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This program evaluation sa two-year Impact Assessmestudy utilizing an
explanatory case study design, of the PBIS prognaplemented at an urban elementary school
in one Local Education Agency (LEA) in North CaroliriBhe revised PBIS program wa
designed toeduce racéased disparities in student discipline and to prioritize student exposure
to academic instructionEvaluation of théBIS program focusedn thedesired outcomes
idertified by school stakeholdersaductions in overaltudent disciplineeferrals, reductions in
racial disproportionality in student discipline, improvement in teacher perception of sakeol
student disciplingractice, and improvement in student perception adalctonnectedness and
equity.

Study participants includiall studentsand staff membengresent at thparticipating
school from the 2022015 through the 2038017 school yearsThis mixedmehodsimpact
assessment utilizgate-programstudent disciplinelata together with prprogram Teacher
Working Conditions SurvefTWCS) data. Prprogram datawhere availableyerecompared
to concluding data which includédo-year statisticastudent discifine data, broken down by
demographics, school yeatudent disciplineeferraltype, and consequenc@dditional study
data includegbostprogram TWCS data, together with student interviews presented in the form
of vignettes exploring student percepsarf equity instudent disciplingractice throughout the
studyperiod Triangulated data revealed substantial decreases in thiadisksof minority and

special education students over the study period, as well as increased staff awareness regarding



the importance of equity in student discipline and the availability of restorative practice as
preemptive and culturally responsive alternatives to exclusionary discipline. Despite these
positive outcomes, howevetudent disciplingaps persisted at tiseibject school, and staff
survey data revealed concerns regarding clarity of expectation and consistency of practice.
Implications for further program revision and the extension of culturally responsive classroom

management and disciplinary response prastwere considered.
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CHAPTER 1: INTRODUCTION

Statement of the Problem

In January 2014, the.B. Department of Justice and theSUDepartment of Education,
citing statistics reflecting the disproportionate suspension of African American students in public
schools and the Civil Ri ght s Aeveryschool digirigtd , s en
in the nation. The letter warned school districts that they were subject to legal action if they
mai ntained discipline policies which effected
unjustified effect on students ofarpda i cul ar race, 0 and offered gui
student discipline (Peterson, 2015). At the time, African American students made up
approximately 15% of the US public school population, but accounted for 35% of suspensions
and 36%of expulsionmationwide. ThesAttorney General Eric Holder, together wititen
Secretary of Education Arne Duncan, explained the letter as necessary to address a growing
disparity in student discipline among white students and their minority peers, describing the
disci pline gap as Adisrupt[ive to] the | earning
2015).

Response to the fADear Coll eagueo | etter wa
was praised by progressive groups as necessary to eqpé&yimg field for minority students
and criticized by others as an inappropriate meddling by the federal government in matters which
should be left to state and local policy. A 2015 survey of parents, teachers and the general public
conducted by the Haavd Program on Education Policy and Governance revealed that 8aly 23
of parents, 2% of teachers,and2d0f t he popul ati on as a whol e f

prevent schools from expelling or suspenditigcan Americanand Hispanic student higher



rates than other students. o Whites were sign
opposition (Peterson, 2015).

Not surprisingly, conservative commentators, in particular, expressed their disagreement
with the policy, arguing that the letteffectively tied the hands of teachers and school
administrators whose discipline policies were
for the conservative think tank The John Locke Foundation, expressed his opinion that
compliance withfederahandat es was dAl i kel y | mpebghavedg t he |
students, o0 continuing as foll ows:

The solution to creating racially equitable discipline is not cl@&e process of

maintaining a disciplinary record that mirrors racial demographaddieither require

schools to discipline African American children less, punish students from other racial

groups more, or simply abolish traditional methods of disciplining studéentbose

cases, the emphasis is misplac€arrecting behavior thatpedes the educational

process, not fidelity to demographics, should be the focus of student discipline (Stoops,

2015).

Progressives disagee&/i t h St oopsd6 opinion on the color
discipline. According to Shaun Harper, a University of Pennsylvania School of Education
professor and the author of a 2015 report detailing his study on discipline in Southern schools,
discipline citareveadt hat #A[ b] |l ack students tend to be di
|l i ke dress code violations, or oOthe kid was g
whereas white kids in public schools tend to be referred mosttoften pr i nci pal sé of f
property destruction or smokidgg hi ngs t hat are far | &Gask, subj ec:H

2015).



Discipline Gaps in North Carolina Public Shools

In the 20132014 school year, North Carolina public schools were suspeAdiicgn
American students at a rate 3.4 times greater than their enrollment percentage (Sheltp&, Stasio
Clark, 2015). As districts worked to respond to the 2014 letter, many increased their use of
Positive Behavial Intervention& Support(PBIS)pradices, and some experimented with
restorative discipline and community partnerships in efforts to establish-@hola d ent A sy st ¢
of c ¢hebdon,dtasiok Clark, 2015).Nor t h Car ol i nads school di st
in thiswork even priortdtei r r ecei pt of the fiDear Coll eague
minority students in the State dropped@Between 2012 and 2014, but remained the fifth
highest in the nation. North Carolinads urba
discipline gap statistics.

The Wake County Public School System (WCPSS) is the largest and-tasisstg
school system in North Carolina, and th& 1&gest system in the nation. The WCPSS student
population has almost tripled since 1980, and totaled 157,180 for the2@@&School year.
WCPSS maintains 106 elementary schools, 33 middle schools, 25 high schools, 4 alternative
schools, and 3 acadessihousing students in grades8kr 612 (Wake County Public School
System, 2016)In Wake CountyAfrican Americanstudents accounted for @&bof district
enrollment for the 2022015 school year, buté2of t he di strictds 11, 205
2015). Five-year suspension data for WCPSS shows significant redudtiotiee 20112012
school yearwith recent plateaus and an increase in total suspeniothe 2014015 school
year, withcontinuing disproportionality in the suspension of African Aroan studentf/Vake

County Public School System, 2015)hesalata are summarized in Tables 1 and 2



Tablel

Total WCPSS Suspensions by School Leveéedr Trend

Year Elementary Middle High Total

20142015 1,955 4,699 5,175 11,829
20132014 1,905 4,381 4,919 11,205
20122013 2,274 5,997 7,452 15,723
20112012 1,985 5,606 7,035 14,626
20102011 2,247 5,946 9,725 17,918




Table2

20152016 WCPSS Suspension Gaps by Ethnicity

WCPSS Population (by ethnicity) % Enrollment % Suspensions
American Indian/Alaskan Native 0.28% 0.5206
African American 23.8%% 57.86/%
Asian 1.7%%0 1.11%
Native Hawaiian or Pacific Islander 0.126 0.14%
Hispanic 17.0%% 17.2%%
Multi-Racial 3.6%% 4.31%
White 47.2%%0 18.8%0




Discipline Gaps and Student Ahievement

Not surprisingly, student achievement statistiegor these disipline gaps both
nationwide and iWWCPSS The achievement gap between minority students, in particular
African Americanmales, and their Asian and white peers has been well documented (Gregory,
Skiba & Noguera 2010; Vanneman, Hamilton, Anders@éhRahman, 2009 In a recent
National Assessment of Educational Progress (NAEP) study conducted by the National Center
for Education Statistics (NCES), the scale score achievement gap akfraceqn Americanand
white studentsationwideon NAEP &' grade end of grade math assessments ranged from 18 to
21 points, with variations related to the concentration of African American students in the school
population, even when controlling for socioeconomic statiagi¢nal Center for Education
Statistics2015). Gaps in WCPSS are similar. For the 262@15 school yeaB2% of white
students and 88 of Asian students in grades 3 throughdémonstrated proficiency on Eiod-
Gradeand Endof-Course assessments, while only#8f African Americanstudents ath 48%
of Hispanic students met proficiency standaidsr{h Carolina Department of Public
Instruction, 2015).

The gap is even wider for the stateds more
standard, which wastroduced inMarch 2014 followinghe mplementation of testing aligned

with the Common Core State Standamishjevement Level Informatiqr2014). Under the

standards introduced in that school year, stu
scoring a Level Ill on statmandated testst o wever , fACareer and Coll ege
demonstrated by a Level IV or Level V score s

Profi ci ency Adhievengest pevet Infornaagdi2914)( For the 2022015 school

year, 74% of white studenté®d 83%0 f Asi an s areedanddlegeReaeinessi C



standards, while only 32% @ffrican Americanstudents and 37% of Hispanic students met the
more stringent standard (North Carolina Department of Public Instruction, 2015).

Exclusionary discipline practie s r educe affected studentsbo
instruction for minutes, hours, days or weeks, depending on the disciplinary consequence.
Research has established the strong correlation between exposure to academic instruction and
student achievemen&(eenwood, Horton, & Utley, 2002), as well as the negative impact of
frequent suspensions on achievement (Arcia, 2006; Davis & Jordan, T9%te is little
guestion that discipline gaps are contributing to achievement gaps (Ge¢gdy2010). While
most research has focused on middle school and high schools, whefesclibol suspensions
are more common (Arcia, 2006), exclusionary discipline in the form ofawmeoffice
discipline referrabnd inschool suspensn is likely to have a similarfiect at the elementary
school level.

Positive Béhavior Intervention and Support

Positive Behaviointervention and Support (PBIS), sometimes ter@elootWide
Positive Behaviointervention and Support (SWPBIS) or Positive Behavior Support (PBS), was
introduced in the 1997 reauthorization of the Individuals with Disabilities Education Act (Sugai
& Horner, 2006). Although PBIS was initially established as resdzasbd behavior
management strategy for students with disabilities, it gained popularitg fgpplication to all
students, an®BIS iscurrentlydefinedasit he i ntegration of wvalued
biomedical science, empirically validated procedures, and systems change to enhance quality of
life and minimize or prevent problem behavis 6 ( Sugai & Holtsner, 2006,
fundamental elements focus on the creation of a positive school climate through a focus on

desired behaviors and on proactive responses, in three graduated tiers, to student behavior which



minimize the likelihood tht problem behaviors will be repeated (Sugai & Horner, 2006is
threetied support structure is illustrated in Figure 1.

In an attempt to reduce the overall suspension rate, WCPSS implemented PBIS programs
in elementary and middle schools distugtie beginning in 2008, and the district has focused
recent additional efforts on reducing suspension and increasing graduation rates through the
provision of alternative education optior@ileland & McMillen, 2009;Rhea, 2009; Rhea,
2010. PBIS schools iWWCPSS are supported by distrievel coaches and facilitators in the
structured implementation of PBIS behavior management programs. Schools select a set of
behavioral expectations defined in studi@ndly terms and often supported by an e@sy
remenber acronym. Lesson plans are designed and presented to students at the start of each
school year, and expectations are reviewed on a regular basis. Common language and location
based behavioral rubrics are utilized throughout the school, and therda&#8IS school is on
recognition and reward for positive behavior, rather than on punishment for inappropriate
behavior. Students earn rewards in the form of tickets or tokens, on an individual and classroom
basis, and these are exchanged for eithertkn¢school supplies, trinkets) or activibased
(extra recess, lunch with the teacher) rewards.

Al t hough the i mplementation of PBIS and th
reduced suspensions overall in WCPSS beginning in the 2014 schobyear, as illustrated in
Table 1, current data still reveal the suspension of minority students, particularly African
American boys, at rates disproportionate to their representation in the general student population,
as shown in Table 2. This is consrst with research showing that PBIS programs, while

effective in reducing overall student discipline events and improving school climate in general,



Individualized
interventions for high
risk behaviors

Social skills groups,
daily checkin with
adult, classroom
behavior interventions

Expectations signage,
schoolwide recognition,
skills teaching, reward
svstem

Note Adapted fromhttp://www.swpbs.org/module/behavior_overview.html

Figure 1. Positivebehaviorintervention andupportinterventiontiers.




do not generally reduce discipline gaps unless implemented in a deliberately culturally
responsive manner (Boneshefski & Runge, 2014).
Restorative Practice

Research increasingly supports #iicacy of holistic and restorative practices in both
reducing behavioral issues and in reducing discipline gaps é&an2012 Pane, 2010
Restorative behavior response programs focus on a shift away from punishment and toward
restorative justice principles and whaident support. Three key shifts in this regard are
illustrated in Table 3.

Restorative communities (classroom and wsaeool) utilize clear expectations
memorialized by agreement, authentic communication that values all voices, and specific tools to

resolve issues and conflicts in productive ways (Clifford, n.d., p. 6). Stlagel restorative

justice programs focusdanhe use of conferences, medi ati ons,
the relationships between students, teachers,
(GonAd ez, 2012, p. 286). Conflict resoli@wg i on m

clear processes (turn taking through the wuse
focus on the speaker, designed prompting questions by a facilitator) to engage an affected
community in assuming group responsibility for the design of disal(Clifford, n.d., p. 6).

Through these techniques, students are provided with opportunities to voice their opinions and to
accept responsibility for their actions, and the goal is to include input from all stakeholders in
determining the best methoarfresolution. Although not yet widely in use in the school setting,
restorative practice has shown potential for improving school climate and reducing discipline and

achievement gaps (Godlez, 2012 Pane, 2010

10



Table 3

Three Shifts Toward RestoratiBehools and Classrooms

From To

Efforts to suppress misbehavior based on th Recognizing and using the inherent value of
view that misbehavior is evidence of failing misbehavior as an opportunity for social and
students or classrooms emotionallearning

Restorative circles that bring together everyc
who is most immediately affected by the
incident

Authority-driven disciplinary actions that foct
only on the identified misbehaving students

Punishment and exclusion is used to control Dialogue leading to understanding and actio
misbehavior and motivate positive behavior to set things right and repair and restore
changes relationships

Note Adapted fromTeaching RestorativerBctices with Classroom Circlé€lifford, n.d.,p. 6).

11



Study Setting

This study wa situated ira traditional calendar (Augustrtugh June) elementary school
within WCPSS which serves/1 students in gradé&sdergarten through 5. The subject school
was established as an African American community schd®®2, opening as part of the then
segregated Raleigh City School System, with 240 students in grédasdLone teacher per
grade. The subject schoaVas integrated following the 1976 merger of Raleigh City Schools and
the Wake County School Systento the Wake County Public School System (WCPSS).
Because its population remained largely African American, and primarilyrioeme the
subject schoolvas converted to a magnet school in 1982, initially focusing on Math, Science and
Technology. That magnet theme was unsuccessful in redihargybject school s
concentrationoflow ncome and minority students, and t he
ultimately modified in the mid 990s toestablish athe subject schoal Gifted and
Talented/Aademically ointellectuallyGifted Basics(GT/AIG Basics) theme Throughthe GT
portion of itstheme the subject schodlffers a variety of electives in visuakgrmperforming arts,
health and physical education (PEgience, math, technology, and language arts, and seeks to
develop the unique gifts and talents of each student. In addit®subject schoalffers
homogenous grouping for academically giftagdgints in grades 4 and 5, and serves AIG
students at grades-&on an in-the-classroom (pusin) or outsidethe-classroom (puibut)
model, through the AIG Basics theme.

Since itsconversionto a GT/AIG Basics schogihe subject schodias maintained a
relatively small g e 0 gnagngt students,amddas drbwmr fibase o o
approximatelyb0%of its population as magnet studentsmainly Asian/Indiari from the

southern and western portions of Wake County. This results in a somewhat atypical

12



denographic profile for the school, as showrFigure2. Becausd¢he subject schoad located
in a lowrincome setting, the scholeés consistently maintainedrae and redced lunch rate

above 40%

Program
Students in all WCPSS schools are formallg st ed f or i dentificati o
intellectually giftedd in grade 3, and ident.i

and curriculum extension, typically beginning in grade 4. For the-2016 school year, 38.6%
of the subjectdto ol 6s fourth and fifth grade students
significantly exceeding the WCPSS average of 18.6% for elementary schools-disteict
Although the stated goal of the WCPSS magnet program is to facilitate student achieaene
eliminate achievement gaps through the promotion of socioeconomic diversity and the provision
of unique educational opportunities, the subject school has been only moderately successful in
reducing the achievement gap between Asian and white ssudemimajority of whom are
identified as academically or intellectually gifted, and minority students. In fact, gaps were
significantly widened following the raorming of statewide End of Grade tests to reflect
Common Core State Standards during the22Zf113 school year. Despite federal Title |
funding and a focus on intervention, particularly in literacy, African American and Hispanic
students continue to lag considerably behind their Asian and white peers, as illustrated in Figure
3 and Figure 4.

Thesubject school has been a PBIS school since the 2009 school year.
Nonetheless, student discipline data at the subject school revealed disproportionate office

di scipline referrals (fimajor incidendbpsohorand

13



American
Indian/Alaskan
~ Native

1%

Two or More Races —
1% ;

Figure 2 Subjectschoolstudentdemographics 2023016

14



100

m All Students

= Asian

= White

m African American

= Hispanic/Latino

2012-2013 2013-2014 2014-2015

Figure 3 Grades 35 statemandatedEnd-of-Grade testing data: Percent profici@rgvel I,

IV or V) on both reading and math tegtomposite score) by subgroup.
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African Americanand Hispanic students, wias of the 20142015 school yeanmack up only
46% of the school 6s oedferrgradter thap 80powiludent diszipline yet a
reports, greater than 75% of offi ceterthi sci pl in
suspensins The subject schodls d i s c aspflthe 20&20b5asghool yeas illustrated in
Figure 5

Initial study data and observations regarding-sogspendableffenses suggested that
each office discipline referral at the subject school results in an averag&@f3idutes of lost
instructional time for the involved student, not considering the effectsthnol suspension or
other similar consequences, ghdt a significant number of the incidents handled without office
discipline referral resulted in a similar loss of instructional time where students were assigned
iti-oomet 0 or a similar consequence in the classr
Routine student discipline practices at the subject school have affected a disproportionate
number of minority students and resulted in an excessive loss of instructional time for these
students, likely contributing to achievement gaps between thesatstaae their Asian and
white peers.

In an effort to improve the effica@nd cultural responsivenessPBIS atthe subject
school, to improve teacher, student, and parent perceptions of school climate and student
discipline practice, and to reduce disitip gaps, the PBIS team, consisting of six teachers, the
school counselor, and the primary investigator, conductedlesign of the PBIS primary
intervention structure in the spring of 2015. The PBIS theme was changed to GIFTS, an
acronym representinfive universal expectations: (1) Give your best; (2) be Independent; (3)
Follow directions; (4) Take responsibility; afis) Stay engaged (see Appendix Expectations

graphics were created for each school setting (classroom, hallway, regttaggnound
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cafeteria, carpool and performancése Appendix 3 and a reward structure was established
utilizing AGIFTSO0 c a ersiaministratobsanddffi(see AppebdixEed by
In addition,student disciplineéesponse rubrics were revised to eliminate required responses and
mandatory officaliscipline referrad except Were required by law, and the PBIS team planned
professional develapent focusing on culturally responsistident discipline@nd culturally
responsive instruction to be delivered during the 22086 school yearRevised PBIS
protocolsand student discipline procedusgere implemented with staff training and student
presentatons at the beginning of the 202816school yearandplannedwhole-staff
professional development was presented at intervals throughout th @03.5chool year.
Program Evaluation Standards

Rossj Lipsey, and Freeman (200define program evaluation&st he use of soci
research methods to systematically investigate the effectiveness of social intervention programs
that are adapted to their political and organizational environments and are designed to inform
socialactiot o i mpr ove s oci aBvaluatiomny be conducted for(various 1 6 ) .
reasons: to aid in decisianaking regarding changes to an existing program; to assess the utility
of a program; to assess the effectiveness of a program; or to satisfytabdaymequirements
related to a program (Rossial, 2004. In addition, evaluations may contribute knowledge to a
particular field(Rossiet al, 2004). As defined by Yarbrough, Shulha, Hopson, and Caruthers
(2011), program evaluation is governegdthirty standards dided into five categories: (1)
utility; (2) feasibility; (3) propriety; (4) accuracy; and (5) evaluation accountability.
Evaluation has beemrtherd escr i bed as At he i dentificatio

of defensiblecre r i a t o determine an evaluation object

t hose cr iatriok,rSandess, & Woitherg 2010. 7). Meaningful program evaluation
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encompasses two components: (1) the gathering and analysis of data; andggl¢héon of
evaluative standards to the data in order to draw conclusions regarding the value or effect of the
program being evaluat€®ossj et al, 2004 pp. 1617). Program evaluations utilize both
gualitative and quantitative methods to asseson@ore of five program domains: (1) the
need for the prograifNeeds Assessmen(R) the design of the prografRrogram Theory
Assessment)3) the implementation and service delivery of the progiRragram Process
Assessment)4) theoutcomeor impact of the progran{lmpact Assessmentandor (5) the
efficiency of the prograntEfficiency Assessmen{Rossiet al., 204, p. 17).

Effective program evaluations are created in consideration of the questions posed by a
progr amos ishosekwllbnld & siyeificant interest in the progrdRossiet al,
2009. In order to be meaningful, evaluations must address questions of relevance, and must
provide timely information in a manner and format which is meaningful and useful to
stakeholdersRossi etal., 2004. Additionally, program evaluations must be conducted in a
manner which is tailored to the structure of the organization housing the program and sensitive to
t he progr amo s(Rgsadt al.t2004 i hddittoo to direck use in ghapplication of
the program being evaluated, program evaluation may inform and guide planning and policy
with regard to similar programs in other organizational settiRgsgi et al., 2004

Purposeof the Evaluation

The purpose of thistudy wa to conduct a twgearlmpactAssessment of theB?S
program at the subject scha@d revised for implementation in the 2€A®%16 school yearFor
the purposes of this study, disciplinary responses which result in the removal of a student from

the classsom, through officaliscipline referraglsuspension, time out, or any other practice, are

referred tarwsdifexicpluisme npr acPBISpegam@as The subj
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revised, wa designed to implemeatternatives to exclusionary discipline practices inftioeis
school setting Through the introduction of revised PBi&trices and revised administrative
expectations, together with the provision of professional development, the program under
consiceraion soughto reducedisproportionality in student discipline, as well as to redbee
lost instructional time and negative impact on school perception related to both administrative
discipline referrad and classroom discipline incidents.

Evaluation d this PBIS progranfiocusedon t he programds desired
by the programébs s tdackuetiors in dveralisudent disciplmeeferrals,n c | u d e
reductions in discipline gapsnprovement in teacher perception of schoale student
disciplinepractice andimprovement in student perceptionds$ciplinary equity

Study Questions

This study examined four questions. Those questions were as follows:

1. To what extent did the program affect ovestilldentdiscipline referrals?

2. To what extent did the program affect discipline gaps (racial dispropality) in

student discipline?
3. To what extentid the program affect teachperceptions and practicestiv
regard to student disciplifie
4. To what extendid the program affecttudent perceptianof discipline practicés
Limitations of the Study

Becausehis study wa situated in a settingfilizing schootwide PBIS, it wa not
possible to conduct the evaluation utilizing a randomizedrexpatal design. All students nee
exposed to the PBIS priagn, and no control group existedo counter this linbation, this

studyfocusedon the numeric and demographic change, if any, in schoobtidient discipline
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referrals at the conclusion of the study as compared exclusively-pyggeam data Additional
design and contextual limitations were related ogtesence of the primary investigator as the
assistant principal in the school in which the study was situated. These limitations were
countered through the triangulation of multiple data measures and the anonymization of student
discipline referral datestaff survey data, and student interview data. Study limitations are
discussed in greater detail in Chapter 3.

Definitions of Key Terms

Achievement GapThe difference in academic outcomes among students of varied ethnic
and socioeconomic backgroun@regoryet al, 2010).

Discipline Gap- Racial disparities in school discipline practice which result in the
disproportionate removal from classroom instruction or suspension from school of minority
students (Gregorgt al, 2010).

Exclusionary Discipline School discipline practices, such as classroom exclusion
(hallway seating or removal to another room), referral to the offiegghiool suspension, or eut
of-school suspensiomhich remove a student from the classroom for any period of time.

Minority Students Students from African American, Hispanic/Latino, or Native
American Backgrounds (Nichols, 2004).

Outcome The state of the target population or the social conditions that a program is
expected to have changed (Rastsal, 2004).

Restorativelustice/Restorative PracticeAn approach tgtudent disciplinéhat engages
all parties in a balanced practice that brings together all people impacted by an issue or behavior

(Gonzlez, 2012).
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Risk Index The proportion of a student subgroup that igskt of a particular outcome,
in this case a student discipline referral (Boneshefski & Runge, 2013).

Risk Ratio- The relative risk of a target grogpmpared with the risk of a comparison
group (usually the majority subgroup within a given setting) é3befski & Runge, 2013).

School Wide Positive Behavior Intervention and Support (SWPBIS,or PBS)- The
application of positive behavioral intervention and organizatiale systems to achieve socially
important behavior change. Critical components include: (1) setting consngrsbehavior
expectations; (2) teaching critical interpersonal skiB3;pfoviding systematic positive
reinforcement for meeting and exceeding performance criteria; (4) monitoring intervention
efficacy continuously through data collection and analysis; (5) involving all stakeholders in the
formulation ofstudent discipling@ractices and (6) reducing and eliminating reactive, punitive,
and exclusionary strategies in favor of a proactive, preventive andbsiding orientation
(Luiselli, Putnam, Handle& Feinberg, 2005).

Schoolto-Prison Pipeline- The relationship betwedack of school success, school
disengagement, and involvement in the criminal justice system, particularly as experienced by
minority students (Rocque & Paternoster, 2011).

Zero-Tolerance Policy A zérotolerancepolidy i s a s c tpdigythator di st ri
mandates predetermined consequences or punishments for specific offenses that are intended to
be applied regardless of the seriousness of the behavior, mitigating circumstances, or situational

context(Gonzlez, 2012)
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CHAPTER 2: LITERATURE REVIEW
Introduction

A significant body of educational research and study has been devoted over at least the
past four decades to academic achievement gaps across racial and socioezztegonies
(Gregory et al., 2000 More recently, researchers and educational professionals have begun to
document and discuss the fAdiscipline gap, 0 an
students, particularlfrican Americanmales, aresubject to disproportionate discipline, and
particularly to suspension, nationwiderégory et al., 20McCarthy & Hoge, 1987; Raffaele
Mendez, Knoff & Ferron, 2002; Skiba, Michael, Nard& Peterson, 2002). These discussions
have led, in turn, to corderation of the likely effect of these discipline practices on student
achievement in the affected gubups (Gregorgt al, 2010; Kinsler, 2013). Researchers have
universally concluded that suspensions and offiseipline referrad which result in time away
from class can only have an adveefect on student achievemédgircia, 2006 Davis &
Jordan, 1994 In addition to the obvious loss of exposure to direct instruction anlhas
learning, students who are repeatedly retetoethe office or suspended are likely to disconnect
from school and to lose motivation and sgdhfidence (Gregorgt al, 2010).

The vast majority of discipline gap study to date has focused on the middle and high
school setting, where sus@ons are significantly more common than in elementary school.
Study findings showing a correlation betwestndent disciplingractices and academic
achievement are likely to be mirrored, if not exacerbated, in the elementary school setting, where
studens gain crucial foundational skills. Our own data show that our most frequently referred
students are also among our most needy students from an academic standpoint, and additionally

that these students frequently face challenges related to home arydciecninstances.



Without changes in discipline policy at school, these students will continue to face afcycle o
struggle and failur@yers, Milne, Baker& Ginsburg, 1987).

As an additional factomve know that students develop crucial tethers to ddyegpnning
in the elementary years. These connections are vital to keeping students in school, and are
ultimately strong indicators for academic, social and emotional success (Catalano, Habberty,
Oesterle, Fleming& Hawkins, 2004). The creation of éhsol climate where all students,
regardless their race, gender or socioeconomic status, can succeed has been, and should be, a
primary statd purpose of public educatigpebnam, Johnson, Waasdp&Bradshaw, 2014).
Student perceptions of equity and fairness in their school can affect their motivation, effort an
connection with their teachéarsh & Overall, 1980; Marsh & Roche, 1997). Ultimately,
strong tethers to school contribute to studegiagement, which correlates positively with
academic achievement (Debnet al, 2014). Elementary school discipline policies which lack
equity and which systematically remove students from and thus devalue academic instruction,
have the potential to damagtudent perceptions of school, and to weaken vital tethers td schoo
for already atisk students (Mitchell & Bradshaw, 2G18ichols, 2004.

Review of Literature

The Existence of the Discipline @p

The study of racial/ethnic disparities in schd@icipline practice, particully at the
secondary levefgained popularitypeginning in1975, when the issue was first raised through a
Chil drends Def ens e ARican Amescanstudignts nationweide Wwetbery t h at
overrepresented, by neaB®0% of their enrollment rate, in school suspensions at the secondary
l evel (Chi |l dr en 6 Lurbrdliferatareoeerwhelmingly, suppdtsd the)existence

of racebasedlisciplinegapsat both elementary and secondary school leifaisia, 2006
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Gregory et al., 201(Bkiba et al., 2002 Although several studies have focused on Asian
American or Native American students, the vast majority of the literature is devoted to
distinctionsin disciplinary practice amonghite and African American steats(Gregory et al.,
2010). Examination of suspension rates tends to show the disparate treatment of African
American students most profoundly, while the inclusion of all exclusionary discipline practices
reveals disproportionality involving Hispanic aNdtive American students, as well (Aagi
2006; Gregory et al., 2010). Consistent research during the past four decades has established that
African American students, in particular, are significantly more likely than their white peers to
be subjected toffice discipline referrals, exclusion from the classroom, suspension and
expulsion(Gregory et al., 2010; McCarthy & Hoge, 1987; Sk#bal., 2002). Additionally,
while suspension and expulsion rates declined between 1991 and 2005 for most minority student
groups, they increased for African American students (Wallaoedkind, Wallace&
Bachman, 2008).

Nichols (2004) began his study discipline gapby noting that the Gallop Poll of the
Public Attitudes Toward the Public Schools ha
concern with school discipline and the effect of student behavior on academic achievement.
Nichols@ 004) acknowl edged that fApoor student Dbehe
stage for an ineffective educational environm
that responsive discussions had bebaviorsed on ft
incidents among minority studentso (p. 408),
among minority students and their white counterpaits. ¢ h (8004 study utilizedK-12
suspension and discipline data from a large Midwestemo$slystem, and involved the

examination of this dati@r inconsistencies and inequities in disciplinary procedures among
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majority and minority studentdata revealed that minority student incident reports accounted
for a disproportionate percentage atial discipline incidentand, more significantly, that
minority students were twice as likely as majority students to receivef-@ehool suspension as
a disciplinary consequence (Nichols, 2004)

Examining discipline gaps, mainigt secondary school levels, Fenning and Rose (2007)
summarized research dating to 1975 to establish the disparate treatment of African American
studentsparticularlyAfrican Americanmales,with regard to suspension and expulsion. These
authors noted #t research was inconsistent regarding other minority groups (e.g. Hispanics), but
that exclusionary discipline was used in a similarly disparate fashion with students of poverty
and struggling students regardless their ethnic background (Fenning & BOgg,2enning
and Rose (2007) found that the overrepresentation of students of color in both poverty and
struggling student categories resulted in the disparate use of classroom and school exclusion for
these students.

Multiple authors have noted that pésities in disciplinary referrals for minority students
are particularly pronounced f or class bdigtuebanttei ve i n
(Rocque, 2010; Rocque & Paternoster, 2@Kiba et al., 2002Theriot & Dupper, 2010).

Examining he elementary to middle school transition for a large student cohort, Theriot and
Dupper (2010) found a significant increase in overall discipline referrals, together with an
increase in disproportionality among minoraiyd white students, as the cohodvad from fifth

to sixth grade. Additionally, Theriot and Dupper (2010) found that this disproportionality was
even greater for subjective infractions.

Skiba et al. (2011) found a similar disproportionalitgiscipline referra for both

subjectvead fobj ectiveo infractions in their exami
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middle schools. Reviewingjscipline referratlata for pattern and practice, Skiba et al. (2011)
found thatAfrican Americanstudents were 2.19 times more likely than theirtevpeers at the
elementary school level and 3.78 times more likely than their white peers at the middle school
level to be referred to the office for similar behaviors. Additionally, these authors found that
African Americanand Latino students were sifnantly more likely than white students to be
disciplined through the use of exclusionary consequenacesthat disproportionality was most
evident for subjective disciplinary infractions such as defiance, disrespect-oomphiance
(Skiba et al., 2011

Rocque and Paternoster (20idyiewed survey responses and discipline data from
22,000 students at 45 forfiwe elementary schools in a large suburban/urban/rural consolidated
school district. Their findings were consistent with prior researchdiggaracial disparities in
exclusionary discipline; however, they found additionally that this disparate trend was
exaggerated in schools with higher percentagddrafan Americanstudents (Rocque &
Paternoster, 2011Rocqueand Paternoster (2011) found tiAditican Americanstudents were
more likely to receive discipline referrals and more likely to be subjected to exclusionary
discipline practices, even when the study was controlled for differences in behavior, student
demenor or personality.

As a corollary to disparities in disciplinary consequences, Vincent, Tobin, Hawken and
Frank (2012) also found thAfrican Americanstudents tend to receive disparate intervention
and support. Vincent et al. (2012) reviewed theiBggmt body of research establishing the
existence of discipline gaps, and utilized discipline data from 155 elementary and 46 middle
schools to assess the provision of secondary intervention and support. Their review found that

African American studentsere ovefrepresented, as compared to white and Hispanic students,
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among students with multiple discipline referrals, but that these students were leshdikely t

their peers, at theniddle schoolevel, to receive secondary intervention and supportc®tm et
a.,2012) . ASecondary supporto was assessed as
referrals, and wadefined by the authors to involve (1) continuous availability; (2) increased

adult contact; and (3) increased monitorindpehavioral pdormance (Vincent et al., 2012, p.

433).

Potential Explanations for the Discipline Gap

Researchers have generally discussed three potential reasons for the disproportionality in
behavior incident reporting for African Americatudents. These include: ¢he actual
tendency of minoritystudentsand/or students of poverty engage in a greater number of
inappropriate behaviors, for a variety of cultural or behavioral reasortbe(&)tentional or
unintentional application by teachers and school autesmf seredypes and biased cultural
expectationsand (3) cosscultural misunderstanding (Kinsler, 20Nichols, 2004; Rong,

1996).

Individual student characteristics. The idea thaindividual characteristicef minority
students and resultant actual behawioight explain the discipline gap gained some popularity
among educational organizations in the early 2000s (National Association of Secondary School
Principals, 2000) Researchers examiningghheoryhave generally focused on: (dfudent
socioeconomic statué?) low achievement and academic struggle; and (3) differential behavior
(Gregory et al., 2010).

Student socioeconomic statufkesearch has generally supported a connection between

student sodeconomic status, and particularly income level, and school behavior; however, the
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majority of researchers agree that socioeconomic status is not sufficient, standing alone, to
explain the discipline gaff-enning & Rose, 2007)

Multiple studies have demetrated that students living in higloverty areas, particularly
in urban settings, experience adversity such as violence, drugs, and abuse (Brantlinger, 1991;
Gregory et al., 2010). Studies have failed, however, to link these experiences to increases in
problem behaviors in the school setting (Rocque, 202d8lace, 2008 though some have
suggested that the customs and norms associated witpdwginty neighborhoods might lead
students to struggle with expectations and norms in school settings (R@02g,

McCarthy and Hoge (1987) utilized longitudinal data to analyze potential explanations
for disparities in school punishment amakigican Americanand white students. Although they
found that socioeconomic status was a predictor for disruptive ioefzend exclusionary
discipline, this did not alone explain the discipline gap, as the data revealed that African
American students tended to be punished more severely for similar behaviors (McCarthy &
Hoge, 1987).

Brantlinger (1991) conducted interviewsth middle and high school students regarding
their reactions to school discipline. In the Brantlin@€91)study, both lowincome and high
income students reported that lavcome students were unfairly targeted for exclusionary and
other harsh dispiinary consequences. Additionally, there was a clear distinction in the types of
discipline reported by the two groups. While highome students reported receiving mild
disciplinary sanctions, such as reprimands and seat reassignmeimgdome studets reported
harsher sanctions, such as being yelled at in front of the class or being forced to stand in the hall

all day, for similar behavioral infractions (Brantlinger, 1991).
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Skiba et al. (2002) analyzed a frpgpeanr 6 s wor t

urban school district to explore various hypotheses for the discipline gap. The authors
acknowledged prior research establishing thatilmw@me students are at greater risk for school
suspensionbut also noted that the sole study to that petith had controlled for
socioeconomic status (Wu, Pink, Cra®hMoles, 1982) still revealed race as the prominent
factor in exclusionary discipline in all settings except rural high schools (Skiba et al., 2002).
Skiba et alutilized statistical contrglfor socioeconomic status and reported that significant
racial disparities nonetheless remained (Skiba et al., 2002).

Wallaceet al.(2008) conducted a similar study, controlling for individual studactors
by includingstudent reports of parental edtion, family structure, ahneighborhood setting.
The study revealethat socioeconomic status was a factor in predicting the likelihood of
exclusionary discipline and was mildly contributory to discipline d&allace et al., 2008).
However, the authre concluded that race remairtée singlemost significant factor in
predicting officediscipline referrabnd exclusionary disciplineven after statistically controlling
for socioeconomic status (Wallace et al., 2008)

Rocque (2010) examined offickscipline referratlata for students in 45 elementary
schools, analyzing the effect of race while controlling for sch®a! influencesindividual
student factorand ratings of student behavior. Rocque (2010) found that African American
students wersignificantly more likely than other students to be referred to the office than other
groups for gnilar behaviors, andenconcluded thatocioeconomic status alone wasufficient
to explain the gapghoughthis did have a relevaeffect (Rocque, 2010)

Skiba et al(2011) examineth detailthe possibility that racbased disparities in

exclusionary discipline were related primarily to seeamnomic disadvantage. The authors
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reviewed various articles suggesting that African American studentsereevx posed t o it
stressors of povertyo and are thus fAmore 1ike
norms and ruleso (p. 101) . Skiba et al. (201
discipline referrad tending to lead to thmostdisparate treatment of African American stuiden
wer edifisr upt i on@mm@mlinidafidaetiendrequiring the subjective interpretation of
teachers (p.101).

Low academic achievemeniThe persistent achievement gap between African American
and Hispanic students and their Asian and white peers isdaelimented in the United States
(Gregory et al., 2010; Zhbanova, RufeStichter, 2015), andeseral studies have considered the
potentiad link between academic sggle and poor behavioMcCarthy and Hoge (1987)
acknowledged the lower achievement of the African American students in their study, but also
documented teacher bias in the perception of student achievement and behaviditgebabi
They concluded that poor grades and past behavior infractions influenced teacher perceptions of
current behavior in African American students, leading as a social construct to more severe
punishment for African Amecan students (McCarthy & Hog&987).

Miles andStipek (2006) studied a group of lamcome children from kindergarten
through fifth grade to measure the connection between social skill development, behavior, and
literacy skill development. They found poor literachi@gement in thealy grades to ba
strong predictor of aggression in later primary gsdtles & Stipek, 2006) The authors
suggested that continual academic struggle may lead to frustration and lestseth, and that
this may contribute to tendencies to engagdisruptive behavior (Miles & Stipek, 2006).

Additional studies have duplicated the results obtained by Miles and Stipek (2006), and it

is generally wellaccepted that low academic achievement is related to increased behavioral
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difficulties (Arcia, 2006; Gegory et al., 2000 However, most researchers generally agree that
low achievement is not sufficient to explain the discipline gap as a standalone issue, given that
controls for academic achievement do not eliminate evidence of disciplineMeparthy&
Hoge,1987; Miles & Stipek, 2008lyers, Milne, Baker& Ginsburg, 198).

Differential behavior. An additional potential explanation for discipline gaps is that
minority students, or at least students from certain ethnic backgeemghge in significantly
more behaviors warranting exclusionary discipline than do students frometither groups.
Variousearlystudies utilizing student seféports of misbehavior, however, failed to find greater
rates of misbehavior for African Aenican studentdcCarthy & Hoge, 198 \Wehlage &
Rutter, 1986; Wu et al., 1982). iBk et al. (2002) noted these studies, and further opined that
A[t] he ideal test of [the hypothesis that dis
wouldbedb compare observed student behavior with
this type of data was unavailable, Skiba et al. (2002) compared the types of behavior for which
various student groups were referred to the office. Although the da@edvhigher rates of
office discipline referrafor African American students, they failed to reveal evidence that
African American students engaged in greater or more serious misbehaviordiSkih2002).
Instead, the data revealed differences intypesof behavior for which white and African
American students receiveliscipline referrad (Skiba et al., 2002) White students wemost
oftenreferred to the office for smoking, leavingtlout permission, obscene language, and
vandalism, whiléAfrican Americanstudents were more likely to be referred to the office for
disrespect, excessive noise, threat, and loitering (Skiba et al., 2002). Comparing these data sets,

Skiba et al. (2002)ancludedhat African American students were typically subjected to
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exclusionary discipline based on subjective determinations of misbehavior, while white students
were referred primarily for objective and verifiable misbehaviors (Skiba et al.,.2002)

Grepry and Weinstein (2008) noted that ndAaut
teachers comprise the largest category of referred offenses in middle and high schools, and that
African American students are subjected most commonly to exclusionary disepline result
of Adefiance. 0 The authors reviewed idtmed cons
idea that African American students fAmay empl
tough facade in response to explicitorimplice ci sm i n school sdo (Gregor:
p. 457). Additionally, they noted that recent research had suggested that African American
students are particularly susceptible to expe
underestimation of their dity, and that students respond more positively to adults whom they
trust (Gregory & Weinstein, 2008). The authfirst reviewed discipline data fromdiverse
urban high school, finding the significantly disproportiordigeipline referrabf African
American students in this category (Gregory & Weinstein, 2008). Next, the authors invited
defiancereferred students, referring teachers, and studeminated trusted teachers to
participate in the second stage of the study (Gregory & Weinstein, 28@8)e 2 involved the
completion of survey packets focusing on classroom behavior, teacher caring, teacher
expectations, and student trust in and obligation to teacher authority (Gregory & Weinstein,

2008). The study revealed that teachers perceived AfAcaerican students as more defiant

and rulebreaking than other student groups; however, referred students did not behave defiantly
with all teachers, but engaged in this behavior primarily with teachers they did not trust, whom
they perceived as uncaringr who they felt maintained low academic expectations for them

(Gregory & Weinstein, 2008). The authors int
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of teachers as caring and holding high expectations predicted student trust in and obligation to
teacher authorityo (p. 470), and they suggest
470) is conceptually useful to the school setting (Gregory & Weinstein, 2008).

Horner, Fireman, and Wang (2010) sought to extend prior research by explering th
connection between student peer relationships, or socialization, and discipline decisions. Horner
et al. (2010) began with a review of literature showing the connection between disciplinary
action and subsequent misbehavior, academic disengagemeedoachievement, diminished
selfesteem, and increased drogpt potential. Horner et al. (2010) examined data which
included peer ratings of aggressive and prosocial behavior, peer status as reported by teachers
and administrators, and demographic chirastics of a diverse sample q#23 elementary
school students. Although the authors were not specifically looking for racial bias, their results
showed overwhelmingly that, even when controlling for peer ratings of aggression and actual
aggressivebehvi or s, race was the single most predic
that nAbeing African American was associated w
in comparison to the other r aceauthssfoupdithsd o ( Ho
result to be ficonsistent with [the] overall p
may influence teacher and administrator disci
suggested that teachers might anatgpgreater defiance or neompliance from African
American students, and that this presumptive
more often from an African American student t
2010, p. 155). Tdauthors also noted the possibility that teachers may feel more threatened by
the misbehavior of African American students than by that of white students, and that this might

lead to harsher discipline (Horner et al., 2010).
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Teacher bias and cultural misunderstanding. As early as 1975, studies suggested that
teachersdé ratings of student behavior tended
teacher and student (Eaves, 1975). Eaves (1975) examined teacher ratings of 45éhburth
fifth-grade boys on a Bavior Problem Checklist measuring 55 common behavior problems.
Eavesod anal ysi sAfricaea mmecackre d athaet sowhat engs di d n
based on student race, white teachers consistentlyAfiedn Americanstudents as more
deviant than white students (Eaves, 197Baves noted the possibilityat white teachers might
be more susceptible to racial stereotyping, as well as the possibility that behavior ratings might
be accurate but based on classroom interactions betwesn(Eaves, 1975). Eaves (1975)
further noted the backdrop of the civil rights movement as a potentially causative factor in the
perceptions and responses of white teachers.

Rong (1996xamined the combined effects of race and gender on teacher peraépti
student behavior by analyzing data from 984 white and African American teachers who rated the
behaviors of 6to 11-yearold African Americanand white students utilizing the Behavior
Assessment System for Children (BASC). Rong (1996) concludedl thag# a c her sd per c e
studentsodé6 social behaviors are a result of <co
characteristicso ( teached fer@ed.toratemdents wheshaged thard t h a
own race or gender more highly than othedsthis (Rong, 1996). White female teachers rated
white female students the highest, followedAfsican Americanfemale, white male, and
African Americanmale students (Rong, 1996African Americanfemale teachers ratédrican
Americanfemale studentde highest, followed by white femalgfrican Americanmale, and

white male students (Rong, 1996). Regardl ess
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stronger effect than shared race (Rong, 1996). Rong (1996) interpreted these results as
supportiveof the crucial importance of a culturally diverse teaching force.

Noltemeyer, Kunesh, Hostutler, Fratoand $ae r man (2012) extended
through the development and analysis of a teacher survey containing questions about a defiant
studentbbavi or al i ncident and the teachero6s 1i kel
various student names to imply different gender and ethnicity combinations, administering a
pilot survey to 135 preservice teachers and a final survey to 57 prat@iasigers. The study
did not identify any definitive trends based solely on the implied student race and ethnicity;
however, Noltemeyer et al. (2012) found that teacher characteristics were significant.
Specifically, the study revealed that less expegdrteachers were more likely to address
behaviors directly than were their more experienced peers (Noltemeyer et al., P0d.2).
authors addressed the lack of apparent racial and gender bias, acknowledging that prior research
had noted a general lack aab when utilizing vignettes as opposed to analyzinglifeadlata
(Noltemeyer et al., 2012). Noltemeyer et al. (2012) theorized that cultural mismatch might be
more responsible for discipline gaps than bias, or that respondents may have been concerned
with being perceived as biased, responding fol
interpretedo (p. 105). I n addition to distin
(2012) noted varied disciplinary response based on implied stgeleder. Teachers were more
likely to utilize punishment with female students, and they more often suggested that the
behaviors of male students were attributable
105).

In a study of note for its unusual findingshii-Jordan (2000) analyzed middle school

teacher survey data regarding choice of behavioral intervention in similar scenarios involving
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hypothetical students of varied ethnic backgrounds. The study foustretion in the use of
exclusionary and punishing discipline based on student race; however, in the particular context

of the study, which was set in an unidentified +welstern state, teachers tended to utilize

exclusionary discipline most prominentlytiviAsianAmerican studentthan with white,

Hispanic or African American studer(ishii-Jordan, 2000). As a potential explanation for this

disparity, IshitJordan(2000)examined research indicating that teachers tend to select punitive
orexclusionaryds ci pline as a response to overt behav
sense of control or which generate emotional responses (anger, frustrati@eiacter herself.

The authonoted that prior research has associated emotional restidiiitarnalized behavior

with Asian Americans and externalized (disruptive) behaviors with African Americans, and
acknowledged that this research was somewhat inconsistent with the findings of her study. She
hypothesized that her findings were influenbgdhe demographics of the subject region, which

was prominently white and Hispanic. AsiAmerican students in the region tended to be lower

in socioeonomic status, and the authmted that prior researchers have found punitive

discipline to be utilizéd more often with students in lower socioeconomic groups. Based on her

own study and on the research cited,¥sSho r dan (2000) concluded that
have some influence over the typeseachtrsmagt er v e
be more tolerant of students who are members of ethnic groups with which the teachers are more
comfortable or familiar. She suggested that teacher training programs include disciplinary best
practices, and that further research should focubk®potential connection between
Aunconscious stereotypes or firmly held belie

(Ishii-Jordan, 2000).
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Chang and Sue (2003) conducted a study similar teJshiir dan 6 s , presenti n
with behavior incidenhdescriptions paired with a photograph and brief description of a white,

Asian, or African American fourth grade boy. Teachers were asked to rate the level and
typicality of the behavior, and were asked to
family life, academic performance, and behavior causality. Although the study failed to show

bias in the ratings of African American students, the data revealed the existence of stereotypes
related to the behavior traits of Asian students and to thpepstties of their parents (Chang &

Sue, 2003).

Downey and Pribesh (200&gviewed national datageking to determine whether
matching between teacher and student race had
behavior. Looking at discipline dafrom two nationally representative data $etse including
kindergarten students and one inahgdeighth graders the authors found that the tendency for
African Americanst udent s®é behavior to be rated | ower t
when matching student and teacher race (Downey & Pribesh, 2004). The authors found that,
Afonce black students and wh-rategeachdrsy.d.dblacks ar e b
student s6 cl| as s moefavordbbthaawhitestudendss ( Dawaey & Pri b
2004, p. 277). The authors acknowledged prior research suggesting the existence of
Aoppositional culture, o in which black studen
are to resist black teachers, but concluded thatslatilarities among both student groups
suggested that white teacher bias (the failure of white teachers to recognize black cultural styles),
rather than oppositional culture, was the more likely explanation for the matching effect

(Downey & Pribesh, 2004
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Utilizing summarized research, ethnographic studies, school staff and student interviews,
and analysis of various school discipline polickesnningandRose (2007) posited that
discipline gaps, pririly affecting poor students ablor, are related to teacher perceptions and
fear of loss of classroom control. These authors utilized studies focusing on qualitative and
anecdotal evidence to suggest that an improvement in cultural understanding among teachers and
st udent salimpregentingand résponding to common sources of diseifgferrals that
ulti mately | ead to the removal of students of
andRose (2007) suggested that teachers tended to misunderstand the soamgjesxahd
behavior responses of students Awho are not s
555), and that this disconnect led to tiveruse of exclusionary discipline.

Rocque and Paternoster (2011) similarly posited thatlvased discipfie disparities
were related to teacher perceptions or fAdraci a
found that disciplinary disproportionality was heightened in schools with greater percentages of
African American students, and argued thatthisfd i ng was fAconsi stent wi t
that an increase in the minority population can be perceived as menacing by racial majorities
who respond to the perceived menace with more
Paternoster, 2011, f63).

Shirley and Cornell (2012) sought to examine whether discipline gaps might be explained
in whole or in part by differing perceptions of white and minority students regarding the
availability of help at school, the prevalence of bullying, and pe&udds toward aggression.
The authors conducted a surMagsed study including 400 suburban public middle school
students in Virginia. Students completed the School Climate Bullying Survey, and Shirley and

Cornell (2012)nalyzed both the survey resudisd student discipline data. Consistent with
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prior research, the authors found a significant disparity in discipline referrals for African
American students (Shirley & Cornell, 2012). Additionally, they found that students who
endorsed higher levels ofjgressive attitudes were more likely to receive discipline referrals,
and that students who felt less supported by the teachers and adults in their school were more
likely to be referred (Shirley & Cornell, 2012). When controlling for school climaterigcto
however, race remained the most predictive factor for disciplinary referral (Shirley & Cornell,
2012). The authors suggested, based on their research and on prior research suggesting the
influence of racial bias and cultural misunderstanding in diseify decisions, that
disengagement from school, lack of commitment to school, and frustration with school may be
significant factors linked to misconduct (Shirley & Cornell, 2012).
The Effects of Disdpline Gaps

Significant research has also focusedtanédffect of disparate discipline on minority
students. Not surprisingly, there is overwhelming evidence that exclusionary discipline practices
result in reduced academimogyvth for affected students (Arcia, 2006; BowmRarrot &Lewis,
2008; Gregory et al., 2010Additionally, research has consistently revealed that exclusionary
discipline does not result in improved student behavior, that repeatedly disciplined students tend
to engage in repeated misbehavior, and that exclasyaiscipline likely contributes to dropout
rates (Shirley & Cornell, 2012).

Arcia (2006) examined prsuspension and pestispension academic and enrollment
data for two demographically matched student cohorts in a large urban school district over three
years. Cohort 1 included students who had received at least one suspensidDoladrile
included students with no suspensions. The study revealed both loveeispension

achievement for the Cohort 1 students, and an increased achievement gap for these students at
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year 3 (Arcia, 2006). While the Cohort 1 students were already ¢gheele levels behind their
nonsuspended peers at the outset of the study, they were five grade levels behind by the
conclusion of the study (Arcia, 2006).

Significant esearch has also revealed the lack of efficacy of exclusionary discipline
practice, ad particularly of suspension. Raffaele Mendez (2003) conducted a longitudinal study
utilizing suspension and achievement data from a cohort of students entering kindergarten in
1989 and projected to graduate in 2002. His findings were consistent withgzearch
revealing the overepresentation of African American students among suspensions, and he also
noted a particular disparity in the suspension rates of African American boys receiving special
education services (over twhirds of these studentsceived at least one suspension by sixth
grade, and over half received two or more) (Raffaele Mendez, 2068)study revealed that
students who were suspended in elementary school tended to receive additional suspensions in
middle and high school, andat early suspension was a strong predictor for continued behavior
referrals. Raffaele Mendez (2003) concluded that (1) suspension alone does not change or deter
future behavior; and (2) suspension is a strong predictor for academic struggle aadtdrop
potential.

Notable for itsconclusiors contrary to those of the vast majority of similar research is
Ki ns | e discplin€gamnalysis Kinsler (2013) utilized oubf-school suspension data
from three of North CairVWakeiCouatd ForshtaCognegysahd s c ho ol
Guilford Countyi to estimate the relationship between discipéind school achievement.
Kinsler (2013) wutilize middle schoodhooldat a, ba
students are for the mostpartwedlb aved and disciplineWthoutl ess o

research or evideriiy support, Kinsler (2013) begins hisrepsit t h t he proposi ti o
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threat of a lengthy suspension can reduce infractions, leading to increased achievement for
siudents who are on the marginaofl bemmdvbrcagear
di sciplineo by arguing that #A[l]ongerHesuspens
also, however, discredits the entire body of prior research estafligi@ detrimental academic
effect of exclusionardiscipline by positing that it is not suspensions, but instead the decision of
students to engage in repeat violations which incur continued suspensions, which accounts for
the achievement gap (Kinsler,2f). Based on his data review, Kins
threat of suspension deters students from eve
classroom time as a result of suspension has a small negative impact on [academic]
per f or ma 2)c kirssler(2013) cie8his own 2011 study as evidence that racial bias plays
no part in disciplinary consequences, <cl ai min
primarily driven [only] by the type of offense committed and whether the studenoivasitted
any offenses iblthmapaebyp KpnsB6E6EBOHPs conclusi o
research support, are that fAmale students, mi
households are significantly more likely to be disripve i n school 06 (p. 375)
reduces achievement gaps only because diversi
more evenly across school so (tproB®d®By ,cohmel @t
360),a nd t h aotdistfichseekingitaomaximize achievement should concentrate the most
poorly behaved studeNoOtE surpnessocbhbyp)] ok psl| 88
cited or relied upon by researchers in the field.
The Importance and Effect of SchoolConnectedness

Consistent research has established the importance of student engagement and connection

to school for both behavioral and academic sucd&ssvn & Evans, 2002Hawkins, Smith &
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Catalano, 2004)Students who are bonded to school become mueested in their own success
and are significantly less likely to engage in disruptive or delinquent behaviors (Hawkins et al.,
2004). Although a significant body of work establishes the importance of school connection,
less research has establishedpitueesses through which students develop tethers to school
(Brown & Evans, 2002).

Brown and Evans (2002) examined the potential for the development of school
connectedness through participation in extracurricular activities. They conducted interviews
with a diverse sample of students from two large urban school districts in California, focusing on
student perceptions of school connection, extracurricular activity participation (sports, fine arts,
schootbased clubs, owudf-school clubs), student ethnigiéand student background (Brown &

Evans, 2002). These data confirmed prior findings regarding the positive correlation between
participation in extracurricular activities and connectedness to sarmblevealed that the most
significant correlation wawith sports and fine arts activities (Brown & Evans, 2002).

Additionally, the study revealed that the relationship between participation in extracurricular
activities and school connectedness was the same regardless of socioeconomic status or ethnicity
(Brown & Evans, 2002). However, participation rates for minority students in extracurricular
activities were significantly lower than those for their white and Asian peers, and the authors

thus stressed the importance of developing strategies to increéasmigicular involvement by

these atisk student groups (Brown & Evans, 2002).

Sheldon and Epstein (2002) examined the effect of family and community involvement in
schools through two rounds of data collection at 47 schools participating in effortsease
family and community involvement. Participating schools provided baseline and-ighow

survey responses regarding student behavior, student discipline, and the overall quality of the
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schootfamily-community partnership pgvam (Sheldon & Epstei2002). Based on the survey
data, Sheldon and Epstein (2002) concluded that parental involvement and volunteering were
effective in reducing the percentages of students receiving disciplinary actions. The authors
noted as important the participatingseshos 6 commi t ment to parent and
and beliefs about the effectiveness of family and community connections to school (Sheldon &
Epstein, 2002).

Catalano, Haggerty, Oesterle, Flemiagd Hawkins (2004) investigated the
development of sclub tethers through the examination of data compiled in two longitudinal
studies conducted beginning in 1981 by the Seattle Social Development Project and Raising
Healthy Children. Participating teachers, parents and students were interviewed eaclmyear fro
first grade through tenth grade, again the st
Additionally various interventions, such as teacher training in instructional methdd$irect
teaching of social skills, were implemented and mainth{@atalano et al., 2004)Catalano et
al. (2004) analyzed the significant data to reinforce prior research on the positive impact of
school bonding as regards behavior, academic performance and social competence.
Additionally, the studies revealed thalwe of various interventions designed to promote school
bonding: active learning, studediitected learning, direct teaching of social and emotional
skills, and an intentional focus on student connectedness to school (Catalano et al., 2004).

In a follow-up report on the Seattle Social Development Project studies, Hawkins et al.
(2007) reported that the positive results of the intervention study continued well past the
participants®d graduati on f r o mepdrteddéitegradeb and | . A
achievement, significantly less misbehavior, less exposure to violence and drugs, and less

involvement in sexual activity than the control group (Hawkins et al., 2007). At age 21,
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participants were significantly less likely to have been inwbivea variety of crimes, to have
sold drugs, or to have received an official court charge (Hawkins et al., 2007).

Debnam, Johnson, Waasdorp, and Bradshaw (2014) examined the connection between
student perceptions of school equity (the extent to whicle tkdrir treatment for all students)
in relation to their perceptions of connectedness and engagement within their school. Utilizing
student survey data from 52 Maryland high schools, Debnam et al. (2014) found that student
perception of equity was cradito the development of connection to and engagement in school.
Schools with higher minority student populations had lower reports of student connectedness, as
did schools with greater student transience (Debnam et al., 2@iddestingly, even in sclols
with high suspension rates, students reported strong connectedness to school where they also
reported a strong sense of equity (Debnam et al., 2014).
Positive Behavior Intervention and Qupport: Elements of PBIS §stems

Sugaiand Horner (2006) conducted a significant proportion of the early research and
development surrounding Positive Behavior Intervention and Support (PBIS) as awicieool
system. PBIS, also referred to as Schdfdle Positive Behavior Intervention and $opt
(SWPBIS) or Positive Behavior Support (PBS), was introduced in the 1997 reauthorization of
the Individuals with Disabilities Education Act (Sugai & Horner, 2006). Although PBIS was
initially established as researblased behavior management strategystudents with
disabilities, it gained popularity for its application to all students (Sugai & Horner, 2006). PBIS
focuses on efforts to both prevent and change problem behavior across school settings, and is
guided by three primary considerations) eeventions, (b) theoretically sound and evidence

based practice, and (c) systems implementation (Sugai & Horner, 2006, p. 246.)
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PBIS systems utilize a threiered preventative behavior support structure in which the
primary tier focuses on the creatiof schoolwide and settingpecific expectations which are
taught to all students and which involve students, teachers, families, and community members.
PBIS emphasizes the direct teaching of setipgropriate social skills and expectations, and the
positive reinforcement of expected behavior (Sugai & Horner, 2006). Additionally, PBIS
involves the structure and arrangement of teaching and learning environments to discourage
inappropriate behavior and maximize student success (Sugai & Horner, 20@%.three
tiered PBIS system, secondary intervention is comprised of specific strategies which are applied
to an anticipated%-10% of students who require more than primary support for social success
(Sugai & Horner, 2006). Secondary interventionsnaoee intense and require increased adult
involvement, but are typically managed by the classroom teacher with minimal outside support
(Sugai & Horner, 2006). Tertiary interventions, which typically involve special educators,
school psychologists, counsesd, and behavior interventionists, are developed as stadeaific
and comprehansuwnwdo)iAweapvior interl%sbmhdafi on pl a
students (Sugai & Horner, 2006).

Sugai and Horner (2008) emphasized that PBIS is not conseep@se, but focuses on

the establishment of fAa soci al context that p
engagemento (p. 67). In further defining eff
t he | mpor t an andsusidinindeackirg andlearnimggenvironments that actively

teach and promote contextually appropriate social behaviors and prevent the occurrence of norm
orrulevi ol ating problem behaviorso (p. 67). [ n
implementation and efficacy of PBISugai and Horner (2008) noted the connection between

improved behavior and school climate and academic achievement.
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Efficacy of PBIS Systems

Researchers have long argued against the efficacy-wliem@ance discipline policies, and
research has increaslygupported the value of whethild theory and the intentional design of
discipline practices (Sherrod & Getch, 200@ard, 1998. Prior to the formalization of PBIS
systemsWard (1998) explored the efficacy wdrieddiscipline practices in theeduction of
criminal behavior in schools in inneity St. Louis, Missouri. She began with an examination of
methods instituted by a Violence Task Force comprised of law enforcement and judicial system
personnefollowing several higkprofile instances fostudentto-teacher violence (Ward, 1998).
These included metal detectors, surveillance cameras, and an increase in security guards (Ward,
1998). Additionally, the act of striking a teacher or other school staff member was classified as a
felony, and tachers were trained in response protocols (Ward, 1998yd (1998) proposed
alternative responses, based on her work with an-gityeelementary school implementing
proactive and comprehensive, rather than reactive and restrictive, solutions. V@& (19
suggested measures which would Afacilitate an
students, school staff, parents, and the wide
She proposed a proactisehoolwidea p pr oac h f o (mglsgh exgectations ¢f &lo | d
students; implementing engaging and appropriate educational activities; coaching for self
discipline, including instruction in conflict resolution skills; modeling appropriate behaviors;
encouraging homsechool linkages; and pporting multisystem and multisector community
invol vement o (Ward, 1998, p. 39).

Nelson, Martellaand MarchaneMartella (2002) evaluated a program similar todhe
advocated by Ward (1998) in their review of an Effective Behavioral Support (EBS) policy

two elementary schools. Building on twerk of Nelson (1996), whasedEBS to develop a
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SWPBISsystem to improve the ability of elementary schools to address problavidwes and

maximize learning, the system analyzed by Nelson et al. (2002) foondedr main elements:

(1) schoolwide disciplinary practices; (2) schewide classroom management procedures; (3)
individualized student intervention plans; and (4) a leadership team to guide the program (Nelson
et al., 2002). In addition, Nelson et 2002) incorporated a ofte-one reading tutoring

program, conflict resolution training, and a videased family management program. The
participating schools experienced a significant decline in administrative disciplinary referrals,
suspensions, enggncy removals, while ngparticipating schools in the same district

experienced an increase in these incidents (Nelson et al., 2002). Additionally, teachers expressed
their support for and satisfaction with the program (Nelson et al., 2002).

Noguera (P03)e x a mi n etdo Inezreamce 6 and punitive disci
applied to atisk, primarily minority students. Based on anecdotal observations during his own
work, as well as on a study of the experiences and perceptions of studeb#ndtigh schools,
Noguera found that lack of academic expectation and lack of perception of teacher caring
contributed to behavior issues, and that schools tended to focus on maintaining order and
discipline, rather than on quality of instruction (Nogu2083). The authaargued that these
policies and practices were directly responsible for the sabegwison pipeline, and advocated
for alternative disciplinary approaches which envisioned schools as extensions of families which
focused on wholehild development (Noguera 2003).

Putnam, Luiselli, Handleand Jefferson (2003) conducted two studies to investigate the
effectiveness of poseferral behavioral interventions in an elementary school setting. In the
initial study,discipline referrad froma oneyear period were analyzed by type and distribution

among teachers, students and grade levels. In the second study, thefenest class and the
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most frequentlyreferring teacher were provided with behavioral interventions, and subsequent
discipline referras were analyzed to determine the effectiveness of the interventions utilized
(Putnam et al., 2003). Interventions included teacher training in positive behavior reinforcement,
the creation and class review of classroom rules, class creatdisbdf preferred activities to
incorporate into a program of positive reinforcement, and teacher training regarding a protocol to
follow in giving instructions followed by positive reinforcement (Putnam et al., 2003).

Following these interventions, havior referrals from the targeted classroom decreased
dramatically; howeer, the authors noted the significant size and unmatched cohort limitations of
the study (Putnam et al, 2003).

Luiselli, Putnam, Handler and Feinberg (2005) reviewed 1aetdyse®f more than 800
studies involving school discipline protocols, concluding that the most effective programs
incorporated social skills training, systemde behavioral intervention, and modification to
academic curricula. They noted that effective sakdls training in this regard involved
positive reinforcement and the establishment of positive social relationships between students
and school staff (Luiselli et al., 2005). Luiselli et al. (2005) next reviestigdent discipline and
achievement datadm a seHlselected urban elementary school over three years throughout the
implementation and application of a PBS behavior management system. The authors found that
the implementation of the PBS system with fidelity led to a decrease in student nksiEplies
and to an increase in academic performance (Luiselli et al., 2005). As an explanation for the
correlating increase in academic achievement,
student discipline problems should increase exposuidagsroom instruction that, in turn,
facilitates skill acquisitiono ( p-.(20a5pckeda As

2004 study calculating an average tyear net gain of 10,620 minutes (29.5 days) of
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instructional time through @eduction in discipline referrals, and a 50 day gain when including
suspensions.

Multiple subsequent studies focusing on the efficacy of SWPBIS#B®ms have
replicated the results reported by Luiselli e{2005)(Bradshaw, Mithell, & Leaf, 2010;

Green 2009;Muscott, Mann & LeBrun, 2008; Sheod, Getch & ZiomekDaigle, 2009.

Muscott et al. (2008) evaluated the implementation of SWPBIS systems in 28 schools in a New
Hampshire school district. In this study, SWPBIS resulted, in all settinggnmicant

reductions in exclusionary discipline incidents, in the recovery of significant instructional time,
and in significant academic gains in math, with less significant academic improvement in
language arts (Musdogt al., 2008).

Sherrod et al. (2@) evaluated PBS implementation in a single elementary school,
focusing on the efficacy of the program to reduce discipline referrals. In addition to the
schoolwide implementation of behavior expectations and the PBS model, secondary
interventions in théorm of a counseling group, called PRIDE (Positive Results in Discipline
Education), were utilized for a target group of frequerghgrred studentsiollowing the initial
program year, overall discipline referrals decreased by 26%gwsitiplinereferrak in some
categories decreasing by as much as 66% (Sherrod et al., 2009). Sherrod et al. (2009) lauded the
efficacy of the program, but noted that results could have been affected by a change in the
assistant principal during the course of thelgtu

Green (2009) participated as a disttetel administrator in a study of the distrigide
implementation of PBIS at the elementary and junior high levels in her Midwestern school
district. Green (2009) reported on her involvement in the plannimdementation and analysis

of the PBIS system, noting that the primary accomplishments of PBIS in her district were
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common language, a unified approach, a decreadisdipline referrad, greater teacher
supervision of students during transitions, a desgr@a problem behaviors, and an increase in
educational time. Green (2009) further reported that every school experienced a decrease in
discipline referrals during the initial year of PBIS implementation, ranging from-28%.

Bradshaw et al. (2010) lired data from a fivgear longitudinal trial of SWPBIS
conducted in 37 Maryland elementary schools to examine the impact of SWPBIS on
exclusionary discipline prace and academic achievement. Participasicigpols were
randomly assigned either to regeior not to receive SWPBIS training (Brandshaw et al., 2010).
The study revealed strong and consistent implementation of SWPBIS in all schools following
appropriate training, as well as significant reductions in exclusionary discipline and behavior
repots in those schools (Bradshaw et al., 20X0pmparison schools included in the study did
not receive training or implement SWPBIS, and these schools experienced no change in their
rates of officediscipline referrabr suspension (Bradshaw et al., 2018)though the authors set
out to measure the impact of SWPBIS on academic achievement, this was hampered by the
renorming of state tests in the second year of the study (Bradshaw et al., 2010).
PBIS and the Discipline Gap

Since the rise in popularity of PBIS systems, few studies have examined the effect of
PBIS on the discipline gap. Boneshefski and Runge (2014) revisited discipline gap literature in
their analysis of potential disparities in the application of PBIS t@ntjnstudents.
Boneshefski and Runge (2014) noted the consistent research establishing that African American
students are four times more likely than their white peers to be suspended, and that Hispanic
students are suspended and expelled at a ratettvaicef their white peers (Rausch & Skiba,

2004). Although PBIS systems are designed to reduce the overall rate of exclusionary discipline
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practices, Boneshefski and Runge (2014) found that African American students nonetheless
continue to be subject tisproportionate officéiscipline referrad when compared to majority
students. They suggested that schools analyze their PBIS data to determine whether
disproportionality continues to occur, and that PBIS should be implemented in a culturally
responsivananner (Boneshefski & Runge, 2014).

First, Boneshefski and Runge (2014) acknowledged the possibility that disproportionality
might be related to actual disparities in misbehavior. They suggested that an appropriate
response to disparate behavior inVFBIS system would be the revision of utilized
interventions to assure cultural appropriateness (Boneshefski & Runge, 2014). Additionally, the
authors considered that disproportionalityliscipline referrad might result from staff bias,
suggestingrofe s si onal devel opment to include awarene
students, families, and the community, as well as professional development focusing on the
validation of other cultures and interaction with students without(Baiseshefski & Ruge,
2014) Addi tionally, Boneshef ski and Runge (201
techniques and resources used to teach the behavioral expectations and reinforcement systems
must be culturally relevant udadncluddtbe usetofu dent s o
teachers and staff of | anguage #fAthat is cultu
Boneshefski and Runge (2014) also addressed the possibility that disproportionality may result
from cultural misunderstanding, or from teac perception that student behavior is a factor of
external influences beyond the school 6s contr
behavioral practices are often different from those used in the homes of minority students, and
that teacherand administrators should work with families when developing discipline

interventions and practices (Boneshefski & Runge, 2014). Finally, Boneshefski and Runge
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(2014) suggested that disproportionality may result from a negative school climate, and they
recommended the use of various instruments designed to gather climate data, followed by
SWPBIS team development of a plan to resptanand address climate issues.
Cultural Responsiveessand Restorative Ractice

Recognizing that PBIS is not necessarigoétion to the discipline gap, some
researchers have proposed culturally responsive practices extending thegensluggested by
Boneshefski anRunge (2014). Pane (2010) compiled a significant literature review
approaching teaching as an anthropoldgeerience. She suggested viewing the classroom as
a social community, and recommended culturally responsive pedagogy theory as a successful
framework for developing classroom practices which will ensure the success of African
American students (Pane. Pane (2010) described culturally responsive pedagogy as being
familiar with studentsd cultures, discovering
strengths of each student (p. 89). According to Pane (2010), culturally responsive teachers a
Awar mly demanding, 06 regarding student engagem
connect studentso6 histories, cultureMth and ev
regard to classroom discipline, Pane (2010) recommended thagreagiproach discipline and
classroom management, particularly with African American students, as a negotiable social
practice through which students are included and integrated into a classroom society. Pane
(2010) posited t hatas@ag¢omhunity ofipractice m ahich thectéaehers r o o m
and . . . students . . . participate with each other and historically and generatively construct new
cultural and societal forms of activity may transform the need for exclusionary discipline

practices . . (p. 95).
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Gonzlez (2012) examined the efficacy of punitive/zero tolerance discipline policies
versus policies f oc ulsaduogating for thiebreas indusientofi ve | ust

restorative justice practices in the school setting, @enZ2012)eviewed significant data

NS

est abl i s kreaching nedatve impaa$rzerotoler ance pol i-28B)eGiting ( p p .
statistcscompi | ed by American Psychol ogical Associ at
GonAl ez (2012) n odisa@ptine policees havé fedito a tripiing af the national
prison population from 1987 ddz@2012)0c0iéwvaddatp. 28 3)
showing that exclusionary discipline practices and-telerance policies are ineffective to deter
or reduceproblematic behaviors, but in fact perpetuate a cycle of failure and contriladhto
delinquencyand negative school climate

The use of restorative justice programs in schools began with initiatives in Australia in
the 1990s, but these practicesé gained some momentum in the United States in the past
decade (Gordtez, 2012). Schodbased restorative justice programs focus on the use of
conferences, mediationgstorative dialogugnd ci rcl es Ato repair the
students,tedcer s, admi ni strators, dezd2012,pe286sc hool conm
Through these techniques, students are provided with opportunities to voice their opinions and to
accept responsibility for their actions, ahe goal is to include input from eyene involved in
the conflict in determining the best method for resolutiGionzlez (2012) reviewed the
implementation of restorative justice programs in school districts across twelve states,
documenting positive outcomes in each case. Additiondilizing an extensivdive-yearcase
study located in a Denver, Colorado, high schGanzlez (2012)documented extensive
reductiongn suspensions, expulsions, and refartallaw enforcement, as well as significant

increases in the development of pios relationships between students, teachers and
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administrators. She further reported 4 hat th
reflective arddz 2012,pp 8383bp ( Gonz
Student Perceptions of Fuity and Efficacy in Discipline Practice
Multiple researchers have documented the chilling effect of disproportionality in
discipline practice on student perception of and connectedness to @ditobell & Bradshaw,
2013 Way, 201). Rocque and Paternoster (2011) documented the gisiimnate use of
exclusionary discipline for African American students in a large consolidated school district, and
also reviewed research relatedtothe schmplr i son pi peline. They not
likely to disengage from school and acadepmucsuits if they perceive negative information
about themselves or their racial group within
2011, p. 636). Additionally, Rocque and Paternoster (2011) found that student perceptions of
racism or racial steatypes employed by teachers led to poor performance and ultimately to

detachment from the educational process. These authors argued that disciplinary

di sproportionality is directly responsible fo
that tre schoolto-pr i son pipeline Ais not due to soci al
oppositional subculture whose values denigrat

actions of school officials themselves may be at least partiallymsdpe for the academic

failure all too often experienced by black st
Student perceptions of discipline practice, including perceptions of equity and

appropriateness, are crucial to the effectiveness of disarglprocedures (Lewis, 2001). Lewis

(2001) examinedtudent survegata from 42 primary and secondary®alls. These revealed

widespread student perceptions that teachers tended to respond to classroom behavior incidents

with coercive or exclusionary stiipline, rather than with behavior modification strategies
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(Lewis, 2001). Additionally, the data revealed that students responded most positively to, and
believed in the efficacy of, a social justice approach to misbehavior focusing on the provision of
positive reinforcement and on the involvement of the students themselves in accepting
responsibility and determining appropriate reactions to misbehavior (Lewis, 2001).

Robertson (2006)ollected ethnographic data over a thyear period in a variety of
urban and suburban private and public schools, asking studentsctddeheir favorite teacher.
In reporting on his research through a constructed panel discussion transcript, Robertson (2006)
detailed studentso pref eteaehese®reframfromeand posi ti
authoritarian stance, for teachers who establish their concern and care for students, for
classrooms in which teacher and students hold high expectations for one another, for teachers
who refrain from bias or prejudgment, ard feachers who engage in studeentered,
respectful, and patient disciplinary practices (Robertson, 2006).

Kupchik and Ellis (2008) noted the growing body of research establishing the existence
of the discipline gap and the inefficacy of zéoterancepolicies, and undertook an examination
of student attitudes and perceptions regarding equity in school discipline practice. Utilizing
National Crime Victimization Grvey responsefsom a nationally representative and diverse
student sample, Kupchénd Ellis (2008) found that African American students, relative to white
students, perceived school discipline and school rules as unfair. Interestingly, Kupchik and Ellis
(2008) found no distinction in perceptions of fairness among Latino/a studemsig@d
students. As a potential explanation for this difference among two minority groups, Kupchik and
Ellis (2008) cited the researtiased theory that Latino/a students tend to be the children of
immigrant parents who have a more positive view of scAndlwho are more involved in their

chil drenbés schooling than the parents of many
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Ellis (2008) additionally found that school experience, and particularly participation in

extracurricular activities, wasinfu ent i al t o studentsod6 perception
active and involved in their schools were more likely to perceive discipline and rules as equitable
(Kupchik & Ellis, 2008).

Way (2011) utilized longitudinal data from the National EducaBtrdy of 1988 to
examine the relationship between student perceptions of equity in discipline practice and actual
student classroom behavior. Specifically, Wa
frameworks, which focus on punitive measures, Withor mat i ve o practices, W
importance of perceptions of fairness and community. She found that detdrasecesystems
actually engender higher levels of disruptive and defiant behavior by creating student perceptions
of inequity and detehment (Way, 2011). By contrast, the study revealed that discipline
processes which provide students with a voice and with ownership engender high levels of trust
and commitment, and more effectively reduce the recurrence of problem behaviors (Way, 2011).

The study confirmed the findings of several previowBgcussed studies which showed that
students respond the most positivieliyom an academic and behavior standpoitd teachers
whom they perceive as caring, competent and respectful (Way, 2@EB)p.

Mitchell and Bradshaw (2013) collected and analyzed data from 1,902 elementary school
students regarding the studentsdé perceptions
those of the Way (2011) studlywhen juxtaposed with data regarglidiscipline procedures in
the represented schools, the data showed that the use of positive behavior supports, rather than
exclusionary discipline, led to stronger student perceptions of order, fairness,-ttageet
relationships, and academic motieat (Mitchell & Bradshaw, 2013)This, in turn, led to

reduced disciplinary infractions and fewer repeated behavior issues (Mitchell & Bradshaw,
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2013). The authors suggested that allgmerice teacher training programs and sciasled
professional deslopment sessions should include instruction focused on reduced reliance on
exclusionary measures and promoting the use of clasdpased positive behavior intervent
(Mitchell & Bradshaw, 2013).

KennedyLewis (2013) focused on student perceptions aftgdn discipline during the
transition to middle schophoting the sharp increase in the use of exclusionary discipline in this
setting following the proliferation of zeitolerance policiesKennedyLewis noted that urban
African American middle schdstudents, in particular, are most likely to experience the
discipline gap as regards exclusionary discipline practice. Additionally, she noted that
suspensions at this level are strong predictors for academic struggle ammdid@dpnnedy
Lewis, 2013p. 100). Against this backdrop, Kenneldgwis(2013)s et out t o fAgai n |
the disproportionality of middle school di sci
experiences through their eyes in order to bring their perspectiveatobeon [ r ef or m] o (
Through an interview process focusing on students in a magnet middle school with a 60%
African American 24% white, 5% Latino/a, and 4% Asian population, Kenflsglyis
examined the experiences of eleven students who had reteived more oubf-school
suspensions before April of the previous school year. Collectively, the students had an average
GPA of 1.5, and had spent 74 days isamool suspension and incurred 41-ofischool
suspensions (Kennedyewis, 2013). Kennedizewis(2013)found that study participants
consistently described the middle school transition as marking the beginning of serious and
repeated trouble, and they attributed this to a distinction in the way middle schoolseaxher
administrators reacted aind established relationships with them, versus the way they were

treated by teachers and administrators in ele
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rules regarding bathroom privileges and obtaining water as unnecessary claims of cdrasol an
di srespect ful of studentsd personal needs.
consequences as uncaring and authoritarian, as they recognized that exclusion from class led to
lower academic achievement despite their efforts to egidiKennedyLewis, 2013). Students
reported that discipline events, especially those in which they were publicly shamed or yelled at,
heightened their sense of disengagement and decreased their ability to connect with and feel that
they belonged in scho@KennedyLewis, 2013).Finally, students felt that their teachers
maintained low expectations for them, and that they put little effort into the planning and
delivery of instruction. This led, in turn, to increased disengagement and lack of school
connetion (KennedyLewis, 2013). Like Boneshefski and Runge (2014) and Pane (2010),
KennedyLewis (2013) recommended the use of culturally relevant curriculum and instructional
practices which recognize the varied learning styles of diverse students. Aaltitishe
emphasized the importance of relationsbiplding and of the establishment of classroom social
community and structure. Finally, Kenneldgwis (2013) recommended that exclusionary
discipline be replaced with restorative justice practices.
Professional Development

Appropriate staff development is a critical element of any change process, and staff
development on a variety of topics has the potential to significantly impact student achievement
(Newman & Wehlage, 1997). Newman and Wehld@®7) examined the impact of effective
professional learning communities, supported by strong staff development to ensure
implementation of expectations with fidelityrhey found that these elements alone were
associated with improved student attendalmeer dropout percentages, and improved student

achievement in all academic subject areas (Newman & Wehlage, 1997).
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Darling-Hammondet al. (2009examined the impact of professional learning through a
variety of models and in a variety of settings natr@e. They found that effective teacher
professional development was clearly linked to improved student achievement, and that effective
professional learning could support schaadle or systerwide changen practice. Darling
Hammondet al (2009)found that the most effective professional development was seide|
collaborative, and linked directly to teacher practice, allowing teachers to work togeftbren to
stronger relationships as they connected their learning to other schoalvastiaBasd on their
study, DarlingHammondet al. (2009) recommended that teacher professional development meet
the following criteria: (1) Professional development should be intensive, ongoing, and connected
directly to practice; (2) Professional developmenusthdocus on student learning and on the
teaching of specific content; (3) Professional development should align with school priorities and
with school improvement goals; and (4) Professional development should facilitate the
development of strong workinglationships among teachers.

Specifically regarding student discipline, professional developinenen pl ay a <cr i
role in shaping the ways in which schools res
Zablocki, & Leone, 2012p. 310Q. Gonsouliret d. (2012) examined the potential effect of high
quality staff development on student discipline and, specifically, the sthvpoison pipeline.
Reviewing the literature on professional development, as well as discipline gap literature, these
authors reemmended a thregered professional development model: Tier I: Universal
professional development targeting all members of the school community, including parents and
community members; Tier Il: Targeted professional development focusing on staff raembe
dealing directly with students on a daily basis; and Tier lll: Intensive professional development

for teachers, school administrators and school resource officers, as appropriate (Gehagulin
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2012). Using this model, Tier | professional develaggmwould include the provision of
cultural awareness training, as well as training regardingpuoitive approaches to student
behavior and training regarding consistent vocabulary and positive behavior reinforcement
structures (Gonsouliet al, 2012). Tier Il professional development would include specific
training regarding available support structures for ongoing problem behaviors, as well as school
populationspecific training regarding student needs and barriers (e.g. language barriers, mental
heath issues)Gonsoulin et al., 2092 Tier Il training would include intensive and student
specific strategies such as training a Acri si
criminal offenses@onsoulin et al., 20)2 Although these resedrers recognized the need for
further investigation regarding this issue, they concluded that effective staff development,
following the recommended model, had the potential to create safer schools and ultimately to
stem the schoeb-prison pipeline Gonsaulin et al., 2012
Explanatory Case Study Design

Case study is wellecognized in the literature as a valid methodology fatdapth
analysis of educational programs (Fitzpatrick, Sanders, & Worthen; Zelli@, 1997. As
described by Telli§ 1 997), ficase studies are designed to
of the participants by usYin(2903 desdridedfpur e sour ces
applications for the case study model: (1) to explain causal links #ifesi@terventions; (2) to
describe realife context in which intervention has occurred; (3) to describe an intervention
itself; and (4) to explore a situation in which an intervention being evaluated has no clear set of
outcomes.

Yin (2003)and Stake (1995) idefied severtypes of case studies. Explanatory studies

are designed to link program implementation with program effects (Yin, 2003); exploratory
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studies are designed to provide familiarity with interventions having no clear, single set of
outcomes (Yin, 203); descriptive case studies are utilized to describe an intervention or program
and its catext (Yin, 2003); multipl€Yin 2003) or collective (Stake, 1995) casgtadies are

utilized to compare and replicate findings across programs or, Gasesic @se studies are

utilized when the researcher has a particular interest in the case and a desire to understand it
more fully (Stake, 1995); and instrumental case studies provide insight into a particular issue or
help to refine a particular theory (Stak895).

According to Baxter and Jack (2008), #dA[ a]
mul ti ple data sources, a strat eg)¥nvestigagtocsh al so
engaged in case study research may collect and analyze bothtiygaéind quantitative data,

Awhich facilitates reaching a holistic unders
Jack, 2008). Trustworthiness in case study research is achieved through (@tudiear

guestions; (2) appropriate design astegldo thestudyquestions; (3) purposeful and appropriate
sampling strategies; (4) systematic data collection and management; and (5) correct data analysis
(Baxter & Jack, 2008). Baxter and Jack (2008) further suggest that case study researchers are
mostef f ecti ve when they devise fiopportunities t
the phenomenon under study within its context so that rapport with participants can be

established and so that multipl e(p.p®) specti ves
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CHAPTER 3: METHODOLOGY
Setting and Participants

As described in Chter 1, the study took place am urban pubt elementary school
serving 571 students in grades K throughrae subject schoa in session ten months (180
school days) per year, on a traditional (late Au@uesarly June) calendaiThe subject school
maintains a Gifted and Talented/Academically or Intellectuallye@imagnet theme which sets
aside approximately 50% ofthescb | 6 s av ai | sedisfae stuelents whio hrenennolled
through an application and lottery proce3$$e subject schoas located in a higipoverty,
primarily minority neighborhood, but draws its magnet students from affluent suburban
neighborhoodsFor the 20158016 school yeathe subject schodls demogr aphi cs wer
Asian, 31% African American, 20% Hispanic, and 9% white,tardsubject schoahaintained
a free and reduced lunch percentage of 43%.

The subject schoohaintains a schoakide FBIS system which is utilized in all settings
by all instructional and support staff and administrators. Pantitspa the studyncluded all
students enrolled in the school for the tyear duration of the study.

Explanatory Case Study Design

This formative evaluationtilized a mixed methods explatory case study design
(Fitzpatrick, Sanders, Worthen, 2010).As described by &ter and Jack (2008), case study
design Afacilitates exploration odfdam phenomen
sources, . . . ensur[ing] that the issue is not explored through one lens, but rather a variety of
|l enses which allows for multiple facets of th
544). Mixed-methods case study design permits thecéffe understanding and analysis of the

efficacy and outcomes of a singdetting program through the collection of both quantitative and



gualitative dataBaxter & Jack, 200&itzpatricket al, 2010). Explanatory case studgesign
was appropriatén this instanceiven the singl-school focus of the studihe unavailability of a
control group for randomized experimental deseymd the desire of the study to explore causal
links between the program being studied and its outc¢R@ssi, Lipsey& Freeman, 2004
Yin, 2003. The twoyear study was conducted in three phases: Phase One involved revision of
the existing PBIS program and the implementation of program revisions with the provision of
associated professional developmentmygear one Phase Two involvethe addition of
restorative practices to existing disciplinary response procedures, implemented through the
provision of continuing professional development regarding cultural responsiveness and
restorativepractice during the firdemeterof schoolyeartwo. Finally, Phase Thremnsised
of data collection and analysit the start afhe finalsemester oyear twq in order to determine
the causal relationship between the progeah desiredutcomes, if any.

Phase One:Program Implementation (20152016 School Year)

ThePBIS committee, which consisted of six teachers, the school counselor, and the
primary investigator, worked with a distrigvel PBIS coach at a futlay retreat irMay 2015 to
revise the existing PBIS progrant fie-introduction during the 2023016 school year. @h the
primary expectations matrix and the primary reward struetere revised, and the previously
existing disciplinary response flow chart, which had mandated various responses to individual
behavors, was eliminatedin addition to this program revision, the PBIS committee planned
professional development sessions through which to introduce the revised program to staff
members at the start of the 262616 school year, as well as an assemblyttodiuce the

revised program to students.
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Revised PBIS Matrix and Visuals

Il n order to connect PBIS with the tlkechool 6s
PBIS expectations were changedtheacr onym A GI FTS. 0 Each |l etter
expectation: AGi ve your best; o fibe I ndepende
and AStay e n gwidg riloric was createdstacdefinetthiese expectations in various
school settings (see Appendi},@nd posters were created for dégpin each classroom. In
addition to the schoekide rubric, posters were created to define locasipecific (hallway,
restroom, playground, etc.) expectations @&ppendix D.

Under the prior system in placethé subject schopstudents earned ividual tickets
for meeting behavioral expectations, and these were collected by students for singular rewards in
the form of Aprize boxo items or other indivi
PBIS reinforcement and rewards structures wevesed to changiefocus to wholeclass
reward. FTGIO car d t ok ehwere (reatedfor stafpnenmbdrs ta disEibute to
individual student s oieganeatingbaviofallespectatipnsy. hei r GI F
Tokens wee collected by the collective memberseath classroom community, and wer
displayed on collection boards outside each class{gemAppendix }- When 100 tokens were
collected, the class receivad initial wholeclass reward (e.g. a popcorn party)l aneprinted
l etter in the word fAcdleckon fostér (seedppbndix)GWhenalll ay ed o
five letters were earned, the class receaeaore significant reward (e.g. extra recess or lunch in
the courtyard), together with a bronze, sijv& gold creditcard i zed o GlarrTdS t o be
displayed beneath the collection poster. The specific rewards to be earned dassaalitiain

the PBIS structure we determined by each classroom community at the outset of the school
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year.Cl assr 60 80 f Gh r tedispayeddn a scheelide bulletin board located
centrally in the school building.

At the start of the 2022016 school year, the revised PBIS system was presented to the
staff at a wholestaff meeting which occurred on a teacherkaasy prior to first day of school
for students. The revised program wassented anexplained in an hotlong presentation by
the PBI'S committee, and AGIFTS0O card tokens a
The process through which the st program was developed was explained to the staff, and all
staff members engaged in a discussion regardi
goals as envisioned by the PBIS committee.

In order to present the revised program to students, classeaaiters conducted initial
student presentations on the first regular school day. Additionally, rotating specialists (art,
music, physical education, drama and dance teachers) designed a lesson plan utilized with each
grade level in wholgrade assemblseduring specials instruction time on the first regular school
day.

Professional Development

To support staff buyn and to establish cultural responsiveness in the implementation of
the revised PBIS systerthe primary investigator conducted a droair professional
development session attended by all school staff in August 2015, prior to the start of the 2015
2016 school year. Schoolwide discipline, achievement data, and socioeconomic data from the
20142015 school year were presented together with research regarding discipline gaps and their
potential connection to achievement gaps. Additionakginning in August 2015taff
members participatein one of two sekdirected ninemonth book studiesConscious

Classroom Management: Unlocking the Secrets of Great Tea¢Bimith, 2004;) or Culturally
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Proficient Instruction A Guide for People Who Tea{Nuri-Robins, Lindseyl.indsey,&
Terrell,2011). Book study groups consisted of ten to twelve teacet teacher assistants,
grouped across grade levels and subjects, and met six times during the course of#842015
school year for selflirected book study and analysis.
Phase Two: Introduction of Restorative Practice

Restorative practice encompasses the use of classroom circles and discussion protocols to
involve a classroom community in responding to individual or group behaviors in equitable and
nonexclusionary ways (Go®lez, 2012). Restorative practice alignshABIS procedures in a
focus on both practices to prevent undesired behaviors and responses or interventions when
undesired behaviors have occurred (Clifford, n.d.). Restorative practice offers options to
punitive or exclusionary discipline, and involweg application of agreegpon norms and
expectations in structured community dialogue (Clifford, n.Biplogue is conducted utilizing
affective statementsstudents and adults focus on active listening and on expressions of feelings
and impact. In atition, students are encouraged, through the use of restorative questions, to
reflect on their actions artheir outcomes (see Appendiy.HResearch has established the use
of restorative practice as effective in reducing exclusionary discipline, in wngretudent
perceptions of equity in behavioral response, and in improving school climatedl&nr012).

During Phase Two of the study, restorative praatiasintroduced to the school
community through the delivery of a gheur professional development session by the primary
investigator in August 2016, prior to student
wereprovided with information regardinfpe background and research basis for restorative
practice, as well as with an implementation guide (see igiped). Although teachers were not

required to implement restorative practici®y wereprovided with this option, anan
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additional préessianal development sessions wasvidedin October 2016 Restorative
discussions and foral restorative conferences wetdized during the 2012017 school year
by administrators and the school counselor for all students receiving difaipline referals.
Phase Three: Assessment of Program Outcomes

Data for this study wereollected from both quantitative and qualitative sources. The
utilization of multiple masures of program outcomakowedfor a broader understanding of
overall program impact, antbmpensatefor potential weaknesses in any one measure (lRossi
al., 2004). In addition, the collection of multiple forms of both quanivatand qualitative data
ensuredhe validity of study results by allowing for compamsand predictions among measures
(Rossi et al., 2004
Quantitative Results: Student Discipline @&ta

Quantitative data includistudent discipline data as collected through the entry of
student disciplineeferralsinto the Student Incident Referral Syist (SIRS) module of the
WCPSSElectronicAccess to Student Information (EASI) system. The focus school has been
utilizing SIRS, which is available through the WCPSS intranet, for electronic student discipline
incident reporting of both major (offiadiscipline referrgland minor (classroom/teacher
managed) incidents since the start of the 20045 school year. SIRS provides access to
significant data regarding student discipline incidents, including date, time, locatthmature
of incident, inadent narrative, disciplinary consequence, student age, student grade, and student
ethnicity. Data accessed through SIRS can be anonymized and reported using categories defined
by the user. Prprogram data wasomparedvith postimplementation data toetermine
program outcomegocusing on the clmge, if any, in discipline gaps and the overall change,

if any, instudent disciplineeferrals.
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Qualitative Results: Survey [ata

Qualitative datacollected and analyzadcluded an anonymoustaff survey assessing
perceptions of student condustudent disciplingrocedures, and school climat staff survey
wasadministered tall instructional staff in Februai3017(see Appendix ) The staff survey
consisedof questiongaken directy from the North Carolina Teacher Working Conditions
Survey (NCTWCS)as well as questions designed by the principal investigatoe NCTWCS
is an anonymous statewide survey of licensed sebasdd educators administered biennially, in
the spring of evenumbered years, by the North Carolina Department of Public Instruction
(North Carolina Teacher Working Conditions, 2018heNCTWCSis designed to measure
various components of public school setsingcluding student conduct and disciplinary

procedues. Part | of the staff survey utilized ihis studyincludedt he A Managi ng

Stud

Conduct o section of the NCyWw@tsmeaduingh contain

agreement, on a AStrongly disagreeo s$tuwenfiStr on

conduct and school disciplin®ata obtained frorPart | of the staff survey waempared with
and analyzed as compared to-pregram data from the 2014 NCTWCS.

Seven dditional Likerttype items were added by the principal investigator to IRxdrt
the staff survey to address prograpecific goals such as restorative practice and equity. Part I
of the staff survewas drafted by the principal investigator amhsists of short answers to items
assessing perceptiorsated tahe progran{see Appendix ¢ This datavasanalyzed as
relevant to the overall impact and effect of the program on staff percepti@tualet discipline

practice.
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Qualitative Results: Student Vignettes

In order to assess the impact of the program on studerggiems of discipline practice
and equity, four studentsone in fourth grade and threefifth gradei were chosen to be
interviewed by the principal investigator regarding their experience and perception of discipline
practices and the PBIS prograntla subject school over the relevant time period. These
students were chosen based on thiglh frequency of prgrogramdisciplinereferral and their
consistent enroliment at the subject school for the duration of the study.

Student interviews were conducted by the primary investigatéebruary 2017and
consisted of questionsandfollawp r egar di ng each studentods expe
di scipline and Agetting in troubloeptans Student
regarding PBIS at the subject school, as well as their perceptions of equity in the application of
expectations and disciplinary responses across grade levels and school settings. Individual
student responses, statements, and characterizatessiemmarized in vignettes presented in the
final chapters of this paper.

Estimation of Program Outcomes

As addressed in the preceding sections, this studysadsesltiple measures of program
outcoms, focusingpn t he pr ogr aove@lstudert diseiglineefarals; )1 )
discipline gaps(3) teacher perception and practice wiglgard to behavior managemesad (9
student perception atudent disciplin@nd behawr management practice®ata categories and
their applicatbn to eactstudyquestion wersummarizedseeTable 4. Cumulative datavas
compared to sameategory pregprogram inplementation data, where this wasilable, and
study analysis focesion direct interpretation as described by Stake (1995). Data analysis

focuseddirectly on the identifiedtudyquestions, and data from all categomessconverged
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Table 4

Summary of Relevant Data

Source is Relevant to Study Question:

3. Program
1. Program Effect on 4. Program
Effect on Overall 2. Program Teacher Effect on
Discipline Effect on Perception & Student
Data Source Referrals Discipline Gaps Practice Perception

Annual Cumulative

Student Discipline

Reports by Category X X X
(Critical, Major &

Minor Incidents)

Annual Cumulative
StudentDiscipline

Reports by Student X X
Ethnicity

TWCS Data (Pre X
and PosProgram)

Investigator

Designed Post X

Implementation Stafi
Survey Questions

Student Interview
Vignettes
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and correlateth order to permit holistianalysis of overall program outcomes (Baxter & Jack,
2008).
Limitations of the Study

A contextual limitation of the current study was that the primary investigator was an
administrator in the subject schodlitzpatrick,Worthen,andSanders (1997) noted both
potential disadvantages and advantages in the presence of an internal evaluator. As a
disadvantagefitzpatricketal( 1997) <cited the | ack of objectiwv
Fitzpatricket al.(1997) also noted, however, thaat internal investigator can have an intimate
understanding of program history, goals and objectives, and might be uniquely suited to utilize
the program evaluation to drive program changes and ongoing practices. In the present study,
the primary investigtor made efforts to ensure objective review through the use of anonymized
guantitative student discipline data, as well as through the examination of these data through a
variety of lenses. The intimate familiarity of the primary investigator with tbhgesuschool
setting, as well as the primary investigatoro
program being evaluated, facilitated the implementation of the revised PBIS program with
fidelity, and also facilitated and ensured the collectiod thorough evaluation of
comprehensive program data.

A design limitation of the current study was the potential for researcher bias given the
primary investigatorodos personal involvement a
school setting. This limitation was addressed and limited through (@jilization of a schoal
based PBIS committee, not selected by the primary investigator, in the design and
implementation of the program and related professional development; (2) the anonymization of

student discipline data and survey responses; andg3)dngulation of both quantitative and
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gualitative data from multiple sources in describing study results to ensure an unbiased and
holistic review of program outcomes.

An additional design limitation of the study relates to the lack of prior consisterof
the online SIRS module utilized by staff members at the subject school to record student
discipline reports. As previously discussed, the SIRS module was first introduced in the school
year immediately preceding the introduction of the PBIS pmogoeing studied, and the learning
curve related to staff member familiarity with the system may have affected otadaht
disciplinereferral totals during the study period. This limitatadfected the analysis of Study
Question One relating to tledfect of the program on overatludent disciplineeferral totals;

however, it did not affedhe disaggregated data relatedhe remaining study questians
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CHAPTER 4: RESULTS

Chapter 4 presents the findingstioeé mixed methods explanatory case study utilized to
conduct an impact assessmenth&frevisedPBIS progamimplemented aan elementary school
in one Local Education Agency (LEA) in North Carolinas previously discssed, the purpose
of the evaluation was to assessédffect, if any, of theevised PBI$ r o g rdesited sutcomes
as identified by stakeholders at the schddultiple data were collected and analyzed, in
comparison to prprogram data where available,order toaddress four specifstudy
guestions These study questions were as follows

1. To what extent did the prograaffectoverallstudent disciplineeferrals?

2. To whatextent did the program affediscipline gaps (racial disproportionality) in

student discipline?
3. To what extendid the program affect teachperceptions and practicestivregard
to studendiscipline?
4. To what extentlid the program affectudent perceptiaofdisciplinepractice®
Quantitative Results Student Discipline Data

Studyquestionone and twavere addressed specifically through the analysis of
guantitative data related student disciplineeferrals throughout the twygear study period and
as these data compare to-pregram data. As a limitatioof this data, itnust be noted that the
online Student Incident Referral System (SIRS) data collectiorutibakd by theparticipant
school vas first intoduced inthe schooketting at the start of the 202815 school year,
replacinga paper documentation tool. It may be anticipated that incident documentation would
increase over the first several years of implementation of the new tool, and that user familiarity
with the system might affect overaliudent disciplineeferral numbes during the period of the

study. Although teachers were encouraged to documesiudint disciplinéncidents in SIRS



beginning in the 2012015 schol year, onlystudent disciplinéncidents involving office
discipline referrad  ( i Ma ] or ereforenalld requited by $choal administratitmbe
documented in SIR®r that school year. Documentation ofstlident disciplinéncidents in
SIRS was required beginning with the 2EA®L6 school year; however, teachers initially
reported the systeas burdensome and tingensuming, and it is possible, if not likely, that
there was at least some initial suppressiohénaverall total number student discipline
incidents reported. There is no way to estimate the effect of this particular fatber on
guanttative data related to totatudent disciplineeferrak. Except as otherwise indicated,
student discipline referral data includes scHmededstudent disciplineeports only, and does
not include incidents reported by school bus driverscagrong on school transportation
vehicles, as school bus drivers did not participate in any training or other facet of program
implementation and did not utilize or apply the PBIS program during the evaluation period.
Overall StudentDiscipline Referrals

Overallstudentisciplinereferral data for the 2012015, 20152016 and 20162017
school years were summarizebh order teensurehe comparisorof similar datafor all years
reflected in the study, which concluded ryiglar, in February 201 8tudent dciplinereferrab
were talliedonly for the first semester of each school yelaor purposes of data analysis and
evaluation,the2012 016 school year wil/ be r e0ldrred to
school year wil/l b e Dataefdr the 2012015schwol year aré réferred T w o .
t o aegprodiaRv data(see Table 5)

Data revealed a significant increase in overall student discipline referrals in each of the
first two years of program implementation, and suggest that the PBIS pragimmeffective in
reducing overall student discipline referrals. These data, however, were subject to limitations, as

previously described, in that overall student discipline referral totals may have been affected by
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Table 5

StudenDiscipline Referrals by Category

School Year
20142015 20152016 20162017

(PreProgram) (Year One) (Year Two)
Category n % n % n %
Critical
(Board Policy 0 0.00 2 0.56% 2 0.48%
Violations Warranting
Suspension)
Major
(Office Discipline 107 38.4%% 119 33.24% 152 36.1%%
Referra)
Minor
(Managed in 171 61.51% 237 66.20% 266 63.33%
Classroom)
Total 278 358 420
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an increaseover thestudyperiod,in user familiarity with the SIRS system and an increasean th
speed at which staff membersr@able to input incidents as they increbeir skill with the
online platform. As described above, expectations for the cortsigteration of the SIRS
modulewere not in place until the 2022916 school year (Year Owé the study), and it malye
anticipated that some indeterminate numbestadient disciplinencidents were simply not
documented during the systemb6bs infancy.

Although overallstudentisciplineincident reports increased throughout the period of
the program evaluation, there was a slight decline in the proportsinagnt discipline
incidents referred to administratioffices( i Maj or 6 i nc i d estudest}liscipiee ¢ o mp a
incic dents managed i n t he . dHisanayssuggestan irfciiedde imaffortd i n c
to managestudent disciplinén the classroom, rather than to refer a student or to interrupt
instructional time; however, the decrease is slight (38.5%mgam to 36.2% for Yeafwo)
and the data also reflegtslight increase, after a greater initial decrease, from Yea(E32%)
to Year Two (36.2%).
Summary: Study Question One

Study questi on o nheprogiam affeavdverdll stedensciplime di d
r e f e rwasaahssvérad through analysis of these datgest to the limitations on these data
described abovand in greater detail at the conclusion of this Chapi¢hough it is impossible
to estimate the effects of user familiarity witte SIRS system on overall student discipline
referral totals, these data suggest that the PBIS program was ineffective in reducing overall
student discipline referrals. It is not possible, due to the limitations discussed, to determine
whether the increse in overall student discipline referral totals was related in any way to the

PBIS program.
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StudentDiscipline Referrals by Race, Gender and &tegory

Studyquestion twavasaddressed through a review of subgroup discipline referral data.
Studentdisciplinereferraldata wee disaggregated by race/ethnicity, gender, special education
statusandincident category Incident categories includéfitical (involving School Board
policy violations),Major, or Minor (seeTable §.

These data revealed arcrease in the raw number of reported incidents each year
throughout the evaluation period, again potentially related to increased usage of the SIRS
system, and also possibly due to an increase in emphasis on reporting related to the program
itself and/@ to staff knowledge of the evaluation. An analysis of student discipline referral
numbers in isolation revealed a decrease in the overall percentage of student discipline referrals
attributable to African American students. The decrease is ngosficant for Minor incidents
(-12.8 percentage points from HPeogram to Year Two for all African American studenis;.0
percentage points from RRrogram to Year Two for African American boys). For Major
incidents, although the overall percentage attablg to African American students declined
slightly (-3.3 percentage points from HPeogram to Year Two), the percentage attributable to
African American boys increased by 10.8 percentage points. Conversely, the percentage of
student discipline reportstabutable to Asian students increased for both Major (+10.27
percentage points) and Minor (+10.79 percentage points) incidents. School bus discipline data,
though not directly related to the PBIS program given the lack of involvement of school bus
drivers in program training and implementation, is included solely as an area of interest, and in
this category only. Interestingly, school bus drivers reported disciplinary incidents involving
Asian students at significantly higher rates than any other d@ihraad at rates that closely

mirrored their school bus ridership percentages.
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Table 6

Student Discipline Referrals by Incident Category & Ethnicity

PreProgram Year 1 Year 2
Incident Category  Ethnicity/Subgroup n % n % n %
Critical
All
Total 0 2 2
Girls 0 0.0% 1 50.0% O 0.0%
Boys 0 0.0% 1 50.0% 2 100.0%
American Indian
Total 0 0 0 0.0%
Girls 0 00% O 0.0% O 0.0%
Boys 0 00% O 0.0% O 0.0%
Asian
Total 0 0 0 0.0%
Girls 0 00% O 0.0% O 0.0%
Boys 0 00% O 0.0% O 0.0%
African American
Total 0 2 1 50.0%
Girls 0 0.0% 1(1) 50.0% O 0.0%
Boys 0 0.0% 1 50.0% 1(1) 50.0%
Hispanic 0 0 0 0.0%
Total 0 0.0% O 0.0% O 0.0%
Girls 0 0.0% O 0.0% O 0.0%
Boys
White
Total 0 0 1 50.0%
Girls 0 0.0% O 0.0% O 0.0%
Boys 0 0.0% O 0.0% 1 50.0%
SPED
Total 0 1 50.0% 1 50.0%
Girls 0 0.0% 1 50.0% O 0.0%
Boys 0 0.0% O 0.0% 1 50.0%
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Table 6 (continued)

PreProgram Year 1 Year 2
Incident Categor' Ethnicity/Subgroug n % n % n %
Major

All

Total 107 119 152

Girls 25 234% 53 44.5% 17 11.2%

Boys 82 76.6% 66 55.5% 135 88.8%
American Indian

Total 10 9.4% 23 19.3% 1 0.7%

Girls 0 0.0% 1(1) 0.8% 0 0.0%

Boys 10(7) 9.4% 22(21) 18.5% 1 0.7%
Asian

Total 1 0.9% 4 3.4% 17 11.2%

Girls 1 0.9% 1 0.8% 0 0.0%

Boys 0 0.0% 3 25% 17(6) 11.2%
African American

Total 81 75.7% 81 68.1% 110 72.4%

Girls 20(3) 18.7% 51(35) 42.9% 7 4.6%

Boys 61(8) 57.0% 30(3) 25.2% 103(41 67.8%
Hispanic

Total 7 6.5% 7 59% 16 10.5%

Girls 2 1.9% 0 0.0% 10 6.6%

Boys 5(3) 4.7% 7(5) 5.9% 6 4.0%
White

Total 8 7.5% 4 3.4% 8 5.3%

Girls 2(1) 1.9% 0 0.0% 0 0.0%

Boys 6(2) 5.6% 4(1) 3.4% 8(3) 5.3%
SPED

Total 24 22.4% 66 55.5% 50 32.9%

Girls 4 3.7% 36 30.2% 0 0.0%

Boys 20 18.7% 30 25.2% 50 32.9%
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Table 6 (continued)

PreProgram Year 1 Year 2
Incident Categor' Ethnicity/Subgrouy  n % n % n %
Minor

All

Total 171 237 266

Girls 28 16.4% 62 26.2% 64 24.1%

Boys 143 83.6% 175 73.8% 202 75.9%
American Indian

Total 9 53% 22 9.3% 9 3.4%

Girls 0 0.0% 4(4) 1.7% 2 0.8%

Boys 9(2) 5.3% 18(10) 7.6% 7 2.6%
Asian

Total 6 3.5% 42 17.7% 38 14.3%

Girls 0 0.0% 3 1.3% 1 0.4%

Boys 6 3.5% 39 16.5% 37(8) 13.9%
African American

Total 139 81.3% 143 60.3% 183 68.8%

Girls 23(7) 13.5% 51(18) 21.5% 48(2) 18.1%

Boys 116(23) 67.8% 92(4) 38.8% 135(32] 50.8%
Hispanic

Total 7 41% 21 89% 21 7.9%

Girls 1 0.6% 4(3) 1.7% 13 4.9%

Boys 6(3) 3.5% 17(10) 7.2% 8(1) 3.0%
White

Total 10 5.9% 9 38% 15 5.6%

Girls 4 2.3% 0 0.0% 0 0.0%

Boys 6(3) 3.5% 9(3) 3.8% 15(4) 5.6%
SPED

Total 38 22.2% 52 21.9% 47 17.7%

Girls 7 41% 25 10.6% 2 0.8%

Boys 31 18.1% 27 11.4% 45 16.9%
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Table 6 (continued)

PreProgram Year 1 Year 2
Incident Categon Ethnicity/Subgroup n % n % n %
Bus

All

Total 17 69 64

Girls 5 29.4% 21 30.4% 9 14.1%

Boys 12 70.6% 48 69.6% 55 85.9%
American Indian

Total 2 11.8% 2 2.9% 1 1.6%

Girls 1 5.9% 1 1.5% 0 0.0%

Boys 1 5.9% 1 1.5% 1 1.6%
Asian

Total 9 52.9% 24 34.8% 36 56.3%

Girls 1 5.9% 7 10.1% 6 9.4%

Boys 8 47.1% 17 24.6% 30 46.9%
African American

Total 2 11.8% 17 24.6% 6 9.4%

Girls 1 5.9% 6 8.7% 1 1.6%

Boys 1 59% 11(8) 15.9% 5 7.8%
Hispanic

Total 3 17.7% 16 23.2% 5 7.8%

Girls 2 11.8% 6(1) 8.7% 1 1.6%

Boys 1 59% 10 145% 15 23.4%
White

Total 1 59% 10 145% 16 25.0%

Girls 0 0.0% 1 1.5% 1 1.6%

Boys 1 5.9% 9 13.0% 15 23.4%
SPED

Total 0 0.0% 9 13.0% 0 0.0%

Girls 0 0.0% 1 1.5% 0 0.0%

Boys 0 0.0% 8 11.6% 0 0.0%

Note Numbers in parenthesis indicate SPED students included in tota
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Enrolliment Percentage as ©mpared to Discipline Referral Percentage

Despite the revised PBIS program and a decrease in the percentage of incidents
attributable toAfrican Americanstudents, discipline gaps petsidat the sibject school, though
theydeclined slightly over the evaluation period, &fdcan American American Indian, and
Special Education students contidue berepresented in both Major and Mirstudent
disciplinereportsat rates which significantly excesditheir enrollment percentagésee Figures
6, 7, and8).

These data revealed that discipligaps declined slightly, though not significantly
throughout the evaluation period, and that African American students continued to account for a
significant majority (72.37%) of office discipline referrals, as well as for a significant majority
(68.80%)of reported Minor student discipline incidents. These numbers indicated that, despite
PBIS, African American students, in particular, were subject throughout the evaluation period to
discipline at rates which far exceeded their enrollment percentageialIpaucation students
were similarly at risk for excessive discipline referrals. Enrollment percentages were compared
to discipline referral percentages at the subject school over the evaluation period (see Figure 9).

Preprogram, African American studes were subject to Major discipline referrals at
rates 2.48 times their enroliment percentage, and to Minor discipline referrals at rates 2.66 times
their enrollment percentages. The risk for Special Education students was 2.19 for Major
discipline referals and 2.17 for Minor discipline referrals ggeogram. By year two, the risk for
African American students had decreased only for Minor discipline referrals, to 2.36. The risk
for Special Education students increased over the evaluation period for3\2&or discipline
referrals, and declined slightly, to 1.75, for Minor discipline referrals. Taken as a whole, these
data lead to the conclusion that the PBIS program, as revised, did little to affect

disproportionalities in discipline for African Amean and Special Education students (the
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Figure 6.Enrollment by ethnicity threeyear trend
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Figure 7. Major disciplnary incidents (officadiscipline referrad) bystudent ethnicity.
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Figure 8 Minor disciplinary incidents bytudentethnicity.
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majority of whom wereéAfrican Americanat the subject school). The introduction of restorative
practice at the start of Year Two similarly had no appreciable affect on the quantitative data;
however, it must be noted that these practices were in use for only 90 school days, and may not
have leen expected to effectuate significant quantitative results within that time period.
Risk Indices and Risk Ratios

To reducedhe disproportionate effect oécurringstudent disciplineeferrals related to
one or more frequentigeferred students, as well as the effeanaftiple disciplinereports
which may have been enterggecifically for purposes of data collection/documentation in
connection with behavior plans or special edwreapilacementsor particular studenjs
disaggregatedtudent disciplineeferral data were utilized to calculdkes risk index and risk
ratio for each subgrou@Bneshefski & Runge, 2014 Riskindiceswere calculated by
determining the risk of each particular subgroup for one or more Major or Stunent
disciplinereferrals, as follows:

Number of [subgroup] students receiving one or more discipline referrals

Risk Index =
Total number of enrolk studentsn [subgroup]
Riskindicesare interpreted through utilization of a comparison gtougalculate a risk

ratio, in order to provide contextmne groupdés risk in relation to
to allow for determinations as to wher disproportionality exists (Boneshefski & Runge, 2014).
Different comparison groups may be utilized depending on the purpose of the study and the
nature of the setting, and white students are most commonly used in the school setting (Skiba et
al., 2011). The use of white students as the comparison group may not always be appropriate,
however, particularly when they do not comprise the majority in the study S@&@tngshefski

& Runge, 20134 In determining riskatio for the purposes of this studysian students were
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utilized as the comparison group,there are comparatively few white students enrolled in the
subject school, and as Asian students comfinsenajority subgroup in the subject school
sdting (Boneshefski & Runge, 2014Risk Ratiovas calculated as follows:

Risk index of [target subgroup]
Risk Ratio =

Risk index of Asian students

In interpretingrisk ratios, disproportionality existghere one group is represented at a
rate significantly higher or lower than the comparisérisk ratio of 1.0 indicates exact
proportionality between the target group and the comparison group, while a risk ratio greater
than 1.0 indicates overrepresentation and a risk ratio less than 1.0 indicates underaéipresent
(Boneshefski & Runge, 2@). Ideally, within the context of school discipline, all subgroups
should be equally proportiah(Skiba et al., 2002). Riskdicesand risk atiosfor all subgroups
in the current studwere summarized (sdable 7.

These data revealed outcomes patéirly consistent with program goals, and suggested
that discipline gaps were reduced significantly over the evaluation period. Risk ratios for all
minority subgroup$ American Indian, African American, and Hispainideclined significantly,
by an averge of 76%, in Year One of the program. (It should be noted here that the American
Indian subgroup was very small, ranging from 6 to 8 students over the study period. Boneshefski
and Runge (2014) cautioned against relying heavily on risk ratio datadobgooups with few
members, as minor changes in input data are reflected disproportionately in risk ratios for these
groups.) The risk ratio for Special Education students declined similarly, by 68%, in Year One.
Risk ratios for American Indian and SpedEducation students declined further in Year Two,
while risk ratios for African American and Hispanic students showed only minimal (<0.8)

change. Although risk ratios for all targeted subgroups remained greater than 1, indicating
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Table 7

Risk Indexand Risk Ratidoy Subgroup

PreProgram Year One Year Two

(20142015) (20152016) (20162017)

Risk Risk Risk Risk Risk Risk
Subgroup n Index Ratio n Index Ratio n Index Ratio
American g 0.88 4400 7 1.00 11.10 6 0.50 5.00
Indian
Asian 218 0.02 N/A 216 0.09 N/A 235 0.10 N/A
African 170 0.34 17.00 179 035 389 168 0.39 3.90
American

Hispanic 95 0.11 5.50 117 0.12 1.33 104 0.14 1.40
White 54 0.20 10.00 49 0.16 1.78 56 0.30 3.00

SPED 57 0.26 13.00 65 0.38 4.22 58 0.28 2.80

Note.(n=Sudents inSubgroup)
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continued disproportionality, declines represeraignificant positive outcome for the program
under evaluation.
StudentDiscipline Referrals by Incident Type, Race and &nder

Although discipline gaps persest with varied significance based on the method of data
analysisdata reveadseveral shifts in the nature student disciplineeferralswhich may have
beenrelated to program goaldn particular, there was a decline in the percentageudent
disciplinereferrals related to teomewhas ubj ect i ve of fenses fADisresp
with an increase in the percentagestfdent disciplineeferrals related to objectivelerifiable
of fenses such as SiuBantydisciplineelf eA g garl ess gf foir a nicdNeo, n0c 0 m
however, increased, andl the case of subjectiwtudent disciplingeferras s uch as ADi s
and 0 Nonc cAmpgah Ansgerncanstydénts continued tccount for a disproportionate
percentage of these repofsseTables 8, 9and10).

As discussed in the preceding chapters, multiple researchers have noted that
disparities in disciplinary referrals for minority students are particularly pronounced for
infractions such as fAdisrespect, o0 fidefiance, O
& Paternoster, 2018kiba, etal., 2002 her i ot & Dupper, 2010) . i Su
are those which require interpretation by the teacher, or which majaled to the
teacherdés personal reaction, as opposed to ob
Aproperty damageo which are i ndAgillestrateednt | y ver
by these study data, African American studérparticularlyAfrican American boys
continued to account for the majority of stud
ADi srespect, 0 APhysical Aggression, o0 and nAClIl a
students also accounted for a disproportionateepéaige of student discipline referrals in

these categories, and were most often also African American.
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Table 8

Major (Office)StudenDiscipline Referrals by Incident Type

20142015 20152016 20162017
(PreProgram) (Year One) (Year Two)

IncidentType n % n % n %
Noncompliance 10 9.35% 38 31.93% 29 19.08%
Disrespect 12 11.21% 4 3.36% 7 4.61%
Class Attendance 1 093% O 0.00% 0 0.00%
Inappropriate Language 4 3.74% 2 1.68% 5 3.29%
Inappropriate Dress 0 0.00% 0 0.00% 1 0.66%
Electronic Devices 0 0.00% O 0.00% 1 0.66%
Integrity 0 0.00% 1 0.84% 0 0.00%
Property Damage 2 1.87% 10 8.40% 3 1.97%
Theft 2 1.87% 0 0.00% 3 1.97%
Indecent Exposure/Sexual Behavior 2 1.87% 1 0.84% 3 1.97%
Harassment/Bullying 15 14.02% 8 6.72% 10 6.58%
Sexual Harassment 0 0.00% O 0.00% 1 0.66%
Threat/False Threat 6 5.61% 2 1.68% 2 1.32%
Physical Aggression/Fighting 42 39.25% 42 35.29% 74 48.68%
Violation of Computer Access 0 0.00% 4 3.36% 2 1.32%
Class/Activity Disturbance 9 8.41% 6 504% 11 7.24%
School Disturbance 1 0.93% 1 084% O 0.00%
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Table 8 (continued)

20142015 20152016 20162017
(PreProgram) (Year One) (Year Two)
Incident Type n % n % n %
Fire Setting/Incendiary Materials 1 0.93% 0 0.00% 0 0.00%
Total Major Incidents 107 119 152
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Table 9

Minor StudenDiscipline Referrals by Incident Type

20142015 20152016 20162017

(PreProgram) (Year One) (Year Two)
Incident Type n % n % n %
Noncompliance 70 40.94% 115 48.52% 139 52.26%
Disrespect 33 19.30% 22 9.28% 34 12.78%
Class Attendance 1 0.58% 0 0.00% 0 0.00%
Inappropriatd.anguage 4 2.34% 9 3.80% 13 4.89%
Inappropriate Dress 1 0.58% 0 0.00% 0 0.00%
Electronic Devices 1 0.58% 0 0.00% 0 0.00%
Integrity 3 1.75% 5 2.11% 1 0.38%
Property Damage 2 1.17% 6 2.53% 1 0.38%
Theft 2 1.17% 1 0.42% 5 1.88%
Threat/False Threat 4 2.34% 7 2.95% 4 1.50%
Physical Aggression 29 16.96% 22 9.28% 50 18.80%
Inappropriate Literature 1 0.58% 0 0.00% 0 0.00%
Computer Access Violation 0 0.00% 1 0.42% 0 0.00%
Class/Activity Disturbance 20 11.70% 49 20.68% 19 7.14%
Total Minor Incidents 171 237 266
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Table 10

Student Discipline Referrals (n) by Type, Ethni@tbgroups Gender

EthnicitySubgroup Incident Type

PP

Girls
Yr.

1

Yr.

2

PP

Boys
Yr.
1

American Indian

Major Incidents

Noncompliance
Disrespect

Class Attendance
Inappropriate Language
Inappropriate Dress
Electronic Devices
Integrity

Property Damage

Theft

Indecent Exposure/Sexual Behavi

Harassment/Bullying

Sexual Harassment
Threat/False Threat

Physical Aggression/Fighting
Violation of Computer Access
Class/Activity Disturbance
School Disturbance

Fire Setting/Incendiary Materials

Minor Incidents

Noncompliance
Disrespect

Class Attendance
Inappropriate Language
Inappropriate Dress
Electronic Devices
Integrity

Property Damage

Theft

Threat/False Threat
Physical Aggression
Inappropriate Literature
Violation of Computer Access
Class/Activity Disturbance
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Table 10 (continued)

EthnicitySubgroup Incident Type

Girls

Yr.

PP 1

Yr.

N

PP

Boys
Yr.
1

Asian

Major Incidents

Noncompliance
Disrespect

Class Attendance
Inappropriate Language
Inappropriate Dress
Electronic Devices
Integrity

Property Damage

Theft

Indecent Exposure/Sexual Behavi

Harassment/Bullying

Sexual Harassment
Threat/False Threat

Physical Aggression/Fighting
Violation of Computer Access
Class/Activity Disturbance
School Disturbance

Fire Setting/Incendiary Materials

Minor Incidents

Noncompliance
Disrespect

Class Attendance
Inappropriate Language
Inappropriate Dress
Electronic Devices
Integrity

Property Damage

Theft

Threat/False Threat
Physical Aggression
Inappropriate Literature
Violation of Computer Access
Class/Activity Disturbance
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Table 10 (continued)

EthnicitySubgroup Incident Type

Girls

PP

Yr.
1

Yr.
2

PP

Boys
Yr.
1

African American

Major Incidents

Noncompliance
Disrespect

Class Attendance
Inappropriate Language
Inappropriate Dress
Electronic Devices
Integrity

Property Damage

Theft

Indecent Exposure/Sexual Behavi

Harassment/Bullying

Sexual Harassment
Threat/False Threat

Physical Aggression/Fighting
Violation of Computer Access
Class/Activity Disturbance
School Disturbance

Fire Setting/Incendiary Materials

Minor Incidents

Noncompliance
Disrespect

Class Attendance
Inappropriate Language
Inappropriate Dress
Electronic Devices
Integrity

Property Damage

Theft

Threat/False Threat
Physical Aggression
Inappropriate Literature
Violation of Computer Access
Class/Activity Disturbance
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Table 10 (continued)

Girls Boys
Yr. Yr. Yr. Yr.
EthnicitySubgroup Incident Type PP 1 2 PP 1 2
Hispanic
Major Incidents

Noncompliance 1 0 2 1 1 0
Disrespect 0O O 2 1 0 0
Class Attendance 0O O O 0 O 0
Inappropriate Language 0O O 2 0 1 0
Inappropriate Dress 0 0 0 0 0 0
Electronic Devices 0O O O 0 O 0
Integrity 0O O O 0 O 0
Property Damage 0O O O 0 O 0
Theft 0O O O 1 O 0
Indecent Exposure/Sexual Behavi 1 0 O 0 O 0
Harassment/Bullying 0O O 3 0 1 0
Sexual Harassment 0O O O 0 O 0
Threat/False Threat 0O O 0 1 0 0
Physical Aggression/Fighting 0O O 1 1 4 6
Violation of Computer Access 0O O O 0 O 0
Class/Activity Disturbance 0O O O 0 O 0
School Disturbance 0O O O 0 O 0
Fire Setting/Incendiary Materials 0 0O O 0 O 0

Minor Incidents

Threat/False Threat

Physical Aggression
Inappropriate Literature
Violation of Computer Access
Class/Activity Disturbance

Noncompliance 1 3 8 0O 12 6
Disrespect 0O O 0 2 0 0
Class Attendance 0O O O 0 O 0
Inappropriate Language 0O O 0O O O 0
Inappropriate Dress 0 0 0 0 0 0
Electronic Devices 0O O O 0 O 0
Integrity 0O O O 0 O 0
Property Damage 0 0 0 0 0 1
Theft 0O O 0 1 0 0
0O O 0 1 0 0
0O O 3 1 2 0
0O O O 0 O 0
0O O O 0 O 0
0 1 2 1 3 1
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Table 10 (continued)

Girls Boys
Yr. Yr. Yr. Yr.
Ethnicity/Subgroup Incident Type PP 1 2 PP 1 2
White
Major Incidents
Noncompliance 0O O 0O O 1 1
Disrespect 0O O O 1 O 2
Class Attendance 0O O O 0 O 0
Inappropriate Language 0O O O O O 0
Inappropriate Dress 0 0 0 0 0 0
Electronic Devices 0O O O 0 O 0
Integrity 0O O O 0 O 0
Property Damage 0O O 0O O 1 0
Theft 0O O O 0 O 0
Indecent Exposure/Sexual Behavi 0 0 O 0 O 0
Harassment/Bullying 0O O 0O 3 1 0
Sexual Harassment 0O O O 0 O 1
Threat/False Threat 0O O 0 1 0 0
Physical Aggression/Fighting 2 0 O 0 O 4
Violation of Computer Access 0O O 0O O 1 0
Class/Activity Disturbance 0O O 0 1 0 0
School Disturbance 0O O O 0 O 0
Fire Setting/Incendiary Materials 0 0O O 0 O 0
Minor Incidents

Noncompliance 4 0 0 1 2 7
Disrespect 0O O 0O O 1 1
Class Attendance 0O O O 0 O 0
Inappropriate Language 0O O 0O O O 3
Inappropriate Dress 0 0 0 0 0 0
Electronic Devices 0O O O 0 O 0
Integrity 0O O O 0 O 0
Property Damage 0 0 0 0 1 0
Theft 0O O O 0 O 0
Threat/False Threat 0O O 0 1 1 2
Physical Aggression 0O O 0O 4 1 1
Inappropriate Literature 0O O O 0 O 0
Violation of Computer Access 0 0 0 0 1 0
Class/Activity Disturbance 0O O 0O O 2 1
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Table 10 (continued)

Ethnicity/Subgroup Incident Type

Girls
Yr.

PP 1

Yr.

2

PP

Boys
Yr.
1

SPED

Major Incidents

Noncompliance
Disrespect

Class Attendance
Inappropriate Language
Inappropriate Dress
Electronic Devices
Integrity

Property Damage

Theft

Indecent Exposure/Sexual Behavi

Harassment/Bullying

Sexual Harassment
Threat/False Threat

Physical Aggression/Fighting
Violation of Computer Access
Class/Activity Disturbance
School Disturbance

Fire Setting/Incendiary Materials

Minor Incidents

Noncompliance
Disrespect

Class Attendance
Inappropriate Language
Inappropriate Dress
Electronic Devices
Integrity

Property Damage

Theft

Threat/False Threat
Physical Aggression
Inappropriate Literature
Violation of Computer Access
Class/Activity Disturbance
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AssignedDisciplinary Consequences

Relevant quantitative data also inclddessigned consequencestakeholders expressed
concerns regarding lost instructional time related to both atis@plinereferrals and classroom
disciplineincidents, and a goal of the program was to improveestiucbnnectedness to school
and to increase exposure to instructional time. GAlgh the current evaluation didt undertake
to quantify any increase or decrease in exposure to instruction related to the PBIS program, an
andysis of disciplinary responsgasrelevanttostudyguue st i on t hr eddthei To wha
program affect teach@erceptions and practicestiwvregard to student behaviir These data
were summarizednd disaggregied by gender and ethnicity (SEables 11 and12).

These dataevealed that student conferences remained, throughout the study period, a
popular consequence for Major student discipline referrals, representing 29.94% of assigned
consequences in this category. However, student conferences decreased as a documented
consequence for Minor student discipline incidents. Potentially significant shifts in the
cumul ative data included an increase in the wu
during Year Two, as well as a decline in both-ofischool ¢6.7 percentge points for Major
incidents) and irschool €5.22 percentage points for Major student discipline incidents)
suspensi ons. The use of ATi-49 petrantage paiitsyamd d e c r
Minor (-1.84 percentage points) student disciplm@dents. The use of the targeted intervention
ARestriction of Sc ho edirectéddacomputer dr iPadsaresy, gructured | o s s
recess, loss of a privilege) increased by 14.12 percentage points (from 0.00%) for Major student
disciplinereferrals and by 1.94 percentage points for Minor student discipline incidents as of
Year Two. Finally, the use of Written Reflections (a restorative practice introduced through
professional development at the start of Year Two) increased dramatiaatyQ55% Pre

Program to 32.00% in Year Two.
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Table 11

Assigned Consequence by Frequency

20142015 20152016 20162017
(PreProgram) (Year One) (Year Two)
Assigned Consequence n % n % n %
Major Incidents
Behavior Contract 1 0.68% 1 0.63% 1 0.56%
Conference with Parent 6 4.08% 8 5.03% 6 3.39%
Conference with Student 44  29.93% 32 20.13% 53 29.94%
Contact Parent 24 16.33% 29 18.24% 32 18.08%
Counseling 5 3.40% 4 2.52% 2 1.13%
ISS 11 7.48% 9 5.66% 4 2.26%
Lunch Detention 16 10.88% 13 8.18% 17 9.60%
Peer Mediation 0 0.00% 0 0.00% 8 4.52%
Social Skills Instruction 3 2.04% 10 6.29% 0 0.00%
Restriction ofSchool Activities 0 0.00% 21 13.21% 25 14.12%
Suspension 14 9.52% 3 1.89% 5 2.82%
Time Out 23 15.65% 28 1761% 19 10.73%
Verbal Warning 0 0.00% 1 0.63% 4 2.26%
Written Reflection 0 0.00% 0 0.00% 1 0.56%
Total Major 147 159 177
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Table 11 (continued)

20142015 20152016 20162017
(PreProgram) (Year One) (Year Two)
Assigned Consequence n % n % n %
Minor Incidents
Behavior Contract 8 4.42% 2 0.86% 5 1.82%
Conference with Parent 3 1.66% 4 1.72% 2 0.73%
Conference with Student 65 3591% 84 36.21% 38 13.82%
Contact Parent 33 18.23% 44 18.97% 42 15.27%
Counseling 4 2.21% 0 0.00% 2 0.73%
ISS 0 0.00% 0 0.00% 1 0.36%
Lunch Detention 16 8.84% 44 1897% 11 4.00%
Peer Mediation 1 0.55% 2 0.86% 2 0.73%
Restriction of School Activities 9 4.97% 7 3.02% 19 6.91%
Suspension 1 0.55% 0 0.00% 0 0.00%
Time Out 29 16.02% 14 6.03% 39 14.18%
Verbal Warning 11 6.08% 11 4.74% 26 9.45%
Written Reflection 1 0.55% 20 8.62% 88 32.00%
Total Minor 181 232 275

Note More than one consequenoay be assigned per incident
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Table 12

Assigned Consequence (n) by Ethnicity and Gender

Girls Boys
Yr. Yr. Yr. Yr.
Ethnicity Assigned Consequence PP 1 2 PP 1 2
Americanindian
Major Incidents
Behavior Contract 0 0 0 0 0 0
Conference with Parent 0 0 0 1 0 0
Conference with Student 0 1 0 3 4 0
Contact Parent 0 1 0 1 6 0
Counseling 0 0 0 0 0 0
ISS 0 0 0 0 4 0
Lunch Detention 0 0 0 0 0 0
Peer Mediation 0 0 0 0 0 1
Social Skills Instruction 0 0 0 0 1 0
Restriction of SchooActivities 0 0 0 0 0 0
Suspension 0 0 0 4 2 0
Time Out 0 0 0 4 16 0
Verbal Warning 0 0 0 0 0 0
Written Reflection 0 0 0 0 0 0
Minor Incidents

Behavior Contract 0 0 0 1 0 0
Conference with Parent 0 0 0 0 0 0
Conference with Student 0 0 0 3 5 0
Contact Parent 0 1 0 3 0 0
Counseling 0 0 0 0 0 0
ISS 0 0 0 0 0 0
Lunch Detention 0 3 0 2 7 0
Peer Mediation 0 0 0 0 0 0
Restriction of SchooActivities 0 0 0 0 0 0
Suspension 0 0 0 0 0 0
Time Out 0 0 0 0 2 0
Verbal Warning 0 0 0 0 1 0
Written Reflection 0 0 2 0 2 7
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Table 12(continued)

Girls Boys
Yr. Yr. Yr. Yr.
Ethnicity Assigned Consequence PP 1 2 PP 1 2

Asian
Major Incidents

Behavior Contract 0 0 0 0 0 0
Conference with Parent 0 0 0 0 1 1
Conference with Student 1 0 0 0 1 9
Contact Parent 0 0 0 0 1 4
Counseling 0 0 0 0 0 0
ISS 0 0 0 0 0 1
Lunch Detention 0 0 0 0 1 3
Peer Mediation 0 0 0 0 0 1
Social Skills Instruction 0 0 0 0 0 0
Restriction of SchooActivities 0 0 0 0 0 3
Suspension 0 0 0 0 0 0
Time Out 0 0 0 0 0 0
Verbal Warning 0 0 0 0 0 0
Written Reflection 0 0 0 0 0 1
Minor Incidents
Behavior Contract 0 0 0 0 0 0
Conference with Parent 0 1 0 0 0 0
Conference with Student 0 1 1 3 15 4
Contact Parent 0 0 0 3 13 4
Counseling 0 0 0 0 0 0
ISS 0 0 0 0 0 0
Lunch Detention 0 1 0 0 6 4
Peer Mediation 0 0 0 1 0 0
Restriction of SchooActivities 0 0 0 0 1 0
Suspension 0 0 0 0 0 0
Time Out 0 0 0 1 2 0
Verbal Warning 0 0 0 0 0 1
Written Reflection 0 0 0 0 4 26
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Table 12(continued)

107

Girls Boys
Yr. Yr. Yr.
Ethnicity Assigned Consequence PP 1 2 PP 1
African American
Major Incidents
Behavior Contract 0 1 0 1 0 1
Conference with Parent 0 2 0 4 4 5
Conference with Student 10 9 0 22 14 34
Contact Parent 7 3 1 12 13 23
Counseling 2 1 0 1 2 2
ISS 1 1 0 9 3 2
Lunch Detention 5 2 0 10 8 8
Peer Mediation 0 0 0 0 0 4
Social Skills Instruction 0 8 0 3 1 0
Restriction of SchooActivities 0 18 0 0 0 21
Suspension 1 0 1 9 0 4
Time Out 4 9 3 10 2 15
Verbal Warning 0 0 2 0 1 1
Written Reflection 0 0 0 0 0 0
Minor Incidents
Behavior Contract 0 0 0 7 2 5
Conference with Parent 0 2 0 3 1 2
Conference with Student 8 11 6 44 44 25
Contact Parent 0 7 6 22 21 27
Counseling 0 0 0 3 0 2
ISS 0 0 0 0 0 1
Lunch Detention 4 10 0 9 11 5
Peer Mediation 0 0 0 0 1 2
Restriction of SchooActivities 1 2 1 8 2 18
Suspension 0 0 0 1 0 0
Time Out 8 6 7 16 4 24
Verbal Warning 3 1 13 7 6 8
Written Reflection 0 4 16 1 5 23



Table 12(continued)

Girls Boys
Yr. Yr. Yr. Yr.
Ethnicity Assigned Consequence PP 1 2 PP 1 2
Hispanic
Major Incidents
Behavior Contract 0 0 0 0 0 0
Conference with Parent 0 0 0 0 0 0
Conference with Student 2 0 5 2 1 1
Contact Parent 1 0 2 2 2 0
Counseling 0 0 0 1 0 0
ISS 0 0 0 0 0 0
Lunch Detention 0 0 0 1 1 2
Peer Mediation 0 0 1 0 0 1
Social Skills Instruction 0 0 0 0 0 0
Restriction of SchooActivities 0 0 0 0 3 1
Suspension 0 0 0 0 0 0
Time Out 1 0 1 1 1 0
Verbal Warning 0 0 1 0 0 0
Written Reflection 0 0 0 0 0 0
Minor Incidents

Behavior Contract 0 0 0 0 0 0
Conference with Parent 0 0 0 0 0 0
Conference with Student 0 1 0 3 4 0
Contact Parent 0 0 1 2 2 1
Counseling 0 0 0 1 0 0
ISS 0 0 0 0 0 0
Lunch Detention 0 3 0 0 0 0
Peer Mediation 0 0 0 0 1 0
Restriction of SchooActivities 0 0 0 0 2 0
Suspension 0 0 0 0 0 0
Time Out 0 0 6 0 0 1
Verbal Warning 0 0 4 0 3 0
Written Reflection 0 0 4 0 3 4
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Table 12(continued)

Girls Boys

Yr. Yr. Yr. Yr.

Ethnicity Assigned Consequence PP 1 2 PP 1 2
White

Major Incidents

Behavior Contract 0 0 0 0 0 0

Conference with Parent 0 0 0 1 1 0

Conference with Student 2 0 0 2 2 4

Contact Parent 0 0 0 1 3 2

Counseling 0 0 0 1 1 0

ISS 0 0 0 1 1 1

Lunch Detention 0 0 0 0 1 4

Peer Mediation 0 0 0 0 0 0

Social Skills Instruction 0 0 0 0 0 0

Restriction of SchooActivities 0 0 0 0 0 0

Suspension 0 0 0 0 1 0

Time Out 1 0 0 2 0 0

Verbal Warning 0 0 0 0 0 0

Written Reflection 0 0 0 0 0 0

Minor Incidents

Verbal Warning
Written Reflection

Behavior Contract 0 0 0 0 0 0
Conference with Parent 0 0 0 0 0 0
Conference with Student 1 0 0 3 3 2
Contact Parent 0 0 0 3 1 3
Counseling 0 0 0 0 0 0
ISS 0 0 0 0 0 0
Lunch Detention 0 0 0 1 3 2
Peer Mediation 0 0 0 0 0 0
Restriction of SchooActivities 0 0 0 0 0 0
Suspension 0 0 0 0 0 0
Time Out 3 0 0 1 0 1

1 0 0 0 0 0

0 0 0 0 2 6
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Table 12(continued)

Girls Boys

Yr. Yr. Yr.

Ethnicity Assigned Consequence PP 1 2 PP 1

SPED
Major Incidents
Behavior Contract 0 1 0 0 0
Conference with Parent 0 1 0 3 1
Conference with Student 3 2 0 3 4
Contact Parent 3 2 0 1 7
Counseling 0 1 0 1 1
ISS 0 0 0 2 3
Lunch Detention 2 1 0 2 1
Peer Mediation 0 0 0 0 0
Social Skills Instruction 0 6 0 0 2
Restriction of SchooActivities 0 18 0 0 3
Suspension 0 0 1 8 3
Time Out 0 8 0 6 17
Verbal Warning 0 0 0 0 0
Written Reflection 0 0 0 0 0
Minor Incidents

Behavior Contract 0 0 0 0 0
Conference with Parent 0 1 0 1 0
Conference with Student 4 1 0 15 7
Contact Parent 0 5 1 8 3
Counseling 0 0 0 1 0
ISS 0 0 0 0 0
Lunch Detention 0 6 0 1 5
Peer Mediation 0 0 0 0 1
Restriction of SchooActivities 1 1 0 0 2
Suspension 0 0 0 0 0
Time Out 1 4 0 4 2
Verbal Warning 1 0 1 1 2
Written Reflection 0 0 0 0 5
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A review d subgroup data forear TworevealedhatAfrican Americanstudents
remairedthe most likely to receivdisciplinaryconsequences which resdior which mayhave
resultedn a loss of instructional time (ISS, Suspension, Time Out). For both Major and Minor
student disciplineéncidents, Asian and white studentsre most likely tdbe assigned
disciplinaryconsequences which veeless disruptive to their instructional day (Conference with
Student, Contact Parent, Lunch Detention, Written Refieyt
Summary: Study Question Two

Study questi on diditle progiamaffect disciplineegaps (eacidl
di sproportionality) in student ishbigeantitapvei ne ? 0
student discipline referral data disaggregated by race/ethnicity, gender and special education
status. Analysisf these dataolely based on student discipline referral percentages, without
adjustments for repeat referrals, revealed only minor decreases in the percentage of student
discipline referrals attributable to African American students. Additionally, gaith avithout
adjustment for repeat referral, African American students continued to account for student
discipline referrals at rates which significantly exceeded their enrollment percentages. Risk ratio
and risk index calculations, however, which areisid for repeat referrals, revealed significant
(averaging 76%) decreases in the mekcesof African American and Special Education
students, suggesting that the PBIS program was successful in reducing, though not eliminating,
discipline gaps.

Qualitative Results: Survey Data

Teacher Working Conditions Survey Questions

Studyguesti on t hr eddthe pragoam affec teachperceptionséind

practices vith regard to student behaviar wiatBerexaminedhroughanalysis of the 2014
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Teacher Working Conditions SurvélWCS)and the investigatedesigned survey completed

by teachers and instructional staff at the subject school in FebruargytB®2017 Survey)Part

1 of the 2017 Brvey consisted aseven Likeritype questions identical to those contained within
thefiManagingStudentConducd s e c t iTW@S ohe PrePlogram andear Two
responses of instructional staff at the subject scverd summarize@seeTable 13 and

compared by questidisee Fgures 10 through 37

Survey data, when viewed in comparison tomegram data, suggested that teachers
and instructional staff generally agreed that students understand expectations. However, there
was a decline in the perception that studésitsw rules of conduct (89% prerogram to 80.7%
in Year Two). Additionally, there was a slight decrease (78% to 73.1%) in the perception that
teachers understand rules and expectations for student conduct, suggesting that expectations
which focus on rdsrative and nospunitive disciplinary response were not as weltlerstood as
the rubrics utilized under the former PBIS system to set out and mandate defined responses to
specific behaviors.

The most significant changes in teacher perception over tthe séwiod related to
administrative enforcement of student expectations and administrative support of teachers.
While 70% of instructional staff in 2014 agreed that administrators consistently enforced
expectations for student conduct, this number deedetis61.6% in 2017. The percentage of
respondents selecting Astrongly agreeo in res
to 15.4% in 2017. Although a variety of factors, including teacher turnover and individual
teacher experiences with vawis administrators, might contribute to this declining perception,
this statistic was important to note within the context of this study.

Perception of administrative support for teachers (in response to the survey item,
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Table 13

TWC Survey Question8014/2017 Comparison

Please rate how strongly you agree or disagree with the % Agree
following statements about managing student conduct in 2014 2017

Q.5.1 your school: (n=49) (n=26)

a. Students at this school understand expectatiorthéar 88.0% 92
conduct.

b. Students at this school follow rules of conduct. 89.0% 80.7%

c. Policies and procedures about student conduct are clear 0
understood by the faculgnd staff 780% 7316

d. School administratorsonsistentlyenforce expectatiorfer 20.0% 61.8%
student conduct.

e. S_c_h_oo_l admi ni strators sup 88.0% 69.%%
discipline in the classroom.

f. Teachers consistently enforce rules for student conduct. 88.0% 76.%%

g. The staffworks in anenvironment that is safe. 94.0% 92.3%
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Question 1: Students at this school
understand expectations for their conduct.

oo | |/ | | | | |

\
B

m Strongly Disagree = Disagree = Agree m Strongly Agree

2014

Figure 10.Survey question 1: Detailed comparison.
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Question 2: Students at this school follow
rules of conduct.

3.8% 3.89

- -_

m Strongly Disagree = Disagree = Agree m Strongly Agree

4.0%

2014

Figure 11.Survey question 2: Detailed comparison.
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Question 3: Policies and procedures about
student conduct are clearly understood by
the faculty and staff.

2/0% | | | | |

I O N
\
I D e e N

m Strongly Disagree = Disagree = Agree m Strongly Agree

2017

Figure 12.Survey question 3: Detailed comparison.
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Question 4: School administrators
consistently enforce expectations for student
conduct.

2014

. _-

m Strongly Disagree = Disagree = Agree m Strongly Agree

Figure 13.Survey questiod: Detailed comparison.




Question 5: School administrators support
teachers' efforts to maintain discipline in the
classroom.

2014

2017

m Strongly Disagree = Disagree = Agree m Strongly Agree

Figure 14.Survey question 5: Detailed comparison.
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Question 6: Teachers consistently enforce
expectations for student conduct.

3[8%
- -_-

m Strongly Disagree = Disagree = Agree m Strongly Agree

2/0%

2014

Figure 15.Survey question 6: Detailed comparison.




Question 7: The staff works in an
environment that is safe.

- _-

- _-

m Strongly Disagree = Disagree = Agree m Strongly Agree

Figure 16.Survey question 7: Detailed comparison.

12C



AAdmi ni strators support teacher s @ decrhedsadr t s

from 88% in 2014 to 69.2% in 2017. Agai n,

agreeo i n r e digndecrsasedigndicantlyy fros 3780 in2&14 to 19% in 2017.
As with other itemsalthough a number of factors external to the PBIS program itself bauéd
contributel to this decline, this data wasportant to note in evaluating the rolesathool
administration in PBIS and discipany response.

Overall, a comparison of TWCS data fromPm@gram througlyear Twosuggested
both a general decline in the perception of claotyeachersegardingdisciplinary expectation
anda decline in the perception of administrative support amgdistency.Additionally, although
teachers generally percet/92.3% agree, up from 88% in 201hat students understood
expectationgor conduct a lower percetage of teachers in 2017 agreed that students we
following behaviorakexpectations (80.7%s compared to 89% ppgogram).

2017 Staff Survey Additional Likert -Type Items

In addition to the seven survey itsaligned tathe TWCS, the 2017uWveyincluded
seven additional Likertype items linked t&BIS program goals, as well as foppenended
guestions. Responses te thdditional Likertype items were summarized (Sksble 14. No

similar preprogram data was available for comparison.

Taken as a whole, these survey responses indicated general agreement with the goals of

t

the PBISprogram as identified by stakeholders at inception. Additionally, these data indicated a

generally positive response to the introduction of restorative practices and culturally responsive
behavior management. A significant minority (23.1%) (n=26), gdfarding staff was cognizant

of disparities in student discipline at the subject school, and 100% agreed that it is important to

reduce disparities in discipline between minority and-mamority students. A significant
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Table 14

Staff Survey Responses

Please rate how strongly you agree or disagree wil
the following statements about managing student
conduct in your school:

%
Strongly

%

%

Disagree Disagree Agree

%
Strongly
Agree

8. Discipline procedures in my school are applied i
mannemwhich is equitable to all students regardless
their gender or ethnicity.

9. Student discipline is managed at my school in a
way which prioritizes student exposure to academi
instruction.

10. Restorative practices are valuable in respondin
disciplinary issues and building classroom
community.

11. I believe in the importance of culturally
responsive student behavior response practices.

12. I am currently more knowledgeable regarding
culturally responsive behavior response practices t
| was during the 2022016 school year.

13. I make efforts to utilize culturally responsive
behavior management practicgasny work with
students.

14. | believe that it is important to reduce disparitie
in discipline between minority and naninority
students in my school.

7.7

0.0

3.8%

0.0

0.0

0.0

0.0

15.%%

3.8%

7. ™%

0.0

11.5%

1.7%

0.0

57. %

69.20

50%

50.0%

61.9%0

61.9%0

26.9%

19.26

26.9%

38.9%0

50.0%

26.9%

30.8%

73.1%

Note. (n=26).
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majority (88.5%)n=26)agreel that restorative practices are valuable in classroom management,
and 100%n=26)agreel that cultural responsiveness in disciplinary practice is important.
Consistent with th®BIS program goal of prioritizing instructional time over disciplinary
response, 96.1%m=26)of respondents agreed thatdsuat discipline, as ofear Twq was

handkd in a manner which prioritizedudent exposure to academic instruction.

Preprogram dataggarding these staff perceptiome aot available; however, tiseirvey
data suggestithat thePBIS program may have been successful in influencing staff perceptions
as desired by stakeholdeegarding equity in student discipline and regarding culturall
responsivestudent disciplingractices.

2017 Staff Survey: OperEnded Questions

In addition to thdourteen Likeritypeitemsdiscussed above, the 201ur#ey contained
four shot-response questions. These questions were as follows

1. Please describie restorative practices you are currently utilizing in your work
with students.

2. Please describe the practices, if any, in which you engage in order to ensure the
equitable application of disciplinary practices among minority anenioority
students.

3. Please describe the practices, if any, which you utilize in order to prioritize
instructional time for students involved in behavior incidents.

4, Please describe the ways, if any, in which you feel that student discipline and/or
behavior response at [the sutijechool] has changed during the past two years.

In response to Question 1| @spondentgn=26)indicaed that restorative practices nge

being utilizedto at least some extentn t heir c¢cl assr ooms. Exampl es
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aswellasavaret y of fAmindfulness activitiOGmes o and a
respondent i ndi cat e donednene coacaingpniindfil macheswith g ci r c
school counselor, morning and lunchtime yoga,
mertioned restorative conferences and reflective student activities such as think sheets. In this
regard, one respondent reported that fAwhen a
happened and how they will do better in the future. They are ftwaedlect on the situation
and how to fix it, and then combnldngwasa e t hat
commonlyrecurring theme, and a majority reported engaging students in reflective and
restorative conferences or conversations.

All but three respondenfs=26) indicated, in answer to Question 2, the use of practices
to ensure disciplinary equityApproximatelyong hi rd of respondents i den
in response to this question. These respondents repoaeittes suchsa fihaving t he sa
expectationsifadt astludenmaodemesedvprndlrehei sam
students equally within the same sa&motei ng. 0 O
traini ng oNinetedpindents {@6 ideatifiel practices relating to the recognition
of student individuality and culture.- These
represented groups, 0 Abeing able to understan
forthosestdent s to f eel comfortable and nurtured a
|l ooking at the part i crespoadentgkertifiied teacherGellectioe e d s . 0
before providing a consequence as important in this regard.

In response to Questid@) 25(of 26) respondents reported efforts to prioritize
instructional time. These included deliberate efforts to handle disciplinary matters during recess

orlunch,aswellaspfact i ve techniques such as fAsetting e
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leson. 0O Sever al al so reporrtiedatmalki mmo efsdrord ss tt

been forced to miss class timBeveral respondents also detailed efforts to mastagent

disciplinewi t hi n the classroom throufghateégiat ege &tsi 15

camdown spot in the classroomd and Aincorporat
In response to Question 4(& 26) respondents reported either that they had not been at

the subject school long enough to responthat they saw no change in student

discipline/behavior response. Of those who reported changes, respondents roteditleeo | 6 s

newfocus on and use of restorative practice, as well as efforts to prioritize instructional time.

One r es pon dEbalieve ithat studentebehavibr . ii. has greatly improved since

i mpl ementing the GIFTS progr am. | see a posi

indicated, Al believe we are taking a more re

responss to students. We slow down to truly understand the student and the circumstances

involved. We strive to be equitable and recognize that appropriate, meaningful discipline is

chidspeci fic. o Two respondent s nwemnessandieffortsi ncr e a

~

to problemsolve. Three respondentowevere x pr essed concerns that #fs

behavior issues are not being handled appropr
too many chances and [are] a clear safetyeancy  f or ot her s, 06 and one i
teachers are permitted to dAyel]l and/ or talk h

for doi ng t Whe maoatyna redpdndentgnoting change, however, commented on
the studententere nature of disciplinary response. One summative comment indicated,

| think that once we were made aware of the intention of student discipline . . it was

easier to understand the change in methods. | think we are looking at many more ways to

help studats cope with situations and to help them develop skills that they can use
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throughout their lives. . . . | feel that we are more concerned with helping the child to

cope with difficult situations than inflicting a consequence. Hopefully, this will have a

more longlasting effect on our students.

Overal, these qualitative data indicateat staff members understood and were receptive
to the goals of the PBIS program. All survey respondemisrted utilizing restorative practices
in at least some way, arige vast majority (88%) of respondents reported taking steps to
improve equity in student discipline practice. Additionally, a significant majority (96%) of
respondents reported taking steps to prioritize instructional time and reduce the impactof stude
discipline on exposure to instruction. These data further revealed an increased awareness of the
importance of equity in student discipline and of the availability of alternatives to exclusionary
student discipline practices.
Summary: Study Question Tlree

Study question three, ATo what extent did
practices with regard to student discipline?o
student discipline referral data related to reported student disciplidemt€ and assigned
disciplinary consequences, as well as through analysis of the qualitative survey data. When
triangulated, these data suggested that the PBIS program resulted in shifts away from subjective
student discipline reports for minority studgras well as shifts toward the use of restorative
practices such as written reflections and restorative circles. Staff survey data suggested that the
PBIS program was successful in raising staff awareness regarding discipline gaps and the
importance okquity, as well as in increasing efforts to prioritize instructional time over response

to student discipline incidents. These data also revealed, however, that teacher perception of
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support from their school administrators decreased as a result of thg@RBram, and also that
teachers perceived decreased clarity surrounding the PBIS program.
Qualitative Results: Student Interviews

Studyguestion four, ATo what extent did stude
chang as a r es ul tasanswetehtleroughrinteryiews of 3everal students who
have been enrolled at the subject school for at least the pastmemicschool years.
Students wereelecteased on their enrollment at the school throughout this period, as well as
based onlteir involvement irat leasffive student disciplineeferralsthroughout the evaluation
period Written informed consent was obtained from appropsttdentguardians, and each
student was interviewed by the primary investigator in February 2017. A series of guiding
guestions was utilized to ensure consistency in interview topics and outline. Interviews were
recorded by audio means. Student comments armatiged in four vignettes, below. Student
names have been changeeitsure anonymity
Student Vignette #1: Tevin

Tevin, a fifth-gradeAfrican Americanboy, began attending the subject school as a
kindergarteer. When asked ajut his favorite teachersgVin identified his homeroom teachers
from fourth and fifth grade, as well as his current math teacher, the music teacher, his fourth
grade language arts teacher, and the school social worker. When asked what readadhess
his favorites, Tevinndicated that these teachérs e ac h me wh atHeldentfieccd t o Kk
these teacheiisall womeni as A,sot rbiuctt as people who cared abo
evidenced, in his opinion, by their efforts to ensure that he got his work done. Teviatfelt th
teachers who dondét care about students fAwil/l

and donét care Aif you dondét know what you ar



When asked about the GIFTS matrix and aske
Tevin i ndicated that he thought the GIFTS expecH!
on the expectation to AGive your best. o Tevi
expectations made sense for the salBlsodlt commun
included. He shared that the fifth grade teachers were not consistently using the classroom
reward system, and indicated that the GIFTS p
or reward they were working toward. Tevin shared that hissohates were not as motivated by
the GIFTS cards as they could be, because his
Tevin felt that the GIFTS matrix was a slight
because it included some importantexpact i ons t hat hadndét been incl

Tevin s hared his etxipreg iiemtce st rwa uthl d&i@gedat schoo
always felt he had been treated fairly. Acco
everything Ttevatn yeuwtddi&ke his consequences, Ww
recent inschool suspension, had always been fair. In discussing-sthool suspension
experience, Tevin indicated that he felt this to be a fair consequence; however, he ingatated t
he was already sorry for his actions (he hit another student) before serving the consequence, and
that his teacher had talked with him at length before the consequence was assigned. Tevin
indicated that no one spoke to him during his time iadhnal| suspension regarding the rteld
incident or regarding his behavior choices.

When asked his opinions regarding the over
the subject school, Tevin shared that he did not feel that all students were alat@gsdcpially.

Tevin felt that someti mes some students fAgot

When asked followp questions, Tevin identified two studenta Hispanic girl and an African

12¢



American girl, who he said were frequently riepanded for requests to get water or use the
restroom, while other students (loentified a white girl) makingimilar requests always
receivel permission.

Tevin was asked to relate his experiences with classroom circles, peer mediation, or other
restoraitve practices. Tevin shared that he had participated in a classroom circle with his
homeroom teacher on one occasion, and that th
someone else in the circle. Tevin was positive about this experiencetindiceg t hat Ai t w
to say something good about other people, 0 an
that his teacher had promised to conduct more circles, but that this had notdbccurre
Student Vignette #2: Khalil

Khalil, a fifth gradeAfrican Americanboy, had been enrolled at the subject school since
first grade. He identified as his favorite teachers his third and fourth grade homeroom teachers,
his fifth grade language arts teacher, and the Physical Education teacher. When tasked to
about what made these teachers his Afavorites
keep going and push harder. o Regarding his |
the work, even if it is good, she will give itbacktoenead want me t o make it
he indicated that his Physical Education teacher had pushed him to run faster to improve his time
in the mile, and had impressed upon him the importance of working Kaadil felt that adults
in the subjectdt o o | generally cared about student s. H
backo to teachers, and that the teachers fAsti
inside. o

Khalil felt that the GIFTS expectations were reasonable, but indicated thafi i f 1t was

t o me, | would include stuff |l i ke o6t hink befo



that it was important for students to be encouraged to think about how their actions impacted
other people Khalil felt that the GIFTS cacept was effective, indicating that it gave students a
reason to make good choices. He felt, however, that the program was more effective for younger
students thanforfitly r ader s, as Afifth graders arendt so
When asked abouths experi ences with Agetting in tr
into trouble frequently for minor things such as talking out of turm fourth grade, in
particul ar. Khalil indicated that hd,so flwtrth
that he had not gotten any Athink sheetso in
got into trouble, about how the teacher and his parents would feel, and shared that he felt that
getting into trouble frequently might eventually caust he t eacher not to fAst
Khalil felt that he had been treated fairly when he got into trouble, and he felt that
discipline and expectations were fair for all students at the subject school. Khalil shared that he
did not feel thiswayiniti r d gr ade, when he felt that teache:e
indicated that he began to realize, midy through fourth grade, that his teachers were treating
all students the same.
When asked about his experiences with restorative practizdi] Khared that his fifth
grade teacher conducted ficircle timed each Fr
that helped them get to know one another béttebbies, favorite foods, favorite sports teams,
etc. Khalil indicated thathekied t hi s practice, because it mad
know the people in my class more. o
Student Vignette #3: Jaylen
Jaylen, a fourtigradeAfrican American boyhad the most prprogram discipline

referrals (as a thesecondgrader) of anytsident. When asked about his favorite teachers, he
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identified all of his homeroom teachers with the exception of his second grade teacher. Jaylen
indicated that these teachers were his favori
Inadditon t o hel ping him make better behavior chol
teachers had helped him become better at reading and math, and had helped him improve his End

of Grade test and CASE21 (a local quarterly summative assessment) scores.

When asked about his experiences with fAgett)|
received a variety of consequences, includingaftgchool suspension, for things like fighting,
talking out of turn, and being disrespectful. He indicated that hthésde consequences to be
fair. Jaylen shared that he had not gotten into trouble at all during the current school year, and
that his last discipline referral had occurred during the 2% school year, when he was in
third grade.

Although Jaylen indidad that he perceived discipline practices at the subject school as
Afair, o he also indicated that he did not alw
Jaylen shared that he had seen situations where more than one student engaged inra particula
behavior (e.g. fighting), but only one student received a discipline referral. Jaylen also shared
that his perception in second and third gradéhen he received multiple discipline referrals
was that discipline was not fair. When asked to elaboratiis perception, Jaylen shared that
he did not feel that he had been given a fAnew
after getting into trouble. Jaylen indicated that the teache wh o t ook t he ti me t
| 6 m f r u dahel@himenalké goadrchoices were those wiawed about him.

When asked about his experiences with classroom circles and other restorative practices,
Jaylen shared that his teacher had conducted classroom circles. Jaylen indicated that he felt that

circles were fngood, 0O becauseamnmileynwoivhelhpyy auw ek
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Jaylen shared that he liked school as a fegréder more than he had in the past, and identified
the variety of electives (cup stacking, cooking) and school activities available to him in that
school year as the reason.

Student Vignette #4: Caiden

Caidenwas a fifth-gradeAfrican Americanboy whose discipline referral historycinded
both inschool and oubf-school suspension. Caiden identiftesl favorite teacher as a teacher
who, fAwhen you ar ¢ figunreitduthbeforerserdimg] you to the officetusti e s
to deal with it.o It was i mportant to Caiden
what had happened in handling discipline incidents and issues between students.

When asked his opions regarding the GIFTS expectations, Caiden indicated that he felt
these expectations made sense for students. Caiden emphasized the expectation that students
Agi ve your best, o0 indicating thaCaden&dsos was i m
emphasi zed the i mportance of Ataking responsib
mean not cheating or letting other people influence your actions.

I n di scussing his experiences with fAgettin
peopled and Atal king backd as the things for
Caiden felt best about his discipline experiences when the involvéid axbk the time to talk to
him about his choices before imposing a punishment. When asked if he felt he had been treated
fairly, Caiden said, fisometi mes, but someti me
that he felt it was unfairwhenhegetat t o t he office for fAjust on
someone when he wasndét supposed to be, or for
the teacher (e.g. taking a long time to line up at recess when he was far away at the time the

teacher bles the whistle). Caiden indicated that he felt like he was not always allowed to explain
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his actions to the involved teacher, and i ndi
have to say nothing. o Ca i dlerly haed fosstudesthtameetd t h a
expectationsvhen not all teachers responded or acted in the same way.

Despite feeling like he had occasionally been treated unfairly, Caiden indicated that he
felt that the teachers and other adults in the subject scheal @aout him and about other
students. He felt that teachersoé6 first prior
reason for most teacher choices and decisions.

Caiden did not perceive a change in student discipline or in equityt®/past three
school years. He indicated that he participated in the current school year in classroom circles
every Friday, but he had neither strong positive nor strong negative feelings about them. Caiden
felt that sometimes circles might not be a gat&h, because they might be difficult for students
who are shy.
Summary: Study Question Four

Study question four, ATo what extent did t
di scipline practices?0 was answered Sthdenbugh t
interview data, when considered as a whole, revealed that these stasheméslyg perceived
student discipline as fair throughout the evaluation period, and that they did not perceive a
significant change in practice or in disciplinary equity related to the revised PBIS program.
Where students did identifyer cepti omsaeasfs, funthay di scussed sc
teachers didnodét | isten to their version of ev
than others without a clear reason. In the case of differential treatment, students identified white
and Asiarstudents as those given preferential treatment over Hispani&facah American

students; however, they did not articulatdablsias or discuss student race or ethnicity
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specifia | | vy . Significantly, each stedenteaichmtee sv it
whom they perceived to be invested in their success. All the students identified relationships

with their teachers as important to their success in school, and expressed appreciation for the
teachers who all oweshfisetaonhsochahkcewionorstigde:
behavioral mistakes or lapses in judgment. Reflective conversations were important to the

students; however, they also edpressedhe importanceas well as thperceived fairness, of

the consequences whichdhbeen assigned for their referred behaviors.
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CHAPTER 5: SUMMARY, RECOMMENDATIONS & CONCLUSIONS

The purpose of this study was to conduct a-ywar Impact Assessment of the PBIS
program at th@articipatings c hool as r evi s eammitieeforhne school 0s
implementationinthe20180 16 sc hool year . The programbs s
PBIS committee, the school principal, and the primary investigator, were concerned with the loss
of instructional time related to exclusionary disciplipractices Additionally, data revealed
significant racial discipline gaps amoAfrican Americanstudents, in particular, and their white
and Asian peers at the subjectschdolv al uati on of the PBI S progr an
desired outcomessa i denti fi ed by t he pesicedpragnm eautcenesa k e h o |
includeddecreasingverallstudent disciplineeferrals decreasingliscipline gapsimproving
teacher perception of schewide student disciplingractice, andmprovingstudentperception
of disciplinary equity.

This formative evaluation utilized a mixed methods explanatory case study design
focusing on dolistic review of the PBIS program (Fitzpatriekal, 2010). The study examined
the program through both quantitatsteidentdiscipline data and @litative staff survey and
studentinterview dataas a meant® ensure that program outcomes were examined and analyzed
from multiple viewpointg{Baxter & Jack, 2008 Multiple measures of program outcomes
allowed for a broagr understanding of overglfogram impact, and compensatedpotential
weaknesses in any one measure (Retsal, 2004). In addition, the collection of multiple forms
of both quantitative and qualitative data ensured the validity of study resuali®wing for
comparison and predictions among measuRessi et al., 2004 Quantitative data included
student discipline data as collected through the entsyualent disciplineeferrals into the

Student Incident Referral System (SIRS) module of tli&P®S Electronic Access to Student



Information (EASI) systenmwhile qualitative data included teacher survey responses and student
interviews Chapter 4 presented the statistical analysis of data collected throughout-featwo
study period. This chaptsummarizes the findings, presents their implications for program
stakeholdersand presentecommendations for future research.
Summary of Findings

Thefirst two studyquestions were addressed through the analysis of quantitative student
discipline referal data. Because the study concluded following the first semester of the second
school year of program implementation, only first semester data for each relevahtsehnoo
wereutilized. Student discipline referral data was retrieved from the SIRS module and
disaggregated by school year and by student race/ethnicity and gender, as well as by incident
type and consequence type. Analysis of the quantitative data suggestbd gragtam was not
effective in reducing overaditudent disciplineeferrals, astudent disciplineeferralnumbers
increaed over the evaluation periodvever, there were limitations associated wiitis data
related to the reteve infancy of the SIB module When disaggregated and analyzemhgsisk
indicesand risk ratig, student discipline data suggested that the program had reduced
disproportionality significantly, though discipline gaps still existed.

The thirdstudyquestion was addresseddbgh the analysis of quantitative data related
to assigned disciplinary consequences, as well as through the analysis of qualitative data related
to teacheperception and practice. Thefsa suggested an increase in the use of restorative
practices suchs peer mediation and reflection, as well as an increase in teacher awareness of
restorative practices arlief inthe importance ofulturally responsive and equitable student

discipline practices.
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The finalstudyquestion was addressed through thdyamaof qualitative student
interview data related to student perceps of disciplinary equity. TIse data revealed that the
students interviewed had generally positive responses to the program, and that the students
generally, with limited exceptionglt that disciplinary praatie was equitable. Thedata did
not reveal a significant shift in student perception related directly to the program.
Study Question 1: To What Extent Did the Program Affect Overall Student Discipline
Referrals?

Studyquestion 1 was addressed through the analysis of osardént disciplineeferral
data for the two years of the study, as compared to owtudkent disciplineeferral data for the
school year immediately preceding the study. These data reveadmifiaant increase in
overall student discipline referrals in each of the first two years of program implementation,
suggesting that the PBIS program was ineffective in reducing ogerdint disciplineeferrals.
As discussed in Chapter 4, howeveeg dhline SIRS module through whicttudent discipline
referrals are documentedthe subject school wdsst introduced at the start tfie school year
prior to program implementation. It is possible that user unfamiliarity with the module, which
wasinitially reported bystaff members to be tirr@nsuming, led to minimalsage and lower
documentation of student discipline incitem the initial year of implementatiorn that case,
overall student disciplineeferraltotals may have been affectegldn increase, over the
evaluation period, in user familiarity with the SIRS system and an increase in the speed at which
staff members were able to input incidents as they increased their skill with the online platform.
It is possible, if not likelythat some indeterminate numbersitident disciplinéncidents were
simply not document ed,anduhatiovergbtutemtaliscplineetereaimé s i n f

totals might have been expected to increase over the evaluation period for this reason alone



Study Question 2 To What Extent Did the Program Affect Discipline Gaps Racial
Disproportionality) in Student Discipline?

StudyQuestion 2 was addressed throughahalysis of quartiative student discipline
referral data as disaggregated by fetticity, gender, and special education (SPED) status
compared to the same HPeogram data An analysif these databy student disciplineeferral
percentage (portion of overalludent disciplineeferrak attributable to each subgroupyealed
a decrease in the overall percentagdistiplinereferrak attributable té\frican American
studentssuggesting a program outcome consistent with program goals. The decreasestva
significant for Minor incidents. For Major incidents, the overafcpntage attributable to
African Americanstudents declined slightlyaioweverthe percentage represented Afyican
Americanboys increasedThe percentage of discipline reports representing Asian students
increased for both MajandMinor incidents.

Despite thee positive program outcomebscipline gaps persisted at the subject school,
though they declined slightly over the evaluation period,Afndan American American
Indian, and Special Education students continuedtount for percentages$ student discipline
referralswhich significantly exceeded their enroliment percentagdéscan-American students
continued to account for a significant majorityMéjor disciplinereferrals, as well as for a
significant majority of reported Mindatisciplineincidents. Special Education students were
similarly at risk for excessive discipline referralben utilizing this type of data analysis

In order to control for excessive discipline reports related to one or more frequently
referred studengs well as fostudent disciplineeports entered primarily for purposes of data
collection (related to SPED or behavior management processes), disaggregated student discipline

data was utilized to calculate ristdicesand risk ratios for each subgroulm risk ratio

13¢€



calculation, Asian students were utilized as the comparison group, as this subgroup comprises a
significant majority at the subject school. These data revealed outcomes consistent with program
goals, and suggested that discipline gaps westaced significantly over the evaluation period.
Risk ratios for all minority subgrouppsAmerican IndianAfrican American and Hispanié
declined by an average of 76%, in Year One of the program. The risk ratio for Special Education
students declinesimilarly, by 68%, in Year One. Risk ratios for American Indian and Special
Education students declined further in Year Two, while risk ratioAfiican Americanand
Hispanic students remained stable. Although risk ratios for all subgroups remaatst ran
1, these declines represented a significant targeted outcome for the program under evaluation.
Study Question 3: ToWhat Extent Did the Program Affect TeacherPerceptions and
Practices with Regard to Student Discipline?
StudyQuestion 3 was addressed through the analysis of quantitative data regarding the
nature of student discipline referrals and assigned consequences, as well as through qualitative
teacher survey data.
Quantitative data revealed several shifts in the paitstudent disciplineeferrals which
may have been related to program goals. In particular, there was a decline in the percentage of
student discipline ef erral s rel ated to more subjective o
ABul | Wiudey distipier ef erral s for ANoncompliance, 0 hc
case of subjectivdisciplinereferrad such as fADi srespeAfricadb and fANon
Americanstudents continued to account for a disproportionate percentage of these reports.
Quantitatve cata related to assignédkciplinaryconsequenceevealedan increase in the
use of the restorative practice fApeer medi at.

out-of-school and irschool suspensioradii T i me d@eiuse of the target@atervention



ARestriction of Scho edirectédcomputer driPadadress, gructured | o s s
recess, loss of a privilege) increasasldidthe use of Written Reflections (a restorative practice
introduced through professional developrnat the start oYear Twqg. African American

students, however, remained the most likely to receive disciplinary consequences which resulted

or which may have resulted in lost exposure to instruction (ISS, Suspension, Time Out).

Staff survey data, whenewed in comparison to pfgrogram data, revealed a decline in
perceptions of clarity surrounding rules and expectations for student conduct, as well as a
significantdecline in the perception of administrative enforcement of student expectations and
admnistrative support of teachérs e f f o r t studend dism@inenthealasaroomA
variety of factors, including teacher turnover and individual teacher experiences with various
administrators, mightavecontributel to thisdecline Additionally, althoughteachers generally
perceivedhat students understood expectations for conduct, a lseveentage of teachers in
Year Twoagreed that students were follogibhehavioral expectations than #regram

Additional staff survey dataf which no preprogram comparison data were available
suggested that the program may have been successful in influencing staff perceptions as desired
by stakeholders regarding equity in student discipline, regarding the importance of maintaining
instructonal time when handlingtudent disciplinéncidents, regarding the value of restorative
practice, and regarding culturally responstedent disciplin@ractices. Staff responses to
these questions were positive for the implementation of classbasetpreventative and
responsive restorative practices, as well as for efforts to reduce lost instructional time related to
behavior management. Several staff members, however, expressed concerns that severe
disciplinary issues were not being handled senoesbugh, and that students were being given

At oo many chances. 0
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Study Question 4: ToWhat Extent Did the Program Affect Student Perceptions of
Discipline Practices?

StudyQuestion 4 was addressed through the interviews conducted by the primary
investigaor with four fourth and fifth-grade students at the subject scha@aliiding questions
were utilized to ensure consistency of topic, and students were encouraged to discuss their
perceptions of the program and of disciplinary equity in the subject ssfitiolg. Students
expressed minor concerns regarding fairness, most grounded in teacher misunderstanding or
failure to provide opportunities for student explanation, and one shared that he felt some students
were treated differently than others. Allvver, generally perceived student discipline as fair
and the universal PBIS expectations as reasonable. All had participated in and had generally
positive feelings about restorative classroom circles. None perceived significant changes in
disciplinary @uity over the program evaluation period.

Study Implications

As discussed in Chapter2searcherkave explored three potential areas of explanation
for racebased discipline gapsThese include: (1) theotential thaminority students actually
engage in a greater number of inappropriate behaasotise result of ethnicityocioeconomic
status, or low academic achievement; (2) the intentional or unintentional application by teachers
and school authorities of stereotypes and biased culturat&tons; and (3) crossultural
misunderstanding (Kinsler, 2011; Nichols, 2004; Rong, 19B@&search has consistently ruled
out studenspecific factors such as race, poyedr poor gradesas studies controlling for these
factors have found thatgliipline gaps nonetheless persist (Gregarmgl., 2010; Skibat al.,
2002). Researchers investigating teacher bias and culturahatching have generally found

that student discipline reports vary in predictable ways based on the race and geratdrens
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and studentsowney & Pribesh, 200Nl oltemeyer et al., 2012)Additionally, research has
estdlished the tendency of referrals for minority students to be based on subjective infractions,
rather than onlgectively-observable behaviors (Skibaas., 2002).

The current study did not disaggregate student discipline referrals by individual teacher,
and thus did not seek to examine the effect of teacher ethnicity on student discipline. However,
the current studglearlyreplicated research suggestthat African American students tend to be
disproportionately referred, in particular, for disciplinary violations involving subjective teacher
judgment Ainoncompl i ance, 0 fAdi sr eAdditienally, thécurfepthy si c al
study suggeste@s have others, that even effective PBIS systems are insufficient to eliminate
discipline gaps, and that elements of cultural responsiveness must be added to ensure the
equitable application of student discipline practices.

Similarly, study data was consent with prior research regarding the impact of student
teacher relationships and student tethers to school (Brown & Evans, 2002; Hawkins, Smith, &
Catalano, 2004; Kenneelyewis, 2013). Qualitative student interview data confirmed the
importance of authwic relationships and of teacher expectation, as well as the importance of
student perceptions of equity in discipline praetid he students interviewed witltime current
study identified, without exception, the teachers who held them to high staaddrdsnsidered
their point of view as those who were the most effective and as those who had the greatest
impact onboth their academic and behavicsatccess.

Finally, the current sidy suggested that, while restorative practice and culturally
responsive instruction have the potential to reduce discipline gaps, these must be implemented
with fidelity and consistency in order to have sustained impact. Teacher survey data suggested a

heightened understanding regarding the existendesoiplinegaps, as well as growing
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awareness that discipline gaps are undesirable. Most teachers reported attempts to implement

culturally responsive and/or restorative classroom management practices; however, these tended

to be relatively superficial forexamplefi hol di ng al | st udeusihgs t o
student r ef | ec torenmgaging n octasional nldssraorm @relds.sWhde these
practices are a step forward, they do not encompass the cultespynsive pedagogy
described by resedrers such as Pane (201@Jjo envisioned teachers becoming familiar with

students6 cultures, discovering studentso

student, and engaging in efforts tovestonnect

their classroom experienceslthough thedata gathered in theurrentstudysuggested that
teachers were open to these idesml that teachers were more aware of both the existence of
inequity and of the existence of restorative practittessydid not show implementatioof
culturally responsive practicegth depth and fidelity, nor did they show that restorative practice
was ‘et effecting an impact ogisciplinary equityin the participating school setting.
Recommendations

As the result ofhis study, recommendatis were made in two categories:
recommendations fgractice andecommendations fduture study.
Recommendations for Practice

In the area of practice, the following recommendations were m@AJénplement
ongoing professional development designed to build capacity among staff to engage in
preventative primary student behavior management practices; (2) implement ongoing
professional development designed to raise cultural awareness amongstaEnnand to build

capacity among staff members to utilize culturally responsive student discipline practices; (3)

145

he

r

S



engage staff members and school administrators in refining sei®IPBIS program goals and
practices.

This study highlghts the potentidbr reducingdisproportionalities in student discipline
through a combination afwell-structured PBIS program atite use of restorative and
culturally responsivetudent disciplingractices.Initial professional development in Year One
of this studyfocused on raising awareness regarding discipline gaps and their converse relation
to achievement gaps, and restorative practices were not implemented until Year Two. Even
without a significant focus on culturally responsive student discipline pradtegsrticipating
school saw, in Year One, an immediate reduction inimgdicesfor minority students.

Analysisof global student discipline data, without accounting for the effect of repeat
discipline referrad for single studentgeveatdthe existence of discipline gaps, and iis#tices
alsoreveddc ont i nued, though reduced, disproportion
of fender so i n t he AficabhAmericanstusients, even for sbgettivtelyn g ar e
verifiable offensessic as Afi ghting, 06 the possibility of
must be addresseBoneshefski and Runge (2014) suggested that an appropriate response to
disparate behavior in a SWPBIS system would be the revision of utilized interventiossr® as
cultural appropriatenessvoving forward, additionaand ongoing professional development
surrounding preventative practices, well as surrounding ti@plementation of both restorative
and culturally responsivelassroom management practices @clzootwide basis, should be
undertaken. Ideally, all teachers and administrators would utilize preventative and responsive
classroom management and student discipline practices which are culturally relevant to students,
utilizing language, music, and iges that are compatible with student culture and relatable to

students.
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Studentsdé perceptions of their teacherso

c

studentso6é perceptions of efficacy, eqswity and

preventative and responsive student disciplinary procedures (Lewis, 2001). According to Lewis
(2001), students respond most positively to, and believe in the efficacy of, a social justice
approach to misbehavior focusing on the provision of posiivdorcement and on the

involvement of the students themselves in accepting responsibility and determining appropriate
reactions to misbehavior. Robertson (2006)
responses to teachers who refrain from ahattarian stance, for teachers who establish their
concern and care for students, for classrooms in which teacher and students hold high
expectations for one another, for teachers who refrain from bias or prejudgment, and for teachers
who engage in studécentered, respectful, and patient disciplinary practices. These research
findings were replicated in the student interview data collected during this study.

Staff members at the participating school would benefit from ongoing professional
developmentegarding studerntentered primary (Tier 1) behavior management practices.
Professional learning in this regard should be structured to encourage collaboration among staff
members, and to raise awareness and confidence in relatiyasi®g and highly respsive
student behavior management practices. Study data revealed that participating staff had begun a
shift from consequeneeased/punitive student discipline practices to more restorative and
communitybased practice, and this momentum should be cadithrough the presentation of
well-designed and researblased professional learning. In additiantiie extent that continued
disproportionalities may result from staff bias, geeticipatingschool should consider the
provision of professional devglmenti ideally presented by an outside/objective facilitatiar

include awareness of onedbs own culture and t
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well as professional development focusing on the validation of other cultures and interaction
with students without bs (Boneshefski & Runge, 201@pnsoulin, Zablocki, & Leone, 2012;
Pane, 2010).

Finally, theparticipatingschool would benefit fromollaborative efforts to define and
clarify PBIS program goals and the roles of all stakeholdstaff survey results suggested some
discomfortwith and/or a lack of perceived clarity BBIS program foci, as well as a declining
perception ochool administratasupportin managing student behaviof hesestaff
perceptions must be addressed in otddurther PBIS program goalier | professional
development, as defined by Gonsowdiral.(2012), began in conjunction with the current study,
and recommendations for its ongoing provisiondiseusse@bove. The participating school
should now bgin toengage staff in collaborative training and whsiaff work to define and
apply consistent vocabulary and positive behavior reinforcement struatuoss school settings
(Gonsoulinet al, 2012). Additionally, staff members and schbaked admistrators should
engage in Tier Il professional development to define available support structures for ongoing
problem behaviors, as well ager Il professional developmerggardinghe student needs and
barriers (e.g. language barriers, mental headtleiss peci fi ¢ t o the particip
student populatiofgGonsoulin et al., 2032

Collaborative efforts among the PBIS Committee, schaasled staff, and school
administrators should focus on defining PBIS program goals and procedures, tgirmtgatid
implementing a common language of practice, and identifying and building capacity to utilize
support structures for targeted students and/or identified behaviors. These efforts will improve
perceptions of clarity, perceptions of collaboration smglport, and perceptions of appropriate

responsiveness to intense or problem student behaviors.
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Recommendations for Future Research

In the area of future research, three recommendations were made: (1) research regarding
the effect of wholeschool restative practice on discipline gaps at the elementary school level;

(2) research regarding the impact of student discipline practice on student exposure to academic
instruction at the elementary school level; and (3) research regarding impact of studglirelisc
practice on student achievement at the elementary school level.

Thereexists a relative paucity of research examining the efficacy of PBIS as a method for
reducing discipline gaps in the elementary school setting; however, the limited research that
exists suggests that PBIS alone is not sufficient to eliminate racial disequities in student
discipline (Boneshefski & Runge, 2014; Pane, 200M)e currenstudyexamined the
effectiveness of a PBIS program to reduce discipline gaps when combined with restorative
practice, and found that discipline gaps were reduced significantly, but not eliminated, over the
two-year study periodWithin the current study, howeneestorative practice was implemented
only in Year Two, and not on a mandatory schome basis. Future research involving the
schootlwide implementation of restorative practiaager a more significant time period to
examine the effect of this type iniitiative on discipline gaps is recommended.

Although the PBIS program evaluated in this study emphasized the prioritization of
instructional timeduring student behavior managementrecognition of the converse alignment
of student discipline gaps astudentachievement gaps, the effect of student discipline on
exposure to academic instruction was not specifically addressed in this study. Research focusing
directly onthe effect ofexclusionarystudent discipline practices on exposure to academic

instruction, and specifically research focusing on the instructional time lost by individual



students as the result of various assigned disciplinary consequenaéssignificantly enhance
this body of work.

Finally, there is a significant body of reseasthrounding the relationship between
discipline gaps and student achievement gaps; however, the vast majority of this research is
situated at the middle school and high school level (Arcia, 2006; BoviAaant & Lewis, 2008;
Gregory et al., 2010). Futuresearch is recommended regarding the effect of discipline gaps on
student achievement gaps at the elementary school level, and on the impact of reductions in
discipline gaps on student achievement. The current study did not attempt to connecidenhance
equity in student discipline to changes in individual student or subgroup academic achievement;
however, this is a logical next step in advancing the issues addressed through this study.

Conclusion

Mandated by the federal government and spurred by reséawing the connections
between suspension from school, reduced academic achievement, and ultimatelyt crogh
involvement in the criminal justice system, school districts nationwide are seeking ways to
reduce, in particular, the disproportionate susipensf minority students. The discussion
surrounding this topic tends to focus on middle and high schools, where the vast majority of
suspensions are enacted. Exclusionary student discipline practices, however, begin at the
elementary school level, whettee disproportionate impact of student discipline practice is seen
in the overrepresentation of minority-student
school suspension, and other practices which remove these students from academic instruction
Recognizing the broad implications of elementary school systems which fail to prioritize equity
in student discipline, this program evaluation analyzed the impact of a PBIS program which was

designed and implemented in an effort to reduce dispropditieaan student discipline.
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Although the program was not successful by every measure, it did serve to significantly reduce
the disciplinary riskndicesof minority students in the subject school set@md to increase

awareness of equity issues and competence with restorative practices among school staff. These
positive program outcomes provide strong support for further program refinement and for the
combination of strong PBIS programming with reatme and culturally responsive practices in

this and other school settings.
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