, sorted by grade level and teacher to provide a correlation between discipline
referrals and student academic achievement.

During the intervention, the teachers attended training on the principles of
working with students in poverty, the framework of Tier 1 of PBIS, and the specific plan
of the common area behavior expectations. These expectations governed the behaviors
of both students and teachers intended to ensure that problem issues were avoided. The
effectiveness of this training was evaluated through the qualitative data gathered from
teacher interviews. The teacher interviews were administered after the training and
provided information on the teachers’ belief system on working with children in poverty,
as well as the expectation of the new behavior plan. Likewise, the interview results
showed that when teachers continued to have a lack of understanding regarding the
issues of children in poverty, further intervention was necessary for the behavior plan to
be successful. Table 3 outlines the guiding questions, data collection methods, and the

rationale for the methods used that lead to the conclusions of the study.

Table 3

Guiding Questions, Data Collection Methods and Rationale for Methods Leading to
Conclusions

Guiding Questions

Data Collection Methods

Rationale for Methods

What was the school-wide
behavior management plan
and how effective was the
implementation of the
current school-wide

I determined the
effectiveness of the
discipline plan by
analyzing discipline data
from the previous year,
specifically to determine

Analysis of the discipline
data from the previous
school year provided a
baseline to compare any
change that occurred after
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Table 3 Continued

Guiding Questions

Data Collection Methods

Rationale for Methods

behavior management
plan?

what percentage of issues
occur in common areas of
the school (cafeteria,
hallways, playground,
restrooms).

Tier 1 of the framework of
PBIS was implemented.

What were the teachers’
current beliefs regarding
student behavior and
discipline?

What were the teachers’
beliefs regarding student
discipline in the school?

What were the teachers’
beliefs regarding working
with students in poverty?

I determined the answers
to these questions through
teacher interviews that
occurred prior to the
training, and at the end of
the school year.

Information about the
teachers’ beliefs and values
toward student behavior
and discipline before the
implementation of the
PBIS framework provided
a baseline to compare how
their beliefs changed after
the training and
implementation.

What was the current level
of student performance on
STAAR?

I determined the current
level of student
performance on STAAR
by analyzing the STAAR
data from the previous
year.

Analysis of the STAAR
data from the previous
school year provided a
baseline to compare any
change that occurred after
the framework of PBIS
was implemented.

Did the culture and climate
in the school improve after
the implementation of the
PBIS framework?

I determined if the culture
and climate of the school
improved through teacher
interviews.

Information gathered
through the interviews
determine if the beliefs and
values of the teachers
changed after the training
and the implementation of
the PBIS framework.

What was the change in
discipline referrals in the
common areas of the
building?

I determined the change in
discipline referrals in
common areas of the
building by analyzing
current discipline referral
data and comparing it to
discipline referral data
from the previous year.

Data analysis determined if
the discipline referral rate
decreased after the
implementation of the
PBIS framework compared
to the previous year.
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Table 3 Continued

Guiding Questions

Data Collection Methods

Rationale for Methods

Did the implementation of
school-wide behavior
expectations impact
student performance?

I determined the impact of
the school-wide behavior
plan on student
performance by comparing
STAAR data from the
previous years to STAAR
data from the current year.

Analysis of the STAAR
data determined if the
academic performance
improved after the
implementation of PBIS as
compared to the previous
school year.

Table 4 outlines the specific timeline of activities to complete the entirety of this

study.

Table 4

Timeline of Activities and Products

Mo Wk Contact/Activity Collected Analyzed/ Product/Audience
Action
Jan 1 Principal/ Consent Sheets Gather Proposal to Principal
Superintendent — for study completed
Requested consent
permission, presented sheets
overview
Before
Inter-
vention
Jan 1 Principal and Asst. Discipline data | Analyzed for Report with
Principal reports location of percentages of
referrals discipline referrals per
location
2 Principal and Asst. Discipline data | Analyze for Report with
Principal reports type of percentages of
referral discipline referrals per
type of offense
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Table 4 Continued

Mo Wk Contact/Activity Collected Analyzed/ Product/Audience
Action
3 Principal and Asst. STAAR Data Analyze for | Report sorted by grade
Principal from previous overall with overall passing
year passing score | percentage by subject
by subject
and grade
level
4 Teachers Teacher Analyzed Analysis of teacher
Interviews interviews for knowledge level of
knowledge principles of working
level of with students in
working with poverty
students in
poverty
Inter-
vention
Feb 1 Principal, Asst Training— Teacher Analyzed for
Principal, Teachers Principles of Interviews understanding of
Working with | and Feedback | principles of working
Students in Sheets with student in
Poverty, PBIS poverty, understanding
Framework and of framework,
Common Area common area
Expectations expectations.
2 Teachers, students Monitor
implementation
of common area
expectations
3.4 Teachers, students Continue to
monitor
implementation
of common area
expectations
After
Inter-
vention
Mar All Principal, Asst Discipline Data Analyzed Report with data by
Principal discipline location, teacher
data for
problem areas
April All Principal, Asst Final Discipline Analyzed Report with discipline
Principal Data discipline data sorted by
data by location, type, and
location and | teacher, and compared
teacher to the previous year
discipline data to
determine change.
May 2 Principal, Asst Final STAAR Analyze Report sorted by
Principal data STAAR data | teacher and subject
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Table 4 Continued

Mo Wk Contact/Activity Collected Analyzed/ Product/Audience
Action

area, compared to
previous data to
determine change

May 4 Principal, Asst Shared Summary of Findings;
Principal, Teachers reports and | Copy of completed
findings with | study
stakeholders

Issues of Reliability, Validity, Confidentiality, and Other Ethical Concerns
Establishing validity is an important step in the process of research. This study

focused on the implementation of the Positive Behavior Support and Intervention
framework in an effort to create an educational climate that was both safe and engaging.
With the implementation of the PBIS framework, the discipline referrals decreased,
leading to an increase in instructional minutes in the classroom. The increase in
instructional minutes, coupled with the improved school climate and culture le to an
increase in student achievement. A potential threat to the validity of this study was
possible inconsistency among teachers in implementation of the PBIS framework.
However, continual analysis of discipline data determined classrooms and teachers that
needed additional intervention. The frequent and consistent data analysis served to
identify any trouble areas in the building which needed more specific procedures to

prevent behavior issues.

Statement Regarding Human Subjects and the Institutional Review Board
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This study has undergone the process through the Institutional Review Board to
secure compliance with federal guidelines for collecting data from human subjects. The

approval is attached as Appendix 1.
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CHAPTER 1V

ANALYSIS AND RESULTS

The purpose of this study was to examine the impact that the implementation of
the Tier 1 PBIS framework would have on school climate and student achievement. In

order to determine the findings, three guiding questions have been addressed:

1. Will the implementation of the Tier 1 PBIS framework impact student
behavior?

2. Will school climate improve as a result of the implementation of the Tier 1
PBIS framework?

3. Will the implementation of the Tier 1 PBIS framework impact student

achievement?

Discipline data is the primary source of quantitative results for this study. The
district employs Total Education Administrative Management Solution (TEAMS)
software to maintain discipline records. Through this system, discipline data was
analyzed from the 15-16 school year, before the PBIS Tier 1 structure was implemented
at City School, and for the 16-17 school year, after the intervention. The two reports
were sorted by grade level, date, and teacher. The type of offense, location of the
offense, and the student identification number were also included. Through these two
reports, the change in discipline referrals are evaluated.

Teacher interviews are the qualitative source of information for this study.
Teachers’ beliefs regarding student behavior in an educational setting were analyzed

before the training on the structure of PBIS. The teachers’ beliefs are also analyzed after
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the training to determine if a shift has taken place in the belief system of student

behavior.

Research Question One

Research question one examines the impact that the implementation of the Tier 1
PBIS framework had on student behavior. During the 2015-2016 school year, the school
did not follow a specific school-wide behavior plan. The principal was in her first year
at City Elementary and the staff primarily consisted of inexperienced, alternatively
certified teachers.

Table 5 shows that a total of 100 discipline referrals were submitted during the
2015-2016 school year. Thirty-one, or 31%, of these referrals occurred in common areas
of the building, including the hallway, cafeteria, restroom, and playground. Sixty-nine
percent of the total referrals for 2015-2016 school year occur in areas of the building that
are not considered common areas, such as classrooms. This data suggests that a high
percentage of discipline issues occurred in the areas of the building that are shared with
the entire student population at multiple times throughout the school day. During the
2016-2017 school year, after the Tier 1 PBIS framework was put in place, the total
number of discipline referrals actually increased. However, the number of referrals in
the common areas of the building decreased by 24%. During that school year, a total of
127 office referrals were submitted. Nine, or 7%, of the total number of discipline
referrals occurred in the common areas of the school. With the implementation of the

Tier 1 PBIS systems in place, the school incurred a 24% reduction in office referrals in
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the common areas of the building. Table 1 shows that 118 of the discipline referrals

occurred in classrooms, areas that are not addressed by Tier 1 of the PBIS framework.

Table 5

Difference in 2015-2016 and 2016-2017 Discipline Referrals

2015- | Percentage | 2016- Percentage | Difference
2016 2017
Total 100 127 +27
Referrals
Classroom 69 69% 118 93% +24%
Common 31 31% 9 7% -24%
Areas

Research Question Two

Research question two examines the improvement in climate after the
implementation of the Tier 1 PBIS framework. Interviews were conducted to determine
the teachers’ understanding of the issues facing students living in poverty and their
understanding of the PBIS Tier 1 framework. Table 6 shows that a total of 62% of
participating teachers mentioned that a lack of educational resources and support
significantly impacted the behavior and performance of the students. Educational
resources are considered access to books, educational programs, and support with

homework. Physical resources include access to medical and dental care, appropriate
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nutrition and food, clean clothes, and clean living conditions. Before the intervention,
only 41% of participating teachers mentioned the impact of physical resources during
the interviews. Emotional resources include a consistent and positive adult in a child’s
life that teaches basic life skills such as kindness, sharing, respect, and integrity.
Emotional resources could be provided by a parent or mentor that would be found in the
home or church. Prior to the intervention, 55% of participating teachers mentioned this
type of resource and support being an issue for students at City Elementary. Consistent
and positive adult influence in the students’ lives were mentioned as an issue impacting
education by 57% of participating teachers. A lack of consistent adult influence is
typically an issue with students who have parents or grandparents in prison, or are

moving several times per year due to financial need.
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Table 6

Issues of Poverty Acknowledged by Teachers Prior to Intervention

Issues of K 15t ond 3 4th 5th Specials | Total
Poverty and RTI
Lack of 33% | 33% | 100% | 100% | 33% |33% | 100% | 62%
Educational
Resources
and Support
Lack of 33% | 0% 66% | 100% | 0% 33% | 50% 41%
Physical

Resources
and Support
Lack of 33% | 100% | 66% | 100% | 0% 33% | 50% 55%
Emotional
Resources
and Support
Lack of 66% | 0% 0% 100% | 100% | 33% | 100% | 57%
Consistent
Adults

Table 7 shows the difference in the understanding of issues of poverty after the
intervention and training provided to the teachers. Twenty-eight percent had a better
understanding of the educational resources that must be considered when educating
students living in poverty. When considering physical resources and support, 9% more
teachers indicated an understanding of these issues on their students’ well-being. Proper
nutrition and health care were the major considerations of physical resources.
Understanding of the need for emotional resources and support improved by 9% as well.
Nineteen percent more teachers acknowledged that students in poverty were impacted by

a lack of consistent adults in their lives. Overall, teachers had a clearer understanding of
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the issues of poverty after the intervention and how these specific issues impact student

growth and achievement. With a better understanding of the issues of poverty, the

teachers will better adjust to the needs of the students they serve.

Table 7

Issues of Poverty Acknowledged by Teachers Following Intervention and the Difference

Issues of
Poverty

1St

2nd

3rd

4th

5th

Specials
and RTI

Total

Differ
-ence

Lack of
Educa-
tional
Resources
and
Support

100%

100%

100%

100%

100%

33%

100%

90%

+28%

Lack of
Physical
Resources
and
Support

66%

33%

66%

100%

0%

33%

50%

50%

+9%

Lack of
Emotional
Resources
and
Support

66%

100%

66%

100%

0%

33%

85%

64%

+9%

Lack of
Consistent
Adults

66%

66%

66%

100%

100%

33%

100%

76%

+19%

Table 8 shows that 76% of all teachers indicated a clear understanding of the

process of the Tier 1 implementation plan. These teachers were clear on the

expectations of each common area and committed to implement the processes with their

students. Seventy six percent of the teachers interviewed also discussed the value of the
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Tier 1 framework and expressed their belief that the structure would benefit the climate

of the school in general.

Table 8

Teachers Who Understood and Valued PBIS Tier 1 Implementation Plan

PBIS Tier 1 Kinder | 1% 2nd 3rd 4™ | 5th | Specials | Total
Implementation and RTI
Understand 100% | 66% | 100% | 100% | 33% | 33% | 100% 76%
Value
Understand 100% | 66% | 100% | 100% | 33% | 33% | 100% 76%
Expectations

Research Question Three

Research question three examines the impact that the Tier 1 PBIS framework had
on student achievement. This result was determined by comparing the results on the
required STAAR tests during the 2016-2016 school year and the 2016-2017 school year.
The level of student achievement on the state required exams, or STAAR, were at a low
level at the close of the 2015-2016 school year. Table 9 shows that 38% of third grade
students passed Math, and 50% passed Reading in 2015-16. Fourth grade scored 45%
passing in Math, 47% passing in Reading, and 47% in Writing. Fifth grade was higher
with 67% in Math, 58% in Reading, and 66% in Science. Because these scores were
lower than the state requirement, the school remained in Improvement Required (IR)

status after the 2015-2016 school year.
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During the 2016-2017 year, the school performance on STAAR improved in
some areas. Table 9 shows that third grade Reading improved by 17% and Math by 9%.
However, fourth grade Writing decreased by 14% and Reading by 5%. Fourth grade
Math had minimal improvement by 4%. Fifth grade also showed some improvement in
Math increasing by 7%. However, Science decreased by 13% and Reading decreased by
4% at the end of the 2016-2017 school year. The total change in overall percentage

passing for the 2016-17 school year was only +1.

Table 9

Comparison of STAAR Scores from 2015-16 and 2016-17

2015-16 2016-17 Difference
3" Reading | 50% 67% +17%
34 Math 38% 47% +9%
4™ Reading | 47% 42% -5%
4™ Math 45% 49% +4%
4" Writing | 47% 33% -14%
5t Reading | 58% 54% 4%
5" Math 67% 75% +7%
5 Science | 66% 53% -13%
Total 52% 53% +1
Average
Percentage
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Upon examining specific grade levels, discipline referrals seem to be correlated
to student achievement. Table 10 breaks down the discipline referrals of the two school
years in question by grade level. The data shows that in 4™ and 5™ grades, while the
number of discipline referrals for the year increased, the STAAR success percentage
decreased. However, in 3" grade there was a significant drop in discipline referrals. In
fact, 3" grade issued 25 office referrals in 2015-2016, but issued no office referrals in
2016-2017. The STAAR scores in 3™ grade improved by 26% overall. Undoubtedly,
this academic improvement is contributed in part to the improved commitment to
teacher-student relationship building and the structure in place by the school-wide
behavior systems. Similarly, in 4™ grade, where the student-teacher relationships
seemed to break down in both the common areas of the building and the regular

classroom, the academic achievement fell by 15%.

Table 10

Discipline Referrals by Grade Levels for 2015-16 and 2016-17

Difference in Discipline Difference in STAAR Scores
Referrals

37 Grade 25 +26%

4™ Grade +23 -15%

5% Grade +4 -10%
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Table 11 shows that between the years of 2015-16 and 2016-17, there was an
increase of only one referral, indicating no significant change in the number of major
offenses. Minor offenses, however, show an increase of 13 referrals over the course of
the two years. These minor offenses typically occur in the regular classroom rather than
in the common areas of the building. An increase in these types of referrals indicates a
need for specific training in teacher-student relationship building and positive classroom

management strategies.

Table 11

Comparison of Major and Minor Referrals in 2015-16 and 2016-17

2015-2016 2016-2017 Difference
Major Offenses (Fighting, 59 60 +1
Violent Threats, Weapons)
Minor Offenses (Persistent 35 48 +13
Misbehavior, Disturbing
Class, Insubordination)

44



CHAPTER V
CONCLUSIONS AND DISCUSSION

This study was conducted to determine the impact of the implementation of Tier
1 of the PBIS framework on school climate and student achievement. A review of the
literature pertaining to the subject was conducted to obtain specific understanding of the
potential impact that the PBIS framework has on the overall function of schools. The
review examined characteristics of successful implementation of the PBIS framework
and implications for school leaders who are struggling to create positive change in
highly at-risk populations. Three questions were posed to conduct the research. They

were:

1. Will the implementation of the Tier 1 PBIS framework impact student
behavior?

2. Will school climate improve as a result of the implementation of the Tier 1
PBIS framework?

3. Will the implementation of the Tier 1 PBIS framework impact student

achievement?

Question one was answered through discipline data that was the primary source
of quantitative results for this study. The district employs Total Education
Administrative Management Solution (TEAMS) software to maintain discipline records.
Through this system, discipline data was analyzed from the 15-16 school year, before the

PBIS Tier 1 structure was implemented at City School, and for the 16-17 school year,
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after the intervention. The two reports were sorted by grade level, date, and teacher.
The type of offense, location of the offense, and the student identification number were
also examined. Through these two reports, the change in discipline referrals was
evaluated. After evaluating this data, it is evident that a relationship exists between the
implementation of the Tier 1 PBIS framework and a decrease in discipline issues in the
common areas of the building. After the implementation of the Tier 1 procedures and
expectations, discipline referrals decreased by 24% in the common areas creating a
calmer and more orderly climate in these areas. The comparison of the discipline data
also indicated that the types of discipline referrals were less violent and occurring more
in the regular classrooms. This finding signals that further professional development is
needed on classroom behavior management plans, as well as training on relationship
building with students living in poverty.

Question two was examined through teacher interviews that served as the
qualitative source of information for this study. Teachers’ beliefs regarding student
behavior in an educational setting were analyzed before the training on the structure of
PBIS. The teachers’ beliefs were also analyzed after the training to determine if a shift
occurred in the belief system of student behavior. Interviews with participating teachers
indicated that after specific and intentional training on the issues of poverty, coupled
with the procedures and expectations of Tier 1 of the PBIS framework, teachers had an
improved understanding of the issues of poverty and how to compensate for these

challenges in the school setting.
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Research question three examined the impact that the Tier 1 PBIS framework
had on student achievement. This result was determined by comparing the results on the
required STAAR tests during the 2016-2016 school year and the 2016-2017 school year.
The level of student achievement on the state required exams, or STAAR, were at a low
level at the close of the 2015-2016 school year. In grade levels that experienced a
decrease in discipline referrals, an increase in student achievement on state exams
occurred. Likewise, grade levels that experienced an increase in discipline referrals also

experienced a decrease in student performance on STAAR.

In Handling PBIS with Care: Scaling up to School-Wide Implementation,
Cressey (2014) followed the implementation process over a period of five years. The
multi-tiered system of supports served as a framework to provide increasingly more
intensive interventions for small groups of the most at-risk students. The first year, the
school implemented Tier 1 interventions in the common areas of the building. Similar to
this study, the data showed that discipline issues in these high traffic areas decreased.
The next year, the school implemented Tier 2 interventions such as a student work
program, a check-in, check-out system, and a student mentoring program. By the end of
the third year, the framework of PBIS was fully implemented and was refined through
the next two years as teachers and administrators continued to monitor and adjust to
student needs. Should City Elementary continue the implementation of PBIS in the
same manner, it is likely that a similar trend would occur. During the first year of
implementation at City Elementary, discipline referrals in the common areas decreased,

allowing for reduced transition time and more focus on instruction. If Tier 2 and 3 were
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to be implemented during the following years, the trend would continue as classroom
behavior plans would improve and students with chronic discipline issues could be
addressed on a more individual basis.

O’Conner (2010) documented that students who experienced a high level of trust
and closeness with their teachers show a lower level of conflict in the school setting.
This trend was similar in this study. In grade levels that had positive relationships with
their students, such as third grade, the students had low levels of discipline referrals.
The teachers were able to focus more on goal setting with the students and less
instructional time was spent dealing with discipline issues. Instruction improved as
demonstrated by the growth in standardized test scores. These findings also echoed
Tobin et al. (2013) who reported that when teachers have more positive verbal
interactions with students, they have more opportunity for academic conversations with
their students. As a result of the more positive classroom atmosphere, more instructional
minutes are focused on academic growth and the opportunity is created for student
performance to improve.

In many schools that fully implement the framework of PBIS, the structured
systems of support encompasses physical, social, and academic needs of the students
before, during, and after school. Brion-Meisels (2015) reported that students who
experience these types of extensive supports, such as before and after-school tutoring,
counseling, mentoring, and health and fitness programs are more likely to seek academic
help when it is needed. When these types of supports are only available outside the

school setting, students and their families are less likely to ask for assistance. This
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finding was evident in this study as well. With the exception of after-school tutorials,
City Elementary had no extensive supports such as mentoring or health programs.
Possibly, if the school continued to build Tier 2 and Tier 3 of the PBIS framework
throughout subsequent years, more supports of this type would be incorporated to assist
the students and families with the needs of the whole child. These additional supports
would create a full system of positive support for students and ensure the best
opportunity possible for academic success to occur.

The framework of PBIS also serves as an intentional method of building trust
between stakeholders. Hood (2013) researched the trust relationship between students
and teachers. Hood’s study found that when teachers intentionally focused on building
trust with students, the students’ academic achievement improved. This research was
evident at City Elementary in the 3™ grade. The most personal lesson learned through
this study came from the 3™ grade team at City Elementary. The three teachers came
from different backgrounds. One had only one year experience and had been raised in
private schools. Going to college was never a questions for her. One was a first
generation graduate from a middle-class family. She had to work two jobs and take
classes at night to earn her teaching degree. The third was a single mother of two who
had attended college on an athletic scholarship. Despite their differences in their own
personal backgrounds, the three teachers shared a common belief that their students were
capable of great success. The interviews from these teachers was not only inspiring, it

was also enlightening. The teachers were unified and stood in complete solidarity
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regarding the expectations of their students. Their core belief rested on the positive
relationships that they intentionally built with their students.

I learned that being clear on expectations was not enough. I could be clear on my

expectations, but my kids will only work for someone they trust. They must

believe that we genuinely love them or all the good teaching and clear

expectations will not matter. (J. Smith, personal interview, February 17, 2017)

It was enlightening to understand that the success of PBIS, or any other behavior plan,
still remained anchored in relationships. Clear procedures and expectations was only the
beginning of the success story in this particular grade level. The teachers agreed with
each other that they would work with the students on social skills, intentionally teaching
them to get along with their peers and solve conflict without violence. They also agreed
that no matter what the physical need of the students, they would work to respond to that
need on a daily basis. The teachers worked tirelessly to provide food, clothes, school
supplies, or anything else that they might need. They understood completely that the
needs of poverty were extensive and could potentially prevent students from growing
academically.

The change in discipline referrals was dramatic. The first year, the grade level
issued twenty-five referrals. The second year, they issued none, electing to use behavior
issues as teaching opportunities to hone students’ social skills and build conflict
resolution strategies. The academic growth of the grade was even more dramatic. In
Math, the grade level experienced a 9% increase on STAAR scores. In Reading, the

increase was 17% on STAAR. Without question, the teachers of the third grade team
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understood the challenges of poverty, but resolved to create a successful experience for
their students both socially and academically. The structure of PBIS assisted this team
with a part of this challenge.

The findings of this study support that when students and teachers are provided a
framework for procedures and common expectations, the opportunity for student success
will occur and all stakeholders may experience a more positive learning environment.
The findings for this study indicate that PBIS worked for City Elementary at the Tier 1
level. Should the school continue the implementation process over a number of
consecutive years, discipline issues would likely continue to decline and academic

achievement would continue to improve.

Considering the larger context, PBIS is only one framework for creating a more
positive educational setting. The Leader in Me, which is founded on the highly
successful 7 Habits of Highly Effective People, has proven to be effective in teaching
students goal setting and providing a shared vision for all stakeholders (Covey, 1989).
AVID, Advancement Via Individual Determination, has experienced recent success by
focusing on college readiness, study strategies, and organizational skills. NED, an
elementary program focusing on character education, has experienced similar success.
The success of each of these frameworks has several elements in common. However,
the most obvious key to success is the commitment to a plan and a framework and that
the leadership team vows to implement that chosen framework with fidelity and
consistency. One or two years is an inadequate amount of time for any plan to develop

into a functioning and thriving part of the school culture. Five consecutive years is a
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more reasonable commitment to create a successful behavioral framework that will fully

impact academic growth. When any of these plans are implemented with positive

intentionality and consistency, the students and teachers are bound to experience growth

and success.

The review of literature and the findings of this study are the basis for the

following recommendations:

1.

Superintendents and principals should adopt a specific school-wide
behavior plan. The plan that is adopted by the district or school
should remain in place for at least five — eight years. Within this time
span, students and families will experience the entirety of the
implementation plan. When the full framework of PBIS is put into
place, each tier will be fully utilized with fidelity and stakeholders
will experience the benefits both socially and academically. While a
level of autonomy may be maintained by each campus, the core
principles of the district chosen behavior plan will serve to develop

the shared vision for all stakeholders.

Superintendents and principals must lead and develop the adopted
behavior plan in ways that create a shared vision across the district or
school. All stakeholders should learn the plan, speak the same

language of the vision, and practice the same pattern of
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implementation. This uniformity of implementation and practice will

create a common goal and expectation for all students and teachers.

Superintendents and principals must invest the time and resources to
train teachers consistently and regularly on the issues of poverty,
relationship building, and positive engagement. Teacher retention
remains a challenge in districts and schools serving highly at-risk
populations. However, consistently offering professional
development on strategies to address the common social, behavioral,
and academic challenges of economically disadvantaged students will
ensure the success new staff members who are working with at-risk
students. Alternatively certified teachers will benefit from extended
and consistent professional development as well. While alt-cert
teachers often have the willingness and drive to create a successful
classroom experience, training in the classroom management
strategies will build the skills necessary for effective procedures and

expectations.

Superintendents and principals should employ supports for the
families of at-risk students whenever possible. Medical care, supports
from food banks, mentor opportunities, after-school tutorials and

child care will assist low-income families with common challenges
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and ultimately provide assistance to students academically, socially,

and physically.

When these recommendations are implemented, schools that serve highly at-risk
populations are certain to experience great academic success and a positive climate and

culture that will remain sustainable, benefiting all stakeholders within the system.
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APPENDIX B

Improving School Climate and Student Performance Through Positive Behavior
Intervention and Support Implementation

Interview Questions

1. Please state your grade level and number of years teaching experience.

2. Please describe your understanding of the PBIS framework.

3. Within the school, where do you feel the PBIS framework is most helpful?

4. Do you feel the implementation of the PBIS framework will be helpful to your
school and students? Explain.

5. Describe the support of your administrative team to the implementation of the
PBIS framework.

6. Do you feel the implementation of the PBIS framework has impacted your
school climate? Explain.

7. Describe how the students have responded to the implementation of PBIS?

8. Do you believe that the framework of PBIS is worth continuing at your school in
future years? Explain.

9. Do you feel that the framework of PBIS benefits students who are highly at-risk?
Explain.

10. Please describe your job satisfaction level.
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