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ABSTRACT 

 

 

 In schools across America, school safety and student discipline remain primary concerns 

for all stakeholders in the education process. Researchers and educators suggest that 

implementing a school-wide discipline plan tailored to meet the needs of a particular school 

setting is one solution to the complex behavior management problem. The limited research on 

the actual impact of using a school-wide discipline program in specific school settings indicates 

that further investigation regarding these programs is warranted.  

The primary purpose of this longitudinal study was to gain insights and understandings of 

the implementation of a comprehensive behavior management program, Discipline with Unity, 

within a specific primary school setting in Southwest Georgia across a three-year time frame, 

2005-2008. The goal was to assess the impact of program implementation on (a) student 

behavior, (b) teachers’ perceptions toward behavior management, and (c) school climate. 

Revelatory themes emerging from teachers’ narrative comments along with consequences, both 

intended and unintended, of program implementation were also identified and discussed. 

Furthering research in this area should add information to the existing body of knowledge 

regarding the process of developing and implementing a positive school-wide discipline 

initiative oriented toward preventing behavior problems. However, the results of this study may 

not be generalized to other settings. 

The descriptive case study utilized a mixed methods non-experimental research design 

with an emphasis on qualitative approaches to data analysis. In-depth interviews and focus group 

discussions were the primary sources of data collection and allowed the researcher to gain access 

to more descriptive information while providing insight into teachers’ perspectives of program 

implementation. Qualitative data analysis techniques were used to derive themes and 

understandings of the behavior initiative. Details of a story emerged throughout the guided 

inquiry process to describe program implementation as perceived by school staff. Quantitative 

data were collected through office discipline referral data, school-administered discipline 

surveys, and district-administered Correlates of Effective Schools Staff Perception Surveys. 

Descriptive statistics, frequency distributions, independent t tests, and one-way between groups 

analysis of variance (ANOVA) were performed to help analyze and evaluate the school-wide 

program’s impact.  

 xvi



A variety of factors appear to have influenced the implementation of the comprehensive 

Discipline with Unity behavior management program. Results of the investigation indicated that 

this school-wide initiative brought about a number of changes in beliefs, teaching approaches, 

and discipline. Findings also suggested that implementation of the school-wide program had a 

generally positive impact on student behavior, teachers’ perceptions of behavior management, 

and school climate. However, concerns regarding program implementation were also identified. 

Several of the prominent themes related to the outcomes of the study were the chronic offender, 

consistency in program implementation, and resistance to change. Specifically, recommendations 

were offered for the school-level educational practitioners implementing the program, district-

level personnel, and future researchers in the process of school-wide behavior management 

program implementation.  
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CHAPTER 1 

 

INTRODUCTION TO THE STUDY 

 

 

In schools across America, school safety and student discipline remain primary concerns 

for all stakeholders in the education process (Gallup, 2003, Miller, 2004; Rose & Gallup, 2006, 

2007). Student conduct impacts both the quality of instruction delivered and the safety of the 

school environment. In order for teachers to teach effectively and students to derive full benefit 

from that instruction, an environment free from distractions and causes for fear is essential. 

America currently invests an estimated $500 billion annually in educating its fifty million 

students (U.S. Department of Education, 2004). Implementing programs that reduce problem 

behaviors, promoting school safety and student achievement, would help to ensure the most 

effective use of those considerable financial resources.  

Educational stakeholders, researchers, and the media continue to call attention to the high 

incidence of serious behavior offenses in schools (e.g., drug use, insubordination, intimidation, 

cheating, and truancy). These incidents consume innumerable hours of classroom time and result 

in nearly two million suspensions a year (Marzano, Pickering, & Pollock, 2001). Each month 

approximately 3% of students or faculty in urban schools, and 2% of students or faculty in rural 

schools, are robbed or physically attacked (Gallup, 2003; Miller, 2004). Although major 

incidents such as those involving weapons, drugs, and gangs occur, greater daily concern exists 

regarding the more common misbehaviors, such as disrespect and simple noncompliance, that 

continually disrupt the flow of instruction (Sprague, Walker, Golly, White, Myers, & Shannon, 

2001). Researchers have found that almost 50% of all classroom time is lost to non-instructional 

activities, and dealing with discipline problems takes a large portion of this time (Cotton, 1991, 

1995; Marzano et al., 2001; Rosenberg & Jackman, 2003).  

In American society, educators generally believe that schools are responsible for both 

preparing students academically and helping to develop their socialization skills so that they will 

be better equipped for adult life (Hammond, 2005). Equipping students with these skills requires 

uninterrupted instructional time. Educators recognize that an effective discipline program 

safeguards instructional time and can potentially play an important role in ensuring teacher and 

student success. Researchers maintain that successful discipline strategies are necessary, 

although not sufficient, conditions to (a) ensure the safety of students and staff, (b) provide top 
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quality instruction for all students, (c) promote student achievement and appropriate conduct,   

(d) increase teacher retention and morale, and (e) improve the overall effectiveness of the school 

(Alderman, 2000; Hammond, 2005; King, 2004; Scott, 2003). To be effective in helping to 

reduce discipline referrals, interventions with students having behavior problems must occur as 

early as possible (Scott, 2003).  

As implied, educators and the public generally agree that too much time and energy is 

devoted to classroom management techniques and discipline interventions. In the past, schools 

have used multiple behavior management approaches such as Assertive Discipline, Effective 

Behavior Support, Behavior Modification, and Positive Discipline to address discipline issues. 

Although these programs have been effective in specific situations, concerns regarding discipline 

problems continue to escalate. To address these growing concerns, school officials are 

encouraged to develop and utilize programs that have been proven to decrease misconduct in 

settings similar to their own.  

Researchers and educators suggest that implementing a school-wide discipline plan 

tailored to meet the needs of a particular school setting is one solution to the complex behavior 

management problem. School-wide behavior support programs that include school-wide 

procedures for behavior management as well as classroom procedures, non-classroom 

procedures, and individual student procedures have demonstrated great potential as means of 

effectively preventing and dealing with disruptive and violent behavior (Safran & Oswald, 2003; 

Wheeler & Anderson, 2002). Decision-making as part of the school’s overall behavior planning 

process is also aided by the implementation of clear systems of positive behavior support across 

the school (Scott, 2003).  

Focus of the Investigation 

A review of the literature indicates that many unanswered questions remain regarding the 

results of implementing school-wide discipline programs. The limited research on the impact of 

using a school-wide discipline program in particular school settings indicates that further 

investigation concerning these programs is also warranted. The purpose of this research study 

was to assess the impact of the implementation of one specific comprehensive school-wide 

discipline program on (a) student behavior, (b) teachers’ perceptions toward behavior 

management, and (c) school climate.  
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 I chose the Discipline with Unity school-wide behavior management program as the 

focus of this investigation because of my concerns with school climate and the lack of 

consistency and clarity that often plague the discipline referral process. Due to (a) an excessive 

number of discipline referrals and (b) growing concerns regarding student discipline and school 

climate, this specific discipline plan was developed and implemented at a primary school in rural 

southwest Georgia during my second year serving as Assistant Principal. Prior to the 

appointment of a new administrative team in 2005-2006, the procedure commonly used by many 

staff for dealing with difficult students was to send them directly to the office, expecting them to 

be punished or to have the administrator “put a little fear into that child so that he/she would 

behave.”  Frequently, students arrived at an administrator’s door without any discipline referral 

form and reported that they weren’t sure why they were sent or that the teacher had sent him/her 

to the office because he/she had not done what the teacher asked.  

The administrative team was interested in finding out more about why this was the 

accepted procedure for dealing with many minor misbehaviors. Through talking with staff, 

administrators found that teachers often reported that their job was instruction and that they did 

not have the time to deal with disruptive students who kept them from teaching and other 

students from learning. The annual staff perceptions survey administered by the district in spring 

2006 also indicated that improving student discipline was one of the teachers’ primary concerns. 

However, at that time the school had no structured guidelines for the discipline referral or 

behavior management process. The need to develop a plan that would clarify administrators’, 

teachers’, and students’ roles in the discipline process was apparent. The need was confirmed by 

school climate surveys, classroom observations, and conversations with teachers. As a result of 

these findings, the school’s Better Seeking Leadership Team decided that the issue had to be 

addressed, and a behavior consultant was brought in to help the school develop a comprehensive 

school-wide discipline plan. 

 Discipline with Unity is based on the De-Escalation Model (see Appendix A for model) 

which is “comprehensive in design and broad in its application” (Alderman, 2004a, p.7). The 

model places its emphasis on preventive practices and realistic referral procedures. Discipline 

with Unity is also based on effective schools research and requires a strong commitment to 

procedures from all school personnel. The five key components of the model include 
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(a) prevention, (b) positive interventions, (c) the assertion that students will accept discipline 

although they will not accept disrespect, (d) behavior problem-solving, and (e) referral of 

chronically disruptive students. A review of the research literature also reveals that these five 

components are common elements in effective school-wide behavior management programs. 

According to Alderman (2000), the Discipline with Unity program developer, a 

commitment to procedures is often the missing link in mismanaged, poorly disciplined schools. 

Furthermore, he states that based on his research and experience in over 1,500 classrooms and 

over 600 schools, effective discipline, the quality of teacher-student relationships, and their 

understanding of the school’s discipline system are inseparably connected (Alderman, 2000). 

Clarity, consistency, and commitment are identified as essential elements in establishing a 

successful discipline program. Discipline with Unity emphasizes all three factors. The process-

oriented approach to establishing and maintaining good discipline also involves all stakeholders 

and is based on the premise that the foundation of an effective school-wide discipline program is 

unity—unity of purpose, planning, and people. “Just as it takes an entire village to raise a child, 

it takes an entire school with everyone working together to teach a child” (Alderman, 2000, p. 8).  

 This mixed methods study with an emphasis on qualitative approaches to data analysis 

examined discipline referral numbers and patterns, staff surveys, and teachers’ narrative 

comments to assess the impact of the implementation of a comprehensive school-wide behavior 

management program on student behavior, teachers’ perceptions toward behavior management, 

and school climate. This first chapter introduces the study. 

Background of the Study 

Educators and the general public identify the lack of school discipline or, more 

specifically, the management of problem behaviors, as the most persistent and perhaps the most 

challenging issue confronting schools today (Algozzine, 2002; Algozzine, Audette, Ellis, Marr, 

& White, 2000; Colvin, Kameenui, & Sugai, 1993; Rose & Gallup, 2007). Many teachers report 

that they are losing control of their instructional environment and that they often spend as much 

time on discipline as they do on instruction (Rosenberg & Jackman, 2003). School personnel are 

facing an escalation in off-task and extreme problem behaviors (e.g., physical and verbal 

aggression, bullying, theft, and substance abuse) that have an obvious effect on school and staff 

safety (Miller, 2004; Walker, Colvin, & Ramsey 1994). School district data have indicated that 
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to address behavior problems, teachers are resorting to administrative intervention and 

disciplinary removal of students at increasing rates (Rosenberg & Jackman, 1997, 2003). 

Moreover, recent mandates (e.g., Safe Schools, Reading First, Individuals with 

Disabilities Education Act [IDEA], and No Child Left Behind) have increased expectations that 

schools will provide for the educational needs of all students, and at the same time create safer 

learning and teaching environments. Achieving these expectations is difficult in the context of 

declining resources, numerous competing program initiatives, fewer qualified personnel, and less 

available time to focus on each required program (Sugai & Horner, 2006). Therefore, identifying 

effective approaches to establish school environments that address problem behavior in a 

positive, preventative manner at the individual student, classroom, and school-wide levels is 

essential. Sugai et al. (2000) stress the importance of designing discipline systems to ensure 

student and staff success, not just to control problem behavior. Researchers agree that an 

effective discipline model is an important factor in the overall effectiveness of a school (Duke, 

1986, 1993; Gottfredson, 1987; Gottfredson, Wilson, & Najaka, 2001; King, 2004; Lezotte, 

1991; Nakasoto, 2000; Pepperl & Lezotte, 1999).  

Teachers and administrators have a history of trying to find simple, “fix-it-quick” 

solutions, often punitive in nature, to complex behavior problems. However, research shows that 

these attempts have not been successful (Bear, 1995; Edwards, 1994; Lipsey & Wilson, 1993; 

Mayer, 1995; Metzler, Biglan, Rusby, & Sprague, 2001; Wolfgang & Kelsay, 1995). Reviews of 

research on school discipline conclude that orderly schools require more than rules and 

punishments (Duke, 1986; Maag, 2001). Behavior management efforts have stressed that there is 

no one specific intervention that can address the complexity of school-based behavior problems 

(Colvin et al., 1993; Lewis & Sugai, 1999; Rosenberg & Jackman, 1997, 2003; Walker et al., 

1994). Instead, each school must be viewed as an all-inclusive system in which educators, 

parents, and service personnel come together to develop the means to prevent, respond to, and 

resolve problem behaviors. It is important that educators collaborate to design and implement 

their own management plan tailored to meet students’ needs at the individual school site. 

Coming together to develop a universal plan that addresses the behavioral needs of all students in 

a proactive and positive manner is essential if a comprehensive behavior management system is 

to succeed (Rosenberg & Jackman, 1997, 2003).  
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An emerging data-base has shown that implementing universal systems of school-wide 

behavior support, rather than punishment, has a positive impact. According to Warger (1999), 

when schools implement a unified school-wide discipline plan, they can expect the following 

outcomes: (a) improved student behavior, including time on task; (b) increased instructional 

time; (c) decreased discipline issues and office referrals; and (d) improved staff and student 

attitudes. Findings from research at the elementary school level support these conclusions 

(Horner, Sugai, & Horner, 2000).  

Classroom management and discipline have recently received much attention in the 

professional literature; however, additional research addressing school-wide discipline models 

across and within specific school settings with increasingly diverse student groups is clearly 

warranted (Marr, Audette, White, Ellis, & Algozzine, 2002). Researchers have applied various 

approaches to deal with disruptive behavior (Queen, Blackwelder, & Mallen, 1997). Most of the 

early behavior support programs have focused on decreasing problem behaviors. Few focus on 

the effects of proactive school-wide implementation (Kellam, 1999; Nelson, Martella, & Galand, 

1998; Scott 2003)). It is within this context that I elected to assess the impact of the 

implementation of a comprehensive school-wide discipline program on student behavior and 

teacher perceptions of school discipline. 

Statement of the Problem 

Limited research is available on the actual effect of using comprehensive school-wide 

discipline plans within individual school settings. Therefore, my goal was to assess the 

implementation of one such comprehensive school-wide program, Discipline with Unity: 

A School-wide Discipline Plan, in relation to its impact on (a) student behavior, (b) teachers’ 

perceptions toward behavior management, and (c) school climate within a primary school 

setting. I had served as Assistant Principal at the first and second grade school for one year prior 

to program development and for the first two years of program implementation. An analysis of 

teachers’ narrative responses from the annual school district staff perceptions survey given at the 

end of the school year prior to program implementation (i.e., 2005-2006) indicated that discipline 

was a primary concern for the instructional staff.  

After reviewing this information and talking with other school staff, the teachers and 

administrators decided to pursue the development and implementation of a school-wide 

discipline plan. Their goal was to develop a plan that would decrease office referrals and hold 
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students more accountable for their behavior and teachers more accountable for addressing 

behavior issues. The team was also interested in a school-wide discipline plan, rather than 

multiple models of discipline, that would promote staff unity and reduce the amount of teacher 

and administrative time spent on student behavior and school discipline. The team also believed 

that the lack of a clear, consistent discipline plan was negatively impacting student achievement 

and educator morale because of the excessive amount of time teachers and administrators were 

spending on discipline issues and the extensive number of students referred to the office for 

misconduct. My concern was to reduce the number of office referrals and the concerns that 

teachers have in deciding how to deal effectively with behavior problems. Ultimately, my 

interest was to determine the plan’s impact on student behavior, teachers’ perceptions toward 

behavior management, and school climate. 

With the support of the faculty, the Discipline Leadership Team selected the Discipline 

with Unity Model because of its emphasis on teaching students to behave responsibly and 

respectfully while accepting responsibility for the choices made. To develop a plan that would 

best meet the school’s specific needs, the Discipline Leadership Team decided to solicit the 

guidance of a behavior consultant who had previously worked with the school district to examine 

the school climate at each of the five schools within the district. The consultant, who is also the 

model’s developer, facilitated the Discipline Leadership Team in generating a school-wide 

discipline plan based on the Discipline with Unity (De-Escalation) Model. The consultant and his 

staff also provided technical assistance and in-service for faculty members during the first two 

years of program implementation. The in-service sessions were designed to (a) clarify the 

program’s key components, goals, and implementation procedures; (b) help teachers identify 

their classroom management strengths and areas in need of improvement; and (c) provide 

teachers with preventive discipline strategies and classroom management techniques designed to 

help improve student misbehavior.  

As stated, the study was conducted to assess the implementation of a comprehensive 

school-wide discipline plan (i.e., Discipline with Unity) within a specific primary school setting. 

The impact of the discipline plan on student behavior was assessed, in part, by tracking the 

number and patterns of discipline referrals from teachers to school administrators per academic 

year over a 3-year period (i.e., 2005-06, 2006-07, and 2007-08). An analysis of teachers’ 

narrative comments made during in-depth interviews and focus group discussions in spring 2008 
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provided additional evidence. To determine the program’s impact on teachers’ perceptions 

toward school discipline and program implementation, information from (a) teacher interviews 

and focus group discussions regarding the Discipline with Unity program; (b) the Correlates of 

Effective Schools Staff Perception Survey given to all school district staff in 2006, 2007, and 

2008; and (c) the staff discipline survey administered at the school site in spring 2007 and 2008 

were analyzed.  A clearer picture of the program’s impact on school climate was determined 

through examining the (a) staff perceptions survey results, (b) school discipline survey results, 

and (c) teachers’ narrative comments made during in-depth teacher interviews and focus group 

discussions. To provide a more accurate presentation of research findings, I used multiple 

sources of qualitative data as well as sources that were quantitative in nature.  

Significance of the Study 

School discipline and classroom management problems continue to be of great concern to 

teachers, administrators, parents, and students. In many schools, teaching and learning are often 

disrupted by problem behavior, and lack of discipline can negatively impact the success of a 

school. Numerous articles have been written discussing components of classroom discipline. 

Fortunately, the literature provides evidence of successful classroom management and school-

wide discipline practices for establishing safe and effective classrooms and schools (Dwyer, 

Osher, & Hoffman, 2000; Mayer, 1995; Metzler et al., 2001; Safron & Oswald, 2003). Effective 

interventions and practices for addressing problem behavior have been acknowledged. However, 

continued and prolonged uses of these interventions and practices have not been consistent or 

widespread (Sugai & Horner, 2006).  

Creating an orderly and disciplined school environment with minimum disruptions in 

instruction is necessary, but not sufficient, for learning to take place. Consequently, many 

schools across the nation are striving to create effective discipline programs. By implementing 

effective discipline strategies, schools can preserve instructional time that is frequently spent 

dealing with behavior problems. Consequently, teachers will have more time to focus on 

teaching, and students will have more time to focus on learning. 

Research literature indicates that much needs to be learned about the overall impact of 

school discipline plans (Duke, 1986; Horner et al., 2000; Safran & Oswald, 2003). The literature 

also maintains that few efforts have been made to assess the contribution of school-wide 

discipline programs to school order and improving student behavior. Duke concluded that more 

 8



research on school discipline has focused on the effectiveness of the impact of various individual 

discipline strategies. Rarely have efforts been made to determine the effect of a comprehensive 

school-wide program change—the kind that may be brought about by the implementation of a 

school-wide discipline plan. 

 As the concern over student achievement and obstacles associated with increasing 

achievement grows, the need for effective school-wide student discipline models will likely 

continue to increase. However, more information is needed regarding the effects of 

implementing such programs in specific school settings. Through analyzing the qualitative data 

collected in this case study of a comprehensive school-wide discipline program, I hoped to make 

a contribution to the knowledge of alternative models of discipline strategies and provide 

information that might enable practitioners (i.e., educators, administrators, and decision makers) 

to improve their performance in dealing with problem behaviors and to evaluate their discipline 

practices more effectively. Finding out more about the perceptions and ideas of teachers 

regarding effective school-wide discipline practices and programs could also possibly suggest 

new answers to the question of which strategies and programs are successful in helping teachers 

handle behavior problems and reduce discipline referrals. 

Major Research Question and Related Inquiries 

The general question this study attempted to answer is: What were the results of 

implementing a comprehensive school-wide discipline program (i.e., Discipline with Unity)? 

More specifically, this general question encompasses several related questions which guided this 

inquiry: 

1. What impact has the implementation of a school-wide behavior management plan   

(i.e., Discipline with Unity) had on (a) student behavior (e.g., reducing student 

discipline referrals), (b) teachers’ perceptions toward behavior management, and        

(c) school climate?  

2. What revelatory themes emerge from teachers’ narratives of the implementation of a 

school-wide behavior management program? 

3. What are the consequences, both intended and unintended, of implementing this school-

wide behavior management plan? 
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Delimitation of the Study 

The study was limited to the entire student and faculty population at one primary school 

in a large, mixed urban and rural school district in southwest Georgia during the time frame 

2005-2008. The average yearly enrollment throughout the 3-year study was approximately 850 

students in grades one and two with approximately 57% of the students qualifying for free or 

reduced lunch. Eighty percent (61 out of 76) of the certified staff members had been employed at 

the school for at least 3 years when the study began. 

Limitations of the Study 

1. A limitation of the study may be that I served as the Assistant Principal at the selected school 

site and was involved in the development and implementation of the school-wide discipline 

program. I might possibly have brought my perceptions of the model to the analysis; 

however, efforts were made in the research design to control researcher bias.  

2. All staff may not have followed the school-wide discipline model’s guidelines in a consistent 

manner. 

3. Staff who had been employed at the school prior to program implementation and those hired 

at the beginning of the program’s initial development and implementation may have 

responded from a different perspective than new staff coming on board during the second 

year of implementation. Their varying degrees of familiarity with the school’s discipline 

history and frame of reference could possibly have affected their responses. 

4. In providing survey or open-ended responses, staff may have assumed that they could be 

perceived as ineffective by acknowledging discipline problems might exist in their 

classrooms and/or school. 

5. The analyses of data and staff perceptions might be generalized only to this specific school 

site, other that the generalities readers might surmise from the qualitative findings. The 

model may not be applicable in other schools. Therefore, the results of this study may be 

limited to schools most similar to the one used in this study. 

6. The staff discipline survey was not administered for the year prior to program 

implementation (2006). Therefore, a descriptive comparison could not be provided for pre- 

and post-program implementation using this instrument. Information could only be provided 

for the first two years of program implementation.  
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Assumptions 

For the purposes of this study, the following assumptions were made: 

1. The participants in this study were thoughtful and forthright in providing accurate responses 

to survey and open-ended questions upon which the study is partially based.  

2. All faculty would complete the annual discipline survey and staff perceptions survey. 

3. The participants were familiar with the school’s discipline needs and would follow the 

guidelines of the Discipline with Unity process. 

4. All staff would follow the guidelines of the Discipline with Unity process. 

5. The use of the Discipline with Unity School-wide Discipline Plan would lead to a reduction 

in discipline referrals, improved teacher perceptions toward school discipline, and a better 

school climate. 

Definitions of Key Terms 

Terms that are used in this study are clarified as follows: 

1. Teacher referral, also identified as a Student Conduct Document, refers to a document that is 

used by school staff to (a) write a description of the offense; (b) identify date, time, and/or 

place offense was committed; (c) identify disciplinary action taken or consequence; and 

(d) notify parent/guardian and/or administration of disciplinary infraction. The referral form 

can be written for any school or classroom violation committed on school property or at 

educational events including classrooms, hallways, cafeteria, buses, playgrounds, restrooms, 

assemblies, etc. 

2. Misconduct refers to an action that is considered improper behavior. This includes offenses 

that are committed during the school day or on school property (including bus transportation) 

that can be considered as disruptive behavior. 

3. Minor misconduct (Level 1 and 2 infractions) refers to an offense committed during the 

school day or on school property that is referred first to the classroom teacher and generally 

does not warrant referral to an administrator unless the misbehavior becomes chronic. 

Examples of behavior warranting Level 1 consequences include off-task behavior, blurting 

out, and horseplay. Examples of consequences may include a verbal warning and/or limit 

message. Examples of behavior warranting Level 2 consequences include not completing 

work, talking that interferes with the teacher’s teaching, and untruthfulness. Examples of 
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consequences include moving a student to another seat or time-out area, apology slip, 

behavior contract, and/or classroom time-out. 

4. Major misconduct (Level 3 infraction) refers to an offense committed during a school activity 

or on school property that is usually referred directly to an administrator. Examples of 

behavior warranting Level 3 consequences include major disrespect, fighting, aggressive 

behavior, chronic stealing, frequent disruption of instruction, and leaving school grounds. 

Consequences may include referral to a guidance counselor, administrator time-out, 

parent/student conference, parent shadowing, suspension, or expulsion. 

5. Classroom management refers to strategies and techniques used by the classroom teacher to 

establish a safe and secure teaching and learning environment. Examples include 

organization and planning, creating a positive classroom atmosphere, establishing classroom 

rules and routine classroom duties, and providing for rewards and/or consequences. 

6. School-wide discipline plan refers to a plan that is followed at the classroom level and 

school-wide level to deal with discipline issues. The plan identifies rules, expectations, and 

consequences for behavior. 

7. Data support system refers to a comprehensive student information source with pertinent 

student information, i.e., address, parent’s name, phone numbers, attendance records, 

academic records, teacher’s name, and discipline history. 

8. SASI - Student Information System is a comprehensive student information system developed 

by Pearson School Systems to help administrators and teachers electronically monitor, track, 

and report on student data and progress (e.g., student attendance, discipline, grades). 

9. De-Escalation Model refers to a behavior management model consisting of five components: 

prevention, positive intervention, assertion, problem-solving, and referral. The plan was 

developed by Dr. Terry W. Alderman and emphasizes preventive practices and realistic 

attention to referral procedures. 

10. Discipline with Unity School-wide Discipline Plan refers to a universal behavior support plan 

that (a) includes interventions which are safe, sensible, structured, and successful; 

(b) includes mechanisms to clarify expectations, establish procedures, improve consistency, 

elevate levels of supervision, and identify responsibilities of students, parents, teachers, and 

administrators; (c) promotes strong commitment to school-wide procedures; (d) offers tools 

for behavior problem solving; (e) identifies methods for evaluating plan performance; and 
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(f) provides a means of identifying aspects of the plan that need to be improved and/or 

modified over time. 

11. Discipline with Unity Leadership Team refers to representative groups of staff members and 

administrators who developed and are responsible for the implementation of the school-wide 

discipline plan with facilitation provided by the model’s developer who also served as 

program consultant. 

12. No Child Left Behind refers to a federal mandate for improvement in achievement and related 

measures for all sub-groups of students in K-12 public schools. 

Summary 

Limited research is available on the effectiveness of using comprehensive school-wide 

discipline plans within individual school settings. Therefore, a need for more research in this area 

was identified. My research focus was to determine the impact that the implementation of a 

comprehensive school-wide discipline program (i.e., Discipline with Unity) has had on  

(a) student behavior (e.g., reducing student discipline referrals), (b) teachers’ perceptions toward 

behavior management, and (c) school climate?  

Chapter One of this study introduces the topic and provides a background of the 

circumstances and activities leading to the selection of the Discipline with Unity model as the 

school-wide discipline program. It also provides information which indicates the need and 

purpose for the study, the statement of the problem, significance of the study, research questions, 

delimitations, limitations, assumptions, and definitions of key terms. Chapter Two presents the 

problem within the context of the related literature, and Chapter Three addresses the research 

methodology governing the study. Chapter Four discusses data collection and analysis results 

used for the study. In Chapter Five, conclusions based upon the findings are presented with 

implications for practice and recommendations for future study. 
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CHAPTER 2 

 

REVIEW OF RELATED LITERATURE 

 

 
For children to learn and teachers to teach, schools must be safe (Linquanti & Berliner, as 

cited in Safety in Numbers, 2002). Student behavior is one of the most important concerns for 

educators because of its overall impact on instruction and school safety. Much research literature 

explains the various aspects, causes of, and solutions to discipline problems. Having a better 

understanding of student misconduct and effective practices designed to help reduce misbehavior 

should help schools develop behavior management plans to ensure the safety of students and 

school employees. Effective discipline practices promote orderly conditions which are necessary, 

but not sufficient, to encourage student achievement. Brookover (as cited in King, 2004) 

suggests that the goal of educators should be to create a positive environment and an effective 

learning climate in which students are able to master academic skills, no matter what their 

socioeconomic or minority status may be. Researchers generally agree that the prevention of 

misbehavior to reduce its incidence and prevalence is a much better strategy than reacting to 

misconduct after it occurs (CECP, 1997; Cotton, 1990, 1995; Fitzsimmons, 1998; Lewis, 1993). 

Student misconduct can be regarded as one of the main problems that must be dealt with 

in public schools (e.g., Cotton, 1991, 1995; Miller, 2004; Warger, 1999; Wolfgang & Lynn, 

1995). To address this problem, school officials could encourage the implementation of behavior 

management programs that have been shown to decrease misconduct in similar settings. This can 

help to ensure the safety of students and staff, provide quality instruction for all students, and 

promote appropriate student conduct (CECP, 1997; Fitzsimmons, 1998; Scott & Hunter, 2001; 

Sugai, Sprague, Horner, & Walker, 2000; Wayson & Lasley, 1984). 

 The literature documents effective classroom management and school-wide discipline 

practices for establishing safe, effective classrooms and schools (Dwyer et al., 2000; Metzler et 

al., 2001; Nelson et al., 1998; Safran & Oswald, 2003). This literature also shows that in recent 

years numerous practices have been developed to deal with the problem of disorder in our 

nation’s schools. Some of the programs that have been implemented have generated positive 

results; however, to insure maximum success each school community should develop an 

individual plan tailored to address its own needs.  
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Discipline with Unity: A School-wide Discipline Plan, the program being assessed in this 

study, is a carefully structured school-wide behavior management program designed by a 

discipline leadership team to meet a specific elementary school’s needs. The plan is based on a 

De-Escalation model developed by the project consultant who also provided guidance during 

plan development and implementation. This type of program outlines a behavior management 

framework for administrators, teachers, and students and includes the key elements of an 

effective school-wide discipline plan (Alderman, 1999, 2000, 2004a, 2004b).  

To understand the scope of student misconduct and school discipline, this literature 

review approaches the topics from a broad perspective, working toward the implementation of a 

conceptual model within one specific elementary school setting. The literature review lays the 

foundation for why such a school-wide system is needed and discusses strategies for prevention 

of behavior problems. It also identifies school characteristics associated with discipline problems 

and important factors relevant to the development of a universal behavior system. Such systems 

are designed to address the challenges of reducing student misbehavior and increasing school 

safety while promoting effective school practices. The review provides a discussion of school-

wide discipline systems along with a brief overview of sample contemporary trends in school-

wide behavior programs, identifies similarities in effective school-wide discipline plans, and 

describes how some programs have been investigated to determine their strengths and areas in 

need of improvement. Examples of emerging discipline programs, their key components, and 

outcomes are discussed. Suggestions for measures to consider when evaluating intervention 

effectiveness are also identified. Finally, the review suggests that a number of questions 

regarding school-wide support systems, including Discipline with Unity, remain unanswered. 

The limited information regarding teachers’ perceptions of school-wide discipline plans and their 

effectiveness in reducing behavior problems warrants further investigation.  

Student Behavior Problems  

National concern about student behavior problems has risen sharply as reports of crimes 

occurring in schools have shocked the nation. Nearly one half of all parents (47%) surveyed in 

the fall of 1999 said they feared for their children’s safety at school, an increase from 24% in 

1977 (Gallup News Service, 1999). In poll after poll, behavior problems, lack of discipline, and 

student safety make the “top 10” list of concerns about public education. During the first 16 

years of its 39 year existence, the Annual Gallup Poll of the Public's Attitudes toward the Public 
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Schools identified "lack of discipline" as the most serious problem facing the nation's educational 

system. This barrier has ranked among the top three primary educational concerns for citizens 

throughout the remaining polling years. (Elam, Rose, & Gallup, 1996; Rose & Gallup, 2006, 

2007) In their multi-year multi-school study on managing adolescent behavior in middle schools, 

Gottfredson, Gottfredson, & Hybl (1993) acknowledged that violent or disruptive behavior in 

school harms both the misbehaving individual and the school community.  

Effect of Behavior Problems on Students   

It is difficult to determine the effect the atmosphere of violence has upon the 

learning of each student. Certainly when one is afraid of being shot, reading, writing, and 

arithmetic lose some of their importance. Even though a child may not be physically 

affected by violence, if he/she is forced to deal with the constant specter of violence, it 

can interfere with his/her education (U.S. Department of Education, 1993, p. 3). 

Although the majority of students will not experience extreme incidents of student 

misbehavior  during their school years, the frequency and intensity of such behaviors still 

disrupts the students’ learning environment and can overshadow the educational process for all 

students (Miller, 2004; Walker et al., 1994). Administrators and teachers report that behavior 

problems are the most common reason for the removal of students from classroom and school 

settings. If students are not present, their chances of succeeding either academically or socially 

are frequently compromised (Hofmeister & Lubke, 1990; Malone, Bonita, & Rickett, 1998; 

Miller, 2004; Todd, Horner, Sugai, & Colvin, 1999; Walker et al., 1994). 

School misconduct plays an important role in producing negative outcomes for students. 

Suspension, a common consequence for school misconduct, removes the student from the 

instructional setting and thus limits students’ opportunities to learn. Teachers may also lower 

their expectations for unruly students and limit their opportunities to learn by ignoring them or 

asking them fewer questions. Peers may also shun misbehaving students, causing them to seek 

out friendship among more deviant peer groups (Gottfredson et al., 1993). 

Extreme student misbehavior greatly affects the educational process. It can make students 

afraid and affect their readiness and ability to learn. Concerns about susceptibility to attacks, in 

particular, detract from a positive learning environment (Scheckner, Rollins, Kaiser-Ulrey, & 

Wagner, 2002). The National Center for Education Statistics (NCES) periodically administers 

the School Survey on Crime and Safety (SSOCS) to a national representative sample of over 
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2,000 public school principals to gain more information about the overall picture of school crime 

and safety. The 2005-06 SSOCS  survey (NCES, 2007) shows that in 2004 approximately 6% of 

all public school students reported they feared being attacked or harmed at school. During the 

same year, 28 students ages 5-8 were victims of school-associated violent deaths. Students ages 

12-18 were victims of 1.5 million nonfatal crimes and 583,000 violent crimes at school. Of these 

offenses, 107,000 were serious violent crimes (i.e., rape, sexual assault, physical attacks or 

fights, robbery, and aggravated assault), and 21 were homicides. Over 70% of all public 

elementary and secondary schools during this period reported that they had experienced at least 

one violent incident at school (Miller, 2004).  

Effect of Behavior Problems on Teachers 

Students are not the only victims of intimidation or aggression in schools. Discipline 

problems continue to be a major cause of teacher burnout and job dissatisfaction. Classroom 

management consistently ranks as the first or second most serious educational problem in the 

United States, and beginning teachers rank it as the most pressing concern during their early 

teaching years (Evertson & Weinstein, 2006). The School Survey on Crime and Safety: 2005-06 

revealed that 4% of all public school teachers reported they had been physically attacked by a 

student during the previous 12 months, and nearly 8% reported that they had been threatened 

with injury. Attacks and threats have a devastating impact on teachers and the instructional 

environment. The consequences of fear, including teacher alienation, nonparticipation, and high 

turnover rates, coupled with the slow deterioration of the learning environment (e.g., reductions 

in engaged learning time and frustration for both teachers and students) are among the costs of 

student misconduct (Gottfredson et al., 1993). 

Overall, school discipline continues to be reported as one of the top concerns of veteran 

and beginning educators (CECP, 1997; Elam et al., 1996; Rose & Gallup, 2006, 2007). The 

Gallup Poll indicates that, for teachers, lack of discipline is the number one reason for leaving 

the profession (Rose & Gallup 2006, 2007). According to data from the national Schools and 

Staffing Survey for 1999-2000, between 40 and 50% of all beginning teachers leave the 

profession after just five years (Ingersoll & Smith, 2003). The percentage of teachers who decide 

to change careers is larger in at-risk schools, where student discipline problems are usually more 

numerous and support services are limited (Alderman, 2004a, 2004b).  
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Dealing with misbehavior, whether it is a major act of hostility (e.g., carrying a weapon) 

or something more minor (e.g., not completing assignments), occupies a significant portion of 

the teacher’s day and, as a result, decreases instructional time. Teachers frequently feel 

inadequate to address the discipline problem, no matter how minor it may seem. Consequently, 

they may often either try to ignore the situation, react by using aversive consequences (e.g., 

suspension, expulsion), or choose an inappropriate intervention (Scott, 2003; Zabel & Zabel, 

2002). Many teachers have expressed frustration over ineffective interventions and their feelings 

of inadequacy and helplessness in dealing with behavior problems. For these reasons, many 

educators are electing to leave the profession insisting that their job is to teach students and not 

to control them. These concerns persist at all academic levels. 

Implications for Elementary Schools 

Behavioral concerns are no longer aimed only at middle and high schools. Serious 

discipline problems are increasingly affecting elementary schools as well (Warger, 1999). The 

Indicators of School Crime and Safety: 2006 Report sponsored by the National Center for 

Education Statistics indicated that for the 2003-04 school year, 21% of the 83,000 elementary 

public school principals surveyed indicated they had daily or weekly reports of student bullying, 

26% reported daily or weekly acts of disrespect for teachers, and 8% reported incidents of gang 

activity (NCES, 2007). Such misbehaviors often result in students being exposed to a negative 

school climate during their developmental years when their understanding of the difference 

between appropriate and inappropriate behavior is developing.  

 Wolfgang and Kelsey (1995) explain that it is during the elementary school years that 

children should be developing an understanding of how their actions affect others in society. 

Elementary schools can play an important role in early identification of and intervention for 

children with problem behavior by creating the infrastructure to provide preventive, proactive 

supports for all students before violent situations develop (Lewis, n.d.). Implementing an 

effective school-wide discipline program provides a means to address this concern. It also sets 

the stage for a more positive school climate in which learning takes place.  
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Importance of a Positive School Climate 

Our nation’s schools should be safe havens for teaching and learning, free of crime and 

violence. Any instance of crime or violence at school not only affects the individuals 

involved but also may disrupt the educational process and affect bystanders, the school 

itself, and the surrounding community (Henry, 2000 as cited in NCES, 2007). 

Impact on Student Learning 

When students feel safe, secure, and are engaged, learning increases (Marzano, et al., 

1992; Marzano et al., 2001). In contrast, learning decreases when students feel threatened or 

unchallenged. According to the Center for Social and Emotional Education (CSEE), over the last 

two decades there has been a growing body of research that confirms the importance of school 

climate in creating an atmosphere that is conducive to students’ success (CSEE, 2007). 

“Improved school climate is an ideal, a goal to pursue.” (Hansen & Childs, 1998, p.14)  

However, present school conditions are often described in ominous terms, and the need to 

improve school climate is clear. According to Duke (1986), in his extensive review of studies 

examining school climate, school culture and climate are difficult to define; however, various 

studies have identified both as key factors in maintaining order in schools (e.g., Najaka, 

Gottfredson, & Wilson, 2002; Purkey & Smith, 1983; Wang, Haertel, & Walberg, 1993; Wilson, 

2004) . A safe, caring, participatory, and responsive school climate also provides the foundation 

for social, emotional, and academic learning (Osterman, as cited in CSEE, 2007). 

Safety in Numbers (2002), a study sponsored by the U.S. Department of Education, 

supports the findings that schools with safe and healthy climates enhance teaching and learning 

by stating, “Learning, disruption, violence, and threats of violence greatly impede learning” 

(p. 4). Research and practice have consistently demonstrated that a disciplined school climate 

conveying order, a sense of community, and higher behavioral expectations for both staff and 

students has a positive effect on student learning (CSEE, 2007; Dwyer et al., 2000; Gaustad, 

1992). Keefe and Howard (1997) suggest that to set up a true learning community: 

The most basic step is to cultivate and support an environment in the school that is risk-

free and conducive to learning. School leaders must take time to think and reflect, to 

develop and update strategic plans, to assess the utility of current school programs, and to 

design new (behavioral) structures and procedures. (p.43) 
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As acknowledged by Hansel and Childs (1998), “Educational research has highlighted 

the beneficial effects of positive school environments toward students’ education” (p.14). 

Research suggests that student perceptions of school climate affect academic, emotional, and 

behavioral development. In schools with warm and welcoming positive climates, and where 

students feel safe from harm and humiliation, students experience greater attachment and 

commitment to learning (Wilson, 2004). 

Impact on Staff  

In a school with a positive climate, behavior management policies encourage and seek a 

win-win situation for all stakeholders (Covey, 2006). However, they must work together and 

remain committed to accomplish this goal. After reviewing the behavior program referral data 

and interviewing staff and students at Orem, Utah High School, a school recognized as an 

exemplary practitioner of the positive learning environment principle, Hansel and Childs (1998) 

concluded that working together to establish a safe, supportive school climate can make a 

genuine difference for both teachers and students, academically and emotionally. Staff 

interviews indicated that perhaps the most important element in creating a school with a positive 

climate is the people; investment in people results in effective change. However, the researchers 

also noted that educators reported the greatest challenge in developing and implementing such a 

climate is ensuring that school staff continue to strive together as a team to accomplish this 

objective. In effective schools, staff at all academic levels work together to develop and support 

a school-wide plan that fosters a positive school climate and student-centered learning 

environment (Duke, 1986, 1993; Safran & Oswald, 2003).  

Characteristics of Schools with a Positive Climate 

Various studies have examined how the educational and social climate of a school can 

enhance or impair student development and achievement. Researchers have discovered common 

characteristics in schools where students report a positive school climate. These characteristics 

include (a) an emphasis on academic achievement, (b) positive relationships among students and 

teachers, (c) respect for all members of the school community, (d) family and community 

involvement, (e) attention to safety issues, and (f) fair and consistent discipline policies 

(Dwyer, Osher & Warger, 1998; Moos, 2003; Wilson, 2004). Concurrently, another distinct body 

of research revealed consistent positive development patterns, including improved academic 
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achievement and reduced delinquency rates, among students with a high degree of school 

connectedness.  

Furlong and Morrison (2000) suggested that a positive school climate involves 

(a) providing opportunities for students to be involved in activities with others, (b) connecting 

students with teachers and other students, and (c) creating systems of support for students in 

times of crisis, while emphasizing the importance of developing and maintaining relationships 

with all members of the school community. They maintain these approaches to developing 

school connectedness are preventive strategies that play an important role in promoting a safe 

school and must be actively pursued. 

To find out more about whether the student connectedness fosters a positive school 

climate, Wilson (2004) analyzed data from the Safe Communities—Safe Schools Initiative 

(SCSS) comparing the effects of connectedness and climate on measures of aggression and 

victimization. The Safe Communities—Safe Schools model includes an intervention aimed at 

improving school climate by developing positive relationships among all school community 

members. The model focuses on creating an overall school climate where students feel safe and 

valued by adults and each other; they also feel supported in their learning and development.  

Wilson’s findings are based upon cross-sectional analyses of baseline surveys 

administered in 2000-2001 to 1,357 middle school students and 1,117 high school students. The 

findings are also based on follow-up surveys administered to 1,357 middle school students and 

970 high school students in 2001-2002. SCSS surveys included questions related to (a) student 

perceptions of school discipline policies, (b) relationships with teachers and peers, (c) physical 

conditions of campus, (d) presence of gangs, (e) attitudes toward school, (f) victimization and 

bullying, (g) attitudes toward use of aggression, (h) problem behavior, and (i) self-reported 

academic performance. The surveys were intended to measure school climate, the prevalence of 

aggression among students, and risk and protective factors for delinquency. Regression analyses 

indicated that even a positive school climate does not always reduce the likelihood of aggression 

and victimization. Wilson concluded that strong student connectedness has a protective effect 

independent of school climate. He found that neither climate nor connectedness fully explains 

the victimization or the aggression experienced by students; other factors are important 

behavioral influences, as well.  
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Wilson acknowledged that measuring and studying school climate and safety is a difficult 

task; however, students avoid school contexts in which they find an unpleasant climate. He 

maintains that students have the right to an educational experience (a) in which they feel valued 

and respected, (b) where teachers and peers actively support learning, and (c) where they are free 

from fear, threats, and harm. He concluded that when students, teachers, and staff collectively 

and consciously decide to improve school environment, successful climate change is possible. 

He recommended that additional research is needed to design and implement mechanisms to 

reduce delinquency and improve schools’ ability to educate students. Preventive school-wide 

discipline plans stress the importance of a unified commitment to establishing and maintaining 

appropriate student behavior in an effort to preserve instructional and learning time. 

School Characteristics Associated with Discipline Problems 

In the National Study of Delinquency Prevention in Schools, researchers gathered and 

analyzed quantitative and qualitative data related to prevention and intervention models in 

schools across the nation (Gottfredson et al., 2000). The purpose of the study was to describe the 

range of prevention program types being implemented in school-based programs and to test the 

validity of factors affecting implementation. The study also sought to provide a description of 

what is being done and how well, and to provide a thorough account of what schools do to 

prevent problem behavior and to promote safe and orderly environments. 

As part of a 3-year research project, 1278 principals in a national probability sample of 

schools were surveyed to identify activities their schools had in place to prevent or reduce 

delinquency, drug use, or other problem behavior or to promote a safe and orderly school 

environment. Questionnaires were also completed by 13,103 teachers and 16,014 students in 

participating schools. They were surveyed to (a) obtain reports of their own participation in 

prevention activities, (b) find out more about prevention activities, and (c) obtain reports about 

victimizations, safety, delinquent behavior, school orderliness, and other aspects of school 

climate. The study concluded that only about 10% of our nation’s schools report minimally 

adequate discipline practices, and the quality of discretionary practices is also generally poor. 

The evidence also implied that the quality of most kinds of prevention activities designed to 

address these factors, including school-wide discipline and classroom management, can be 

improved.  
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Their analysis of survey responses provided evidence that the following characteristics 

are most often associated with schools affected by discipline problems:  

1. Rules are unclear or perceived as unfairly or inconsistently enforced. 

2. Students do not believe in the rules. 

3. Teachers and administrators do not know what the rules are or disagree on the proper 

responses to student misconduct. 

4. Teacher-administration cooperation is poor or the administration inactive. 

5. Teachers tend to have punitive attitudes. 

6. Misconduct is frequently ignored. 

7. Schools are large or lack adequate teaching resources. 

Although the primary findings and recommendations are broad, they are supplemented by 

more specific advice to particular audiences, including schools. In view of findings implying that 

many practices do not work when poorly implemented, it appears that emphasis should be given 

to quality of implementation if such characteristics are to be eliminated.  

After having reviewed dozens of studies on student behavior, school discipline, school 

climate and school effectiveness, Duke’s findings agreed with many of the report’s conclusions. 

He noted that orderly schools usually balance clearly established rules with a climate of genuine 

concern for students as individuals. However, he found that in schools plagued by chaos and 

disorder: (a) Rules are unclear, (b) expectations for appropriate behavior are low, and (c) staff 

are not unified in their approaches to dealing with discipline (Duke, 1986).  

School-based Behavior Prevention Strategies 

A discussion of school violence, school climate, and school characteristics associated 

with discipline problems leads to consideration of appropriate strategies to minimize violence 

risk factors. With the rise and continuation of problem behaviors among students in schools, 

educators are continually searching for better solutions for managing behavior problems. 

Components of Preventive School Discipline 

The components of preventive school discipline are identified in the work of Smedley 

and Willower (1981); Lasley and Wayson (1982); Wayson, et al. (1982); Wayson and Lasley 

(1984); Duke (1986); Short (1988); Alderman (2000); Protheroe (2005), and Sugai and Horner 

(2006). The components include (a) a unified staff commitment to establishing and maintaining 

appropriate student behavior, (b) high behavioral expectations that are communicated to 
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everyone, (c) clear and broad-based rules and procedures developed with input from all 

stakeholders, (d) warm school climate in which teachers and administrators show concern for 

students as individuals, (e) visible, supportive principal, (f) delegation of discipline authority to 

teachers to deal with routine classroom discipline problems, (g) close connections to the 

community and parents, and (h) continuing assessment and modification with systematic 

monitoring. 

Positive Results in Schools 

 In their extensive review of behavior management programs, Safran and Oswald (2003) 

reported that using proactive and preventive means to manage classroom behavior appears to 

show positive results in schools. In an effort to find out more about successful preventive 

disciplinary practices, Safran and Oswald conducted a meta-analysis of positive behavior 

management programs. They identified studies relevant to effective, positive behavior support 

systems through searches using the ERIC, PsycINFO, and Exceptional Child Educational 

Resources databases, cross-referencing bibliographies, and through consulting with several 

researchers. Because of the applied nature of the topic, they selected only primary sources that 

contained substantive quantitative data from school-based investigations that involved 

collaborative team decision making.  

Their review of effective discipline program research concluded that (a) implementing 

preventive school-based programs resulted in extremely positive outcomes for many students 

across grade levels, (b) there was positive change in student behavior in both classroom and 

specific non-classroom settings (e.g., hallways, transition times, cafeteria, playgrounds, arrival 

times, and/or dismissal times), and (c) there is no one “model” that fits all settings. Instead, 

individual schools must collaboratively shape a discipline plan that fits their own unique needs. 

Overall, the findings from the studies reviewed indicate that proactive, positive support programs 

consistently demonstrate positive results. However, in addition to the successful outcomes, 

several limitations are noted. Programs appear to be more successful where students receive 

direct instruction related to the program being implemented, and there appears to be a lack of 

generalization beyond the setting(s) where the study is conducted.  

School-wide behavior support systems are being implemented more frequently as a 

means of preventing student misbehavior (Stevick & Levinson, 2003). Safety In Numbers, a 

study sponsored by the U. S. Department of Education, supports previous findings that schools 
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with safe climates use preventive measures and enhance both teaching and learning. The 

document presents the recommendations of the Crime, Violence, and Discipline Task Force for 

data collection and use. It discusses what types of information to collect, why it is important to 

collect such information, and how it can be used to improve school safety. The report includes a 

synthesis of findings from key research studies in which the collection and analysis of incident 

data was used as one of the measures to make recommendations to (a) improve overall school 

safety, (b) address specific safety or discipline issues, (c) conserve resources including staff time, 

and (d) obtain additional resources for school safety. Studies include those that focus on the 

effects of implementing school-wide behavior interventions and support as preventive measures 

to improve student behavior and school climate.  

The analysis concludes that those schools using preventive measures to address student 

behavior problems have found (a) increases in attendance, (b) student reports of a more positive 

and calm environment, (c) teacher reports of a more positive and calm environment, and 

(d) reduction in the number of behavior disruptions. The study references the work of Sugai and 

his fellow researchers (2000) who state “school-wide (preventive) discipline systems are the 

foundation from which all other school improvement efforts are based and directed.” (p. 7) 

Prevention Strategies in Non-classroom Settings 

In developing school-wide behavior support systems, non-classroom settings are a key 

area for consideration. Studies have shown that implementing school-wide behavior support 

programs that include prevention as a major component could have a positive impact in non-

classroom elementary school settings. Misbehavior in non-classroom settings such as hallways, 

playgrounds, and cafeterias accounts for about 50% of all problem behaviors in school (Colvin, 

Sugai, Good, & Lee, 1997).  

Active supervision. Colvin et al. (1997) explained that this could be because these areas 

frequently lack established routines and clear expectations for student behavior. Colvin et al. 

studied the effects of pre-correction and active supervision on elementary students in three major 

transition settings: (a) entering the school building at the start of the day, (b) leaving class and 

going to the cafeteria for lunch, and (c) exiting the building at the end of the school day. The 

study was conducted in an elementary school comprised of 475 students (kindergarten through 

fifth grade) and 42 staff members in a rural/suburban community in a Pacific Northwest state. 

All students and staff participated in the study. Supervisory staff were trained to use pre-
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correction strategies and to increase their use of active supervision. Before each transition, the 

principal reminded teachers to verbally prompt students about behaving appropriately. Three 

major types of data were collected: (a) setting characteristics, (b) supervisor behavior, and 

(c) student behavior. Data measured the number of supervisory staff present during each 

5-minute observation interval in each transition setting. Three supervisor behaviors were directly 

observed and recorded: (a) escorting or accompanying students over the length of the transition, 

(b) scanning, i.e., turning the head to look over the area to be supervised, and (c) interacting, i.e., 

talking to a student or engaging nonverbally. 

  A multiple baseline design across the three transition settings was used to evaluate the 

effectiveness of pre-correction and active supervision. This design relies on the repeated 

measurement of targeted behaviors and the controlled replication of effects across baselines to 

support statements about possible functional relationships between variables. Three levels of 

analyses were conducted. In the first level, visual analysis procedures were applied to the data 

patterns displayed in the multiple baseline design. In the second level, Pearson product-moment 

correlations were calculated to make probability statements about the relationship between the 

number of supervisor interactions with students and frequency of problem behavior during 

transitions. In the third level, a hierarchical linear modeling procedure was used to evaluate the 

relative contributions of active supervision and pre-correction in reducing the incidence of 

problem behavior in transition settings. 

 Frequent interaction. Findings indicated that the number of staff present during any 

one transition period was unrelated to the frequency of problem behaviors. However, the more 

times a supervisor interacted with a student (e.g., moving among students, talking with them, and 

visually scanning the area) the fewer times problem behaviors were displayed. The researchers 

stated that it could be inferred that implementing strategies linking to components of school-wide 

behavior support systems (e.g., warm school climate in which teachers and administrators show 

for concern for students as individuals) was shown to be successful in decreasing problem 

behaviors in transition settings. Several limitations were noted: (a) The study was conducted over 

a relatively short period of time, (b) the stability and endurance of the effects on student and 

supervisor behavior over time were not assessed because the study was conducted at the end of 

the year, (c) no direct observations were conducted to determine whether staff members actually 

implemented pre-correction activities, and (d) the quality of interactions was not recorded. 
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Although several limitations were identified, the results suggest that policy makers should 

consider incorporating systematic, school-wide procedures in their discipline policies. 

Clearly defined rules and procedures. Other studies focusing on discipline problems in 

non-classroom settings within the elementary school (Warren et al., 2006) have shown that when 

positive behavior systems focusing on prevention were in place, schools reported decreased 

office referrals, in-school suspensions, and time-outs. Warren et al. (2006) suggested that if 

classroom transitions are clear, well-defined routines, students will likely be more responsive to 

classroom rules and procedures. Safran and Oswald (2003) conducted a meta-analysis of positive 

behavior support systems within classrooms and in specific school settings such as the cafeteria 

and hallways at various academic levels. They reported that there have been consistent positive 

results in non-classroom settings when positive, supportive behavior systems were in place. 

Prevention Strategies at the Elementary School Level 

Comprehensive school-based behavior prevention strategies at the elementary level are 

relatively new. Unfortunately, the number of elementary student referrals continues to increase, 

and there is a need to prevent many of these disturbing behaviors. Even experienced elementary 

teachers report spending more time on discipline in present-day classrooms than they did a few 

years ago (Wolfgang & Lynn, 1995). In most elementary classroom and school-wide prevention 

approaches, there is an emphasis on (a) behavior management systems that teach and reward 

appropriate behaviors, (b) social skills instruction as an integral part of the curriculum, and 

(c) academic enrichment to ensure that students master key knowledge and skills (Warger, 

1999). Small-scale studies in elementary schools indicate that using a proactive, preventive 

approach to discipline issues has resulted in school-wide reductions in discipline referrals 

(Putnam, Liuselli, Handler, & Jefferson, 2003; Twemlow et al., 2001). 

Although the majority of school-based violence prevention programs are in middle 

schools or high schools, there is evidence that intervening earlier in elementary school can have 

greater effects on both educational outcomes and risk behaviors. Two school-wide violence 

programs that were reported as being successful in elementary schools by the American 

Psychological Association (APA) include the Resolving Conflict Creatively Program (RCCP) 

and the PeaceBuilders Program (Aber, Brown, & Jones, 2003). 

Resolving Conflict Creatively Program (RCCP). Since its founding in 1985, the RCCP 

has served over 200,000 children in several hundred New York City public schools and has been 
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implemented in 12 other diverse school systems across the country. The main goal of the 

program is to change the thinking processes and interpersonal behavior strategies that lead 

children to engage in aggression and violence by teaching them preventive conflict resolution 

strategies and promoting positive relationships with others. Specific objectives are to (a) make 

children aware of the different choices they have besides passivity or aggression for dealing with 

conflicts, (b) help children develop skills for making real-life choices, (c) encourage children's 

respect for their own culture and those of others, (d) teach children how to identify and stand 

against prejudice, and (e) make children aware of their role in maintaining a peaceful 

environment.  

The RCCP school-wide prevention/intervention study involved a representative sample 

of 11,160 children in grades 1-6 from New York City public elementary schools. The purpose of 

the study was to determine the effects of implementing conflict resolution and other problem-

solving strategies through a school-based universal violence prevention program. Using a short-

term (i.e., two years) longitudinal quasi-experimental design, data were collected from 15 

elementary schools across four school districts in New York City. This design (a) allowed the 

relative effects of no program implementation to be compared with varying levels of 

implementation and (b) examined whether the RCCP met its own self-defined goals and 

objectives in the 15 schools. Data were colleted through child- and teacher-report assessments 

that were repeated over time. Teacher perceptions of children’s behavior were assessed regarding 

child aggressive and pro-social behavior using a 5-point Likert type scale. Children’s perceptions 

were measured using an adaptation of the Home Interview instrument that assesses aggressive 

tendencies. Analyses were conducted using hierarchical linear modeling techniques. 

Results show that children whose teachers taught more creative conflict resolution and 

positive  problem solving strategies (a) were less likely to blame others or become hostile when a 

problem arose in challenging unclear social situations, (b) were less likely to be aggressive in 

negotiations with others, (c) reported fewer conduct problems, and  (d) had fewer teacher-

reported aggressive behaviors. The effect of the RCCP prevention strategies were basically the 

same for both boys and girls and for children from different economic and racial/ethnic 

backgrounds. 

Aber et al. (2003) suggested that since teachers volunteered for the program intervention 

training and varied in the amount of classroom instruction implemented over time, future 
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research will have to be conducted to determine whether teachers’ unobserved characteristics 

play a role in the program’s success. The authors plan to conduct a 6-year follow-up study to 

investigate whether the RCCP program reduces children's future risk for aggression and violence 

in adolescence. 

PeaceBuilders Program. The PeaceBuilders Program is a universal, elementary-school-

based violence prevention program that attempts to alter the climate of a school by teaching 

students and staff simple, clear rules and activities aimed at improving social skills and positive 

behavior. These rules include (a) praising others, (b) avoiding put-downs, (c) seeking out wise 

people as advisors and friends, (d) noticing and correcting hurts, and (e) righting wrongs. The 

program incorporates ongoing, long term strategies and focuses on individual behavior change in 

interpersonal and social settings. Emphasis is placed on reinforcement of positive behavior rather 

than the reduction of negative behavior. For example, staff and students use “praise notes” to 

reinforce positive, pro-social behavior in school and at home (Flannery et al., 2003). 

Researchers evaluated the PeaceBuilders program in a study involving over 4,000 

students in eight matched elementary schools (K-5) in Pima County, Arizona (Flannery, et al., 

2003). Schools were selected that had high rates of juvenile arrests and histories of suspensions 

and expulsions. Four schools were randomly assigned as PeaceBuilders immediate intervention 

(PBI) schools, and the remaining schools did not begin implementing the PeaceBuilders program 

until one year later. Students and staff were also randomly selected at each school. For students 

in Grades 1-2 who had been involved in the study for two years, researchers collected child self-

report data through individual 20-item, face-to-face interviews. Students in Grades 3-5 

completed 100 self-report surveys at each data collection point. Surveys were administered in 

classrooms of about 20 students with at least two research assistants present to read all items 

aloud and answer questions. Teachers rated students’ social competence using an elementary 

version of the Walker-McConnell Scale of Social Competence and School Adjustment.  

Hierarchical linear modeling was used to analyze assessment results. Results show that 

after the first year of participating in the PeaceBuilders Program, students in grades K-2 who had 

the immediate intervention were rated significantly higher by teachers on social competence than 

the control students, with moderate effects obtained for students in Grades 3-5. Teachers also 

rated third to fifth-grade students in the immediate intervention schools as significantly less 

aggressive than students in the nonintervention schools. The results indicated that most of these 
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effects were maintained for all students in the second year of the program. Although this study 

was limited to outcomes after the first two years, the authors say they are continuing to follow 

the children as they go through middle school and expect the intervention effects to be 

maintained. According to Flannery et al. (2003), the program’s success with elementary school 

children emphasizes the importance of providing preventive intervention at an early age. 

Preventive vs. Punitive Behavior Management 

When confronted by pressing behavior challenges, administrators and teachers have 

traditionally relied on intervention combined with some form of punishment as a means of 

reducing classroom problem behaviors. For punishment, staff and administrators have frequently 

resorted to using loss of privileges, detentions, notes home, and other negative disciplinary 

strategies to address behavior issues (Colvin et al., 1997).  

 They frequently resort to more severe measures including: (a) suspension or expulsion; 

(b) use of security personnel and instruments (e.g., controlled campus access, security cameras, 

metal detectors, and drug detection dogs); and (c) corporal punishment (Siaosi, 2006). However, 

research has demonstrated that negative interventions fail to educate or reinforce positive 

behaviors. In contrast, positive school discipline plans are viewed as preventive elements that 

contribute to safe school climates. 

Punishment is a commonly used form of control in schools. It has a long tradition and is 

rarely questioned by parents or school officials. It is a matter of teachers using force as opposed 

to enticement to achieve control. Reactive use of aversive consequences (e.g. suspension, 

expulsion) remains the standard and ineffective approach to behavior management in traditional 

schools across the country (Bear, 1995). Although corporal punishment has been restricted or 

abolished in over half the states in the United States and in over 30 countries (Hyman, 1990), 

discipline systems in most schools are designed to react to rather than prevent problem 

behaviors. However, research has shown that reactive discipline systems are ineffective and 

result in increases in problem behaviors, rather than improvements (Lipsey & Wilson, 1993; 

Mayer, 1995).  

Punishment-based Discipline Research Findings 

In his meta-analysis of the literature on punishment-based discipline, Edwards (1994) 

identified a number of research findings regarding punishment. Although the results he described 
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are four decades old, they still apply today. The following are a few of the conclusions recorded 

by Edwards:  

1. Effects of punishment are negated unless all individuals deserving of punishment 

receive equal treatment. This is rarely achieved (Aronfreed, 1968). 

2. Punishment reduces the level of achievement (Arzin & Holz, 1966). 

3. Rough, angry, and punitive teachers promote more disruptive, apprehensive, restless, 

and less involved students. (Kounin, 1970). 

4. The students of more punitive and disapproving teachers are less apt to comply with 

their demands. Teacher disapproval increased misbehavior from 9 to 31% (Becker, 

Englemann, & Thomas, 1975). 

5. Intended punishment may be found by some children to be reinforcing, thus 

stimulating an increase of misbehavior (Arzin & Holz, 1966).  

Inadequacies of Punitive Discipline 

Studies have pointed out the inadequacies of punitive discipline strategies. Colvin et al. 

(1993) studied Project PREPARE, a school-wide behavior management model based on effective 

staff development procedures and instruction. The model is designed to enhance a teacher’s 

ability to respond effectively, positively, and proactively to the demands of managing students’ 

problems through viewing school discipline as an instrument for student success, not 

punishment. Colvin et al. also examined the major inadequacies of other behavior management 

models and public school practices for managing behavior.  

In their attempts to develop, field test, and evaluate the PREPARE curriculum, the 

researchers solicited the cooperation of two middle schools, one control and one experimental. 

Both schools had approximately 450 students and similar demographic, physical, and operating 

features. The target school received Teacher-of-Teachers (TOT) training throughout the school 

year. TOT’s are building team leaders who assist staff in the development and implementation of 

a school-wide discipline plan tailored to fit the school’s needs. To study the initial effects of the 

program efforts, descriptive data were collected on the two schools. Information on office 

referrals over a 2-month period (March and April) in 1992 and 1993 was recorded, summarized, 

and analyzed using a standardized office referral analysis instrument. Colvin (2007) found that 

after program implementation, decreases were noted in the four most common problem 

 31



behaviors referred to the office: (a) harassment, (b) defiance, (c) disruption, and (d) fighting. 

Slight increases in office referrals were noted at the control school.  

Creates feelings of resentment. Based on their initial findings, Colvin and his 

colleagues (1993) recommended that teachers and school administrators should consider 

changing their traditions of reacting to negative classroom behavior with harsh or demeaning 

punishments. They advised that administrators should be cautious about overusing punishments 

such as corporal punishment and expulsion. They maintained that these negative consequences 

generally do not teach better ways of behaving, but may create feelings of resentment or 

frustration in students. Students may view these strategies as punitive, and the amount and 

severity of their negative behaviors may actually increase. Instead, educators should implement a 

proactive program that (a) tailors classroom management to meet the needs of the school, 

(b) provides sustained, collegial staff development targeted on positive behavior management, 

and (c) relies upon empirically tested instructional principles. In retrospect, the period for 

collecting and analyzing office referral data was very brief and may not present an accurate 

picture of the schools’ discipline situation. Additional data needs to be collected and examined 

before such broad recommendations are made. 

Compounds the problem. Other studies also claim that punitive behavior management 

methods have been shown to be ineffective. In some cases, they prove to be harmful to students 

subjected to them or compound the problems that led to the behavior in the first place (Bear, 

1995; Hyman & Perone, 1998; Mayer, 1995; Metzler et al., 2001; Rosenberg & Jackman, 1997; 

Wolfgang & Kelsay, 1995). According to the body of research, punishment usually has no 

logical relationship to the child’s misbehavior, nor does it provide a model for more appropriate 

behavior. Punishment is a judgmental action; in contrast, logical consequences are educational 

and require the student to make amends for the misdeed (Wolfgang & Kelsay, 1995). Rosenberg 

and Jackman (1997) suggest that to improve school climate, teachers must overcome the urge to 

dwell on misbehavior and must develop a means for recognizing students’ positive behavior. 

Need for Further Research  

Focusing on the student’s negative behavior and dealing with it from a punitive point of 

view have not proven to be effective strategies to reduce disorder. However, a review of the 

literature regarding school discipline also indicates that additional research using rigorous study 

and data analysis methods—both qualitative and quantitative—is required to further confirm or 
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challenge the findings of such studies (Safran & Oswald, 2003). A focus on reducing negative or 

punitive discipline strategies, improving a school’s climate, and developing a school-wide 

discipline plan can set the stage for learning as staff and students strive to establish an 

atmosphere in which they can work more effectively. 

Effective Schools 

Many schools, regardless of their particular demographics or circumstances, have safe 

and orderly learning environments. As the research literature indicates, these well disciplined 

environments do not exist by accident. They are a result of conscious decisions and deliberate 

planning to find a program that best meets the needs of specific schools and/or individual 

students. In the third Northwest Regional Educational Laboratory (NWREL) - sponsored 

research synthesis of effective schooling practices, Cotton (1995) conducted a meta-analysis of 

the “school effectiveness” research base. Her review confirmed that a number of research studies 

have been conducted over the past 40 years to identify specific effective classroom- and school-

level disciplinary practices that foster student achievement, attitudes, and social behavior. This 

body of correlated information focuses on implementing best practices and is commonly referred 

to as “effective schools research.”  

Effective Schools Research 

For over four decades, schools have been relying on effective schools research as the 

framework for their school improvement reform efforts. Through numerous case studies, on-site 

observations, and comparative studies in public schools nationwide, researchers have identified 

the seven correlates of effective schools. These correlates have appeared consistently in high-

performing schools in many different systems, regardless of the children’s’ backgrounds 

(Raham, 2001). A safe and orderly environment has been identified as one of these correlates 

and is a vital component of effective school-wide behavior management programs. An orderly 

environment which facilitates learning helps to provide students with the means to high 

academic achievement (e.g., Cotton, 1995; Lezotte, 1991; Raham, 2001).  

Common Characteristics of Effective Schools  

Effective schools typically have a number of characteristics in common. Research has 

demonstrated that these features include: (a) clear and focused mission, (b) strong instructional 

leadership, (c) safe and orderly environment, (d) climate of high expectations, (e) opportunity to 

learn and student time on task, (f) frequent monitoring of student progress, and (g) positive 
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home-school relationship (e.g., Cotton, 1995; Lezotte, 1991; Raham, 2001). Research also shows 

that schools are most effective when they have a “well-organized environment and high 

academic expectations” (Wong & Wong, 1998, p.143). In an effective school, there is an orderly, 

purposeful, atmosphere which is free from threat of harm. The school climate is not oppressive, 

and is conducive to teaching and learning.  

Role of Safe and Orderly Environment 

In their syntheses of school effectiveness research, Duke and Stedman (as cited in Duke, 

1993) confirmed that an orderly environment is identified as a consistent characteristic of 

schools with relatively high levels of student achievement. Schools promoting high levels of 

learning must be places in which students feel safe so that they can more easily focus on 

academics. Recognizing this and given the growing concerns for safety, many schools are 

attempting to address discipline issues proactively by developing and implementing 

comprehensive school-wide approaches to behavior management. 

School-wide Discipline Systems 

In an effort to create an orderly, respectful, and predictable environment, many schools 

have implemented school-wide behavior management systems. Researchers have begun to study 

and advocate for broader, proactive, positive school-wide discipline systems that include 

behavioral support from administrators, staff, students, and parents (Fitzsimmons, 1998; Nelson, 

2002). Sugai and his colleagues (2000) describe school-wide discipline systems as the 

foundation upon which all other school improvement efforts are based and directed. Building 

upon extensive research, Early Warning, Timely Response: A Guide to Safe Schools, a federal 

response to recent episodes of school violence, contends that schools can prevent violence and its 

preceding behaviors by providing a supportive school-wide climate and responding early to at-

risk students’ academic and behavioral problems (Dwyer et al., 2000).   

Safety in numbers: Collecting and using incident data to make a difference in schools, a 

report by the National Center for Educational Statistics (NCES, 2002), utilizes valid data to 

compare information from schools across the country to help promote safer schools and learning. 

This report stresses the importance of establishing school-wide discipline programs that include 

clear behavioral expectations to encourage healthy school environments, instead of just 

controlling behavioral problems. The report states, “Effective school-wide discipline is both 

proactive (positive and preventive) and reactive (responsive and ameliorative), and it emphasizes 
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the establishment of a predictable, safe environment where successful teaching and achievement 

are promoted” (p. 7). 

School-wide Behavior Program Review 

Several reviews of school-based behavior programs conducted by the Gottfredsons, 

Wilson, and Najaka (2001) have shown that school-wide discipline efforts are highly useful in 

promoting safe school environments. Gottfredson, Gottfredson, & Hybl (1993) conducted a 

3-year study in eight middle schools to examine the effectiveness of a school-wide discipline 

program implemented to (a) increase clarity of school rules and consistency of rule enforcement, 

(b) increase home communication regarding student behavior, and (c) increase reinforcement of 

appropriate behavior. 

  Purpose. The discipline program was an attempt to deal with an atmosphere where 

violence was prevalent, suspension rates were high, and large numbers of students had a minimal 

investment in education. The program was designed in collaboration with educational 

administrators to address these concerns and included (a) school discipline policy review, 

revision to meet the school’s identified needs, and monitoring by a discipline leadership team 

designed to meet the needs of each school; (b) a computerized behavior tracking system (BTS) 

for recording and reporting discipline referral information; (c) an improved, consistent classroom 

organization and management plan focusing on clear behavioral expectations and well-

communicated rules and consequences; and (d) decreasing punitive measures and increasing 

positive reinforcement of appropriate behavior.  

Review design. The study used a nonequivalent control group design in order to provide 

for a comparison of before-and-after differences for groups receiving and not receiving the 

program. The subjects were all staff and students in eight public middle schools in Charleston, 

South Carolina. Schools were selected by central administrators based on high suspension and 

frequent punishment rates. The researchers designated 2 of the 8 schools as comparison schools 

where (a) no school teams were formed, (b) teachers received no training in the behavior 

management strategies, and (c) program materials were accessible only to administrators. 

Multiple measures. To assess the level of implementation of the program components, 

the researchers used multiple measures including (a) classroom environment surveys 

administered to all teachers and students; (b) teacher ratings of classroom conduct demonstrated 

by how often students attended to academic work (i.e., pays attention, does homework, 
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participates in class, completes assignments, is cooperative, and is motivated to learn) and 

disrupts the classroom (i.e., leaves seat, makes disruptive noises, speaks without permission, 

talks back to the teacher, fights or argues, and arrives late for class); (c) an Effective School 

Battery (ESB) student questionnaire administered each Spring asking students to report how 

often they engaged in various misbehaviors and measuring student perceptions of the level of 

positive reinforcement they received; (d) teacher surveys for rating the effectiveness of the 

school team, discipline program, frequency of using positive reinforcement strategies, and 

preventive management techniques; and (e) school discipline records. 

Review results. Results of the analysis of implementation measures coming primarily 

from teacher-survey addenda administered only at the end of the program were determined by 

post-treatment comparisons between high- and medium-level implementation schools. Changes 

from pre-to post-treatment on measures of program outcomes generally indicated a positive 

change for high-implementation schools only. Treatment schools improved significantly on 

classroom order, classroom organization, and rule clarity. Comparison schools did not improve. 

Results of the measures of disruptive behavior agreed with the conclusion that the program had 

beneficial effects on student behavior when it was well implemented. The findings imply that 

schools can intervene to improve student behavior. It should be noted that strength and fidelity of 

implementation differed across schools, and schools varied in their capacity to implement large-

scale changes. Also, variation in the level of implementation appeared to be related in part to the 

level of administrative support. This suggests that additional research is needed to determine how 

to foster organizational support for school-wide program changes. Also, the improvements in 

student behavior attributed to the program must be weighed against the effort expended to 

achieve the outcomes. 

Recommendations. In their re-analysis of Safe School data collected from over 600 

schools, the Gottfredsons (1989) found that student victimizations were frequently related to the 

fairness and clarity of school rules as students perceived them. To reduce discipline problems, 

the Gottfredsons recommended that schools institute programs that clarify rules, establish 

consequences for breaking rules, and constantly administer consistent disciplinary policies to 

minimize confusion. 
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Results of Implementing School-wide Behavior Interventions 

The Safe, Disciplined, and Drug-Free Schools Project, 2000, as part of the Goals 2000 

Educate America effort, states that by the year 2000, every school in America will be free of 

drugs and violence and will offer a safe and disciplined environment (U.S. Department of 

Education, 2000). In informing the public about effective discipline policies, the project reported 

that schools that have successfully implemented school-wide positive behavioral interventions 

and supports have experienced success in working toward this goal. Findings stated that schools 

with universal discipline programs experienced (a) increases in attendance; (b) student reports of 

a more positive, peaceful environment; (c) teacher reports of a calm, positive atmosphere that is 

more conducive to learning; and (d) reduction in the number of behavioral disruptions.  

Characteristics of Effective School-wide Behavioral Management Systems 

While there are different variations of school-wide systems of behavioral support, most 

have a number of similar components. A review of the literature indicates that common features 

of school-wide prevention programs may include: (a) total staff commitment to managing 

behavior; (b) clearly defined and communicated expectations and rules; (c) consistent 

consequences for misbehavior; (d) clearly stated procedures for correcting inappropriate 

behaviors; (e) an instructional component for teaching students self-control and/or social skills 

strategies; and (f) a support plan to address the needs of students with chronic, challenging 

misbehaviors (CECP, 1997; Colvin et al., 1993; Fitzsimmons, 1998; Lewis, 1997; Rosenberg & 

Jackman, 1997; Warger, 1999). Schools with effective school-wide disciplinary systems follow 

several fundamental practices. These schools (a) invest in preventing disruptive behavior, 

(b) establish efficient systems for identifying and responding to at-risk youth early-on,  

(c) provide for intense interventions with the small number of students having chronic problem 

behaviors, and (d) collect and use information about student behavior to guide ongoing 

improvement (Horner et al., 2000; Scott & Hunter, 2001; Skiba & Peterson, 2000). 

Staff Commitment  

School personnel advocating school-wide plans also share the belief that instruction can 

improve behavior and that helping students develop positive behaviors is an important part of the 

teaching process. Good behavior does not just happen. It is ensured only through the concerted 

efforts of many—those individuals who teach, model, and reinforce appropriate behavior 

practices on a continual basis. Research highlights the importance of involving all school 
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members in developing rules and consequences consistent with a school’s philosophy of 

education and learning goals when developing a plan to meet a school’s needs (Gaustad, 1992; 

Schimmel, 1997). Scott and Hunter, University of Kentucky professors (2001) assisting schools 

in the development and implementation of a school-wide support system, point out that “when an 

entire school staff is involved in determining and agreeing on school-wide expectations, policy, 

and consequences, staff consistency and resulting student success are far more likely” (p. 15).  

Consistency and Clarity 

A school-wide approach to discipline that is focused, proactive, and consistent is more 

likely to be effective than the classroom-by-classroom approach used by many schools. This is 

because a universal plan helps to develop a school culture that reduces the risk of students 

misbehaving to get attention (Brownell and Walther-Thomas,1999). Providing more attention to 

incentives and positive consequences instead may be beneficial given the evidence that school 

environments can increase positive behavior by teaching and reinforcing it (Walker et al., 1994). 

For example, Kellam, Ling, Merisca, Brown, and Ialongo (1998) found that setting clear 

behavioral expectations and rewarding appropriate behavior reduced aggressive behavior in first 

grade classrooms, and this reduction lasted into middle school.  

Planning Ahead 

Effective programs also recognize the need to plan ahead for a variety of student 

behaviors. While many children are able to make the transition from home life to the routines 

and procedures of school life, some students require more direct instruction and support (Warger, 

1999). It is important that school-wide behavior management systems address these needs. 

Effective school-wide discipline programs are developed to meet the needs of the school and to 

promote positive behavior, rather than just to enforce rules. Clearly stated expectations, 

understood by everyone in the school, form the foundation for schools to deal effectively with 

student behavior (Meyers & Pawlas, 1989; Montague, Bergeron, & Lago-Delello, 1997; 

Protheroe, 2005).  

Benefits of School-wide Discipline Programs 

School safety and order is crucial to a successful school and fundamental to providing a 

productive learning environment for students. An effective school-wide discipline system helps 

contribute to safety and order through teaching students self-discipline and problem-solving 

strategies. School-wide discipline programs have many benefits. 
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According to Rosenberg and Jackman of Johns Hopkins University (2003), there are 

many reasons for developing and implementing comprehensive school-wide discipline plans. 

They have assessed the effectiveness of a positive process-based school-wide plan, Prevent Act 

Resolve (PAR). PAR is a comprehensive behavior management system in which collaborative 

teams work together to form consensus on a positive and supportive school-wide behavior 

management program for all children. In developing a plan that meets the needs of the school, 

the team incorporates plans and strategies to (a) prevent the occurrence of troubling behavior; 

(b) act or respond to instances of rule compliance and noncompliance in a consistent fashion; and 

(c) resolve issues that underlie or cause troubling behavior.  

  Rosenberg and Jackman (2003) tracked data collected from 12 schools, 8 middle and 4 

elementary, for three years. The researchers used outcome measures such as (a) the impact on 

student behavior (i.e., the number of administrative referrals, number of disciplinary removals, 

and percentage of students who earned positive consequences) and (b) the impact on school 

climate to assess the school-wide behavior management program. They observed that in 10 of 

the 12 schools there were (a) significant decreases in office referrals and suspensions, 

(b) significant improvement in measures of school climate, (c) decreases in teacher attrition and 

turnover, and (d) modest increases in state-mandated testing. Also, school-based personnel made 

use of data to assist in the development of targeted intervention plans for students who were not 

responding to the universal school-wide system.  

Anecdotally, the researchers have concluded through their observations that the 

implementation of school-wide plans resulted in generating positive outcomes including  

(a) increased instructional time; (b) increased consistency in expectations and procedures; 

(c) increased staff commitment; (d) reduced disruptive behavior; (e) enhanced family and staff 

morale; and (f) improved relationships between schools, parents, and the community. They 

suggested that school-wide programs provide explicit supports for teachers, administrators, and 

students to ensure their commitment to the initiative. 

Rosenberg and Jackman (2003) also applied the same research methodology in other 

schools in the Baltimore/Washington area. Their further review of office referral data at a 

Maryland middle school showed that the number of fights decreased by 85% after implementing 

PAR. A cohort of three middle schools also reported significant reductions in office referrals and 

 39



suspensions as well as improved school climate measures when implementing a comprehensive 

school-wide management system.  

Increases Instructional Time 

Gottfredson, et al. (1993) note that one-third of all teachers report that student 

misbehavior interferes with their teaching and disrupts the learning process. Their 3-year study in 

eight middle schools tested a school-wide behavior program designed to improve adolescent 

conduct. The purpose of the program was to improve clarity and enforcement of rules, classroom 

organization, school-home communication, and to increase reinforcement of positive behavior. 

The researchers found that the strength and fidelity of implementation differed across schools. 

However, in schools where school-wide programs were well implemented, instructional time 

increased and student conduct improved greatly. Presumably, then, the implementation of 

effective behavioral programs with clear, consistent rules and expectations should enhance 

student achievement, at least indirectly, by helping to preserve teachers’ instructional time and 

increase students’ time-on-task. 

Ensures Consistency in Expectations and Procedures 

Based on their school-wide discipline research, Rosenberg and Jackman (1997, 2003) 

maintain that only through a well-defined school-wide approach can educators attain consistency 

in positively recognizing appropriate behaviors and acting upon inappropriate behaviors. 

Consistency also helps educators explain to students and families the behaviors that are expected 

in schools as well as the rationale and methods used for dealing with those behaviors. School-

wide discipline approaches also help educators respond proactively and positively to behavior, 

instead of reacting in the heat of the moment. Students react better to consistency and more 

positive approaches, and consequently, teacher stress is reduced.  By setting consistent standards 

and enforcing them, modeling appropriate behavior, and supplying supports, educators help 

students make the correct choices when they are having difficulty doing so independently. 

Increases Staff Commitment 

Teachers can use a wide range of prevention strategies in their classrooms to achieve 

positive student outcomes. However, research shows that results may be better when the entire 

school staff is committed to some system of school-wide prevention and when there is a learning 

environment that promotes positive academic, behavioral, and social-emotional outcomes for all 

children (CECP, 1997; Fitzsimmons, 1998; Lewis, n.d.). Through working together toward the 
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common goal of creating a safe and productive learning environment, staff and students are more 

likely to achieve these outcomes.  

Research and practice have consistently demonstrated that a disciplined school climate 

that conveys order, a sense of community, and higher expectations for behavior for both staff and 

students has a positive effect on student learning (Gaustad, 1992). In their four-year study 

evaluating the effects of establishing, teaching, and reinforcing school-wide rules and routines 

and systematically responding to disruptive behavior, Nelson et al. (1998) found that having such 

a system in place may have played a key role in the decrease in formal office disciplinary 

referrals by teachers and administrators who remained committed to the plan. Commitment to 

purpose contributes to the success of any type of program implementation initiative.  

Reduces Disruptive Behavior 

Nelson et al. (1998) conducted a 4-year study at an elementary school of 594 students in 

the Pacific Northwest to assess the relative effects of establishing, teaching, and reinforcing 

school-wide rules and routines and assess the systematic response to disruptive behavior. Staff 

received one 3-hour training session from a nearby university on general guidelines for 

establishing and implementing such a plan. In addition to the school-wide organizational 

program, the Think Time strategy, a systematic response to disruptive behavior, was 

implemented for use school-wide in the third year of the study, with the exception of the fourth-

grade control group. Think Time is based on time-out and debriefing strategies designed to 

(a) deliver a systematic consequence, across all staff and administrators, when the student 

engages in disruptive behavior; (b) provide the student with feedback and planning with staff for 

subsequent performance; and (c) enable the teacher to stop a negative social exchange and 

initiate a positive one—reducing the potential for accelerating disruptive behavior. An emphasis 

is placed on the commitment of staff and administrators to ensure that these strategies are 

implemented across the school as a whole. 

Archival data were used to gather student referral information for behavior violations. A 

continuous intervention time series design over four years was used to determine the effects of 

implementing the school-wide discipline system. Using a nonequivalent comparison group, 

fourth-grade teachers (and students) were selected as the control group because they were 

initially resistant to implementing strategies. No experimental procedures were in effect during 

the baseline year prior to program implementation. Throughout this condition, school personnel 
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used any form of common classroom management techniques. Following the implementation of 

the systematic response to disruptive behavior in all grades, except Grade 4, the researchers 

found that the mean number of office referrals for rule violations decreased at the end of year 

one and remained relatively stable into the fourth year. Their findings were consistent with 

previous research demonstrating that establishing a school-wide behavior system seems to 

reduce the level of disruptive behavior in elementary and middle schools.  

Nelson et al. (1998) recommend that, taken together, these studies suggest that schools 

must look closely at the contribution that school-wide practices make to reducing levels of 

disruptive behavior. Implications of the study are that (a) the school environment and 

commitment of staff and administrators play a large role in managing disruptive behavior and 

(b) establishing discipline policies and practices should focus on the organizational practices of 

each individual school. Despite the suggested positive outcomes, it should be noted that the study 

was conducted in one elementary school in one geographic location; therefore, the results may 

not be comparable in other schools. Also, formal data on treatment fidelity were not collected, 

and the research design was not strong in controlling for internal validity. Future research should 

examine interventions in other schools with other staff and students before claims can be made 

about external validity. 

A high sense of responsibility for improving discipline is usually associated with 

commitment to action (Huber, 1993). Stakeholders must achieve a sense of personal 

responsibility for improving the situation before real change will occur. A climate in which staff, 

students, administrators, and parents commit to producing positive change is a climate conducive 

to effective school discipline (Freiberg, as cited in Nelson, 2002). 

Generates Positive Outcomes   

Based on the research literature, it can be inferred that when schools implement a unified 

discipline plan, they can expect the following positive outcomes: (a) improved student behavior, 

including time on task; (b) decreased discipline issues and office referrals; and (c) improved staff 

and student attitudes (Marr et al., 2002; Warger, 1999). An emerging data-base has shown that 

implementing universal systems of school-wide behavior support will have a positive impact on 

overall rates of problem behavior in school.  

 University of Oregon professors Horner, Sugai, and Horner  (2000), developers of the 

Effective Behavior Support System (EBS), a school-wide behavior support system, have worked 
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with over 300 elementary and middle schools in developing and assessing school-wide discipline 

programs. EBS was developed to be used as an alternative to zero-tolerance policies. Based on 

their extensive work in schools implementing such plans, Horner et al. (2000) have concluded 

that schools with effective disciplinary plans focus on positive, rather than reactive or punitive, 

measures and invest in the prevention of disruptive behavior. In return, they experience positive 

outcomes. Findings from their on-going research and observations at the elementary and middle 

school level show (a) significant improvements in behavior, (b) academic gains, and (c)increases 

in instructional time when such programs are implemented. Similar findings have been revealed 

when school-wide behavior management systems have been implemented throughout the United 

States.  

Examples of Contemporary Trends in School Discipline Plans  

School disciplinary policies and practices are fundamental elements in United States 

schools. Traditional approaches to school discipline—including codes of conduct defining the 

rules and responsibilities of students and teachers, suspension, corporal punishment, and 

teachers’ methods of managing student behaviors—rely primarily on deterrence, control, and 

punishment to maintain order. However, approximately 40 years of research, primarily in 

education and psychology, has shown that these policies and practices often contribute to 

unintended negative outcomes such as increased behavioral and academic problems among 

students (Cameron, 2006; Rosenberg & Jackman, 1997). For these reasons, educators are 

examining behavior programs that have demonstrated their effectiveness in reducing discipline 

problems while safeguarding students’ educational opportunities. 

Educators have begun seeking new ways to move beyond traditional punishment and 

provide academic and social opportunities for all children. At the same time, researchers have 

begun to study and advocate for broader, proactive, positive school-wide discipline systems. One 

promising approach for achieving the dual goals of teaching self-discipline and managing 

behavior is school-wide behavior management. The need for school-wide behavior management 

systems is well supported in academic literature (Alderman, 1999, 2000, 2004a, 2004b; Bear, 

1995; Brownell & Thomas, 1999; CECP, 1997; Fitzsimmons, 1998; Safran & Oswald, 2003; 

UPDC, n.d.). Various forms of universal discipline programs have been implemented in an effort 

to help reduce discipline problems and ensure a safe learning environment. To better understand 
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how such programs work, examples of promising models that have emerged over the past decade 

are worth noting. 

Effective Behavioral Support (EBS) 

Developed by the Institute on Violence and Destructive Behavior at the University of 

Oregon, Effective Behavior Support (EBS) is a school-wide behavior support system designed to 

prevent and decrease the disruptive behavior of all students within a school setting. It is a team-

based process designed to address the assessed needs of individual schools. 

Components of EBS. EBS implements identified key components of a school-wide 

behavior management system including the following: (a) clearly defined mission statement, 

(b) positively stated behavioral expectations or rules, (c) procedures for directly teaching these 

expectations, (d) a continuum of strategies for encouraging these expectations, (e) a continuum 

of strategies for discouraging rule violations, and (f) procedures for monitoring and record 

keeping (Fitzsimmons, 1998; Metzler et al., 2001; Nakasoto, 2000; Sugai & Horner, 1994).  

Fitzsimmons (1998) explains that once a school’s plan has been developed, all staff are 

taught the procedures for teaching students appropriate behavior and rewarding them when they 

have been "caught being good." These common behavioral expectations and consequences 

provide a structured and predictable learning environment for both students and staff. This 

structure also makes it easier for all staff to share responsibility for the behavior of all students in 

classrooms and in other transition settings throughout the school (e.g., hallways, the playground, 

or the cafeteria). 

Structured school-wide programs of this type address most students’ needs; however, 

there are some students whose behavior requires additional support. To address these students’ 

needs, EBS schools have Behavioral Teacher Assistant Teams that assist teachers in establishing 

individual action plans for "at-risk" students who have repeated behavior problems.  

Outcomes of EBS. EBS teams have collected data on student behavior and staff 

satisfaction with the program and have used these data to help make program changes, as 

needed. According to researcher Tim Lewis (1997), results of staff surveys in schools 

implementing the EBS program indicate that staff strongly support the system. Staff report that 

they feel the program empowers them to create a structured environment where learning takes 

place without the interruptions caused by behavior problems. Teachers’ open-ended survey 

responses revealed that they were generally pleased with the program. Their comments reflect 
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that they perceive EBS to have been successful, even with children exhibiting chronic 

misbehavior. Lewis and his research team found that in most EBS schools, the impact has been 

extremely effective in changing student behavior. Using office referral data generated through a 

computerized student information system, one elementary school implementing EBS reported a 

42% decrease in administrative referrals during the program’s first year of implementation. 

Another school projected a 71% decrease in office referrals from approximately 7,000 to less 

than 2,000 after four years of implementation (CECP, 2001). 

After evaluating the EBS program through interviews with students and staff at two 

elementary schools in Oregon and Missouri, researcher Tim Lewis, Associate Dean for Research 

from the University of Oregon (1997), found that the hardest hurdle staff had to overcome was in 

shifting how they view the problem behavior. He reported that many teachers stated that teaching 

appropriate behaviors is not their responsibility. However, his research indicates that to make 

EBS work, teachers must respond to behavioral problems from an instructional approach rather 

than from a punitive one (CECP, 1997). 

Metzler et al. (2001) evaluated EBS as a consultative approach to assist middle schools in 

implementing empirically based school-wide positive behavior management practices. 

Participants were middle grade students at three schools in two Oregon communities. The 

intervention was evaluated through (a) records of rewards given, (b) office discipline referral 

records, and (c) frequent anonymous staff surveys and student questionnaires regarding school 

climate. Assessments of school behavior management practices, student behavior, and reports on 

school climate were obtained over a period of two or more academic years. Where possible, data 

from the target school were evaluated against data from comparison schools. Results at the target 

school showed increased positive reinforcement for appropriate social behavior, decreased 

aggressive social behavior, significant decreases in discipline referrals, and improved perceptions 

of school safety. These changes were not noted at the comparison school. 

Expanding Placement Option (Cheney Model) 

As part of an OSEP research project designed to support students with emotional and 

behavioral disabilities (EBD), researcher Doug Cheney and his colleagues (1995) studied school-

wide behavior management plans that (a) teach and support appropriate social behavior and 

(b) identify consistent school-wide responses to challenging behaviors. This was done to help 

staff develop the knowledge, skills, and strategies needed to deal more effectively with EBD 
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students. Through providing teachers with a broader range of options on how to deal with EBD 

students with recurring  behavior problems, Cheney and fellow researchers hoped to reduce the 

number of disciplinary referrals and increase the number of students who were included into the 

general education population. 

Components of Cheney Model. The primary goal of the initial project was to increase 

the inclusion of students with emotional disabilities. Using the Cheney Model, schools  

(a) develop proactive management plans, (b) train the total faculty to use problem-solving 

strategies for rule-violating behavior, (c) develop classroom environments that support cognitive 

and social development, (d) develop intervention strategies for students with serious behavioral 

problems, and (e) develop family and community support networks (Cheney, Barringer, Uphan, 

& Manning, 1995; Cheney, Manning, & Upham, 1997).  

Outcomes of Cheney Model. According to Cheney et al. (1997), initial findings on the 

expanded placement options model have been encouraging. After completing program training, 

teachers completed self-assessments, the EBD Teacher Competency Survey, to determine their 

knowledge and skill mastery in working with emotional and behavioral disorders. Survey scores 

prior to the training and program involvement suggested that teachers viewed themselves as 

having only little-to-some competence for working with EBD students. Their perceptions of 

having the knowledge and skills to meet the needs of EBD students improved after implementing 

the program. Data regarding student placement were also collected and analyzed. After four 

years of following Cheney’s work at an elementary school in New Hampshire, the district 

psychologist stated that the preliminary data indicated that 80% of all students were included in 

general education classrooms most of the day; 90% were integrated at least part of the day. 

Preliminary analyses also showed student gains on all subscales of the Walker-McConnell 

Behavioral Scale (CECP, 1997).  

Unified Discipline (UD) 

Reducing disruptive behavior in classrooms remains a major challenge for schools. As 

part of an OSEP-funded primary prevention project, Algozzine et al. (2000) studied the 

implementation of Unified Discipline (UD), a school-wide approach to behavioral management.  

Components of UD. The Unified Discipline behavior management program has four 

primary components: (a) unified attitudes of teachers and school personnel who believe that 

behavioral instruction is part of teaching, (b) unified expectations that are consistent and fair, 
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(c) unified consequences and consistent correction procedures, and (d) unified team roles where 

all personnel have clear responsibilities in implementing the school-wide behavior management 

plan (ERIC Clearinghouse, Winter, 2003).  

Outcomes of UD. United Discipline was initially implemented in an elementary school 

with low academic achievement rates and a high percentage of students classified as having 

emotional behavior disorders (EBD). A review of teacher perceptions gathered through staff 

surveys indicates that teachers report positive attitudes toward the use of Unified Discipline. 

Preliminary evidence also suggests reductions in the nature and number of office referrals. 

Observational data reviewed by Marr et al. (2002) measured the amount of positive on-task 

behavior and negative off-task behavior in classrooms involved in the project and in comparison 

classrooms that did not use the specified recording procedures. Results indicated significantly 

higher rates of time on task and reductions in disruptive behavior throughout the year in the 

project classrooms. The program has implications for practice given that it shows the connection 

between school-wide behavioral management strategies and increased instructional time, which 

has a direct impact on learning (ERIC Clearinghouse, Winter, 2003). 

Prevent Act Resolve (PAR) 

Dr. Michael Rosenberg affirms that the lack of school discipline has been identified by 

educators and the general public as the most persistent and possibly the most troubling issue 

facing schools (Brownell & Walter-Thomas, 1999; Rosenberg & Jackman, 2003). As a response 

to this dilemma, Rosenberg and his colleagues developed and implemented Prevention, Action, 

and Resolutions (PAR), a comprehensive school-wide behavior management model for 

educational settings. The proactive, positive, process-based approach consists of strategies 

developed through consensus and is designed to (a) prevent problem behaviors from occurring, 

(b) respond to rule compliance and noncompliance, and (c) resolve a number of issues that cause 

troubling behavior. 

Components of PAR. The essential components of PAR include: (a) team-based 

approach; (b) school-wide commitment; (c) consistent, reasonable, positively stated rules and 

procedures; (d) hierarchy of logical consequences for rule compliance and noncompliance; 

(e) procedures for crisis situations; and (f) support for students who are repeatedly unable to 

follow the rules.  
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Outcomes of PAR. PAR management procedures have been put into practice in more 

than 50 schools, mainly in the mid-Atlantic region of the United States. A number of outcome 

measures are used to evaluate the effectiveness of the program, including (a) quality of the 

procedural manuals developed by staff outlining the agreed-upon school-wide behavior 

management plan, as measured on a rating scale of 1-5; (b) impact on student behavior 

(i.e., frequency of behaviors requiring office referrals, suspensions, and expulsions; percentage 

of students who earn positive consequences); (c) school climate, as measured through surveys, 

questionnaires, and observations; (d) student and faculty attendance and turnover; and 

(e) commensurate changes in the state-mandated academic assessments (Rosenberg & Jackman, 

2003). 

Rosenberg and Jackman (2003) report that initial outcome data from participating PAR 

schools indicate that significant improvements in school climate can be achieved when all 

educators reach consensus on a positive and supportive means for managing behavior. After 

tracking data from 12 schools (eight middle and four elementary) from 2000-2003, he and his 

colleagues observed that in 10 of the 12 schools there have been significant decreases both in 

office referrals and suspensions, ranging from 3% to 57% in a single year. After reviewing office 

discipline referral data and surveying teachers’ and students’ perceptions from schools 

implementing the PAR model, Rosenberg and his colleagues also found that these decreases 

have been accompanied by significant improvements in school climate measures, decreases in 

teacher attrition and turnover, and slight increases in state-mandated testing. Teachers also 

reported that they felt less stress, experienced more collegiality, and felt more empowered to 

change their teaching environments after being part of the school-wide positive behavior support 

program (Rosenberg & Jackman, 1997). Moreover, school-based personnel also began using data 

to assist in the development of targeted intervention plans for students who were not responding 

to the universal school-wide behavior management system. 

In the few schools where only minor improvements occurred, the researchers concluded 

that the cause was often attributed to mitigating circumstances. Examples of these factors include 

(a) high administrative, teacher, and student turnover; (b) large numbers of uncertified teachers; 

(c) unpredictable administrative support; (d) nominal efforts to revisit and reflect on the original 

discipline plan; and (e) little attention given to data collection. 
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Positive Behavior Support (PBS) 

Positive Behavior Support is the “application of positive behavioral intervention systems 

to achieve socially important behavior change” (Sugai et al. 2000, p. 133). The primary goal of 

the PBS model is the implementation of prevention practices that target the entire school 

population. 

Components of PBS. The critical components of Positive Behavior Support include: 

(a) setting consensus-driven behavior expectations; (b) teaching key interpersonal skills; 

(c) providing systematic positive reinforcement for meeting and exceeding performance criteria; 

(d) monitoring intervention effectiveness continuously through data collection and analysis;  

(e) involving all stakeholders in planning discipline practices, and (f) reducing and eliminating 

reactive, punitive, and exclusionary strategies in favor of a proactive, preventive, and skill-

building approach (Sugai & Horner, 2006; Sugai et al., 2000; Walker et al., 1994)  Academic 

engagement is a measurable behavior than can be influenced by positively focused interventions 

that reduce disruption, distraction, and negative behaviors in the classroom (Luiselli, Putnam, 

Handler, & Feinberg, 2005). 

Outcomes of PBS.  Luiselli et al. (2005) designed a study to assess the effectiveness of 

the PBS model in an urban mid-western elementary school (K-5) serving approximately 600 

students. The school was self-selected to participate in implementing PBS. Luiselli et al. reported 

that for many years, the school had been overwhelmed with frequent discipline problems, poor 

staff morale, and low academic achievement. To assess program effectiveness, several student 

discipline and academic measures were recorded, including (a) number of office discipline 

referrals, (b) type of discipline referrals, (c) number of suspensions, and (d) academic 

performance data, as indicated by the MAT-7, a nationally norm-referenced test administered by 

public schools throughout the United States. Teachers’ perceptions of the program’s 

effectiveness, as measured through questionnaires, were also analyzed. 

The study spanned three school years, 1999-2002. At the end of each of the three school 

years, teachers completed a multiple item questionnaire that sampled their opinions of and 

satisfaction with things such as policies, performance responsibilities, physical environment, and 

expectations. All items were in the form of a “yes/no” statement. Two questionnaire items were 

extracted to measure the program’s social validity: “The school discipline is effective” and 

“Student learning time is protected from disruption in your class.”  
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The researchers acknowledged that consistent with PBS standards, intervention  

(a) included the entire student population, (b) focused on prevention of misbehavior, 

(c) emphasized academic and social skills, (d) stressed positive reinforcement, (e) solicited the 

full cooperation of administrators, and (f) evaluated outcomes through data-base monitoring. The 

finding that the school-wide intervention was associated with reduced office referrals and 

suspensions is consistent with previous research on whole-school PBS programs and discipline 

problems (Luiselli et al., 2005; Nelson et al., 1998). The results also suggest that the PBS 

intervention approach can benefit students’ academic performance. Finally, surveys of teachers’ 

perceptions indicated that they believed the intervention was effective and contributed to better 

classroom learning.  

Other evaluations of universal school-wide PBS interventions have also offered 

encouraging results. Studies utilizing multiple measures such as behavioral assessment, teacher 

rating scales, and consumer satisfaction inventories along with archival data make more 

comprehensive program evaluations possible (Gottfredson et al., 1993; Nelson et al., 1998; 

Sprague et al., 2001). The systematic use of behavior tracking systems and computer technology 

applications can also help schools use data to plan and evaluate behavior management 

interventions such as PBS (Dwyer et al., 1998; Nakasoto, 2000). 

Teachers’ Perceptions of School-Based Discipline Programs 

The key to establishing any successful educational program is to ensure the buy-in of 

those involved in carrying out the plan. The focus on teachers’ perceptions of the effectiveness of 

school-based discipline programs is particularly important given the high incidence of disrespect, 

disruption, and violence in classrooms (Siaosi, 2006). It is worthwhile to consider the opinions of 

those who are the most involved in actually implementing school-based discipline programs.  

 Lack of Information on Teachers’ Perceptions 

National studies often focus on violence statistics and students’ perceptions of violence 

and discipline rather than addressing teachers’ perceptions. The School Survey on Crime and 

Safety (SSOCS) sponsored by the National Center for Education Statistics (NCES) gathers and 

reports information as reported by a nationally representative sample of elementary and 

secondary school principals. In March 2000, surveys were mailed to 3,366 school principals. 

They were asked to provide information concerning the amount of crime and violence, 

disciplinary actions, prevention programs and policies, and other school characteristics. 
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Although principals can provide a good picture of the conditions in public schools, they can only 

provide the incidents that have been brought to their attention. The SSOCS collects a wide 

variety of statistical information (e.g., numbers and percentages of schools by category of 

violence). However, the information is reported by principals, not teachers. Although the report 

contains a wealth of statistical information related to crime and safety in schools, it contains little 

information specifically related to educators. No information was gathered to describe educators’ 

perceptions of violence, disciplinary actions, or prevention programs and policies (Miller, 2004).  

The Violence and Discipline Problems in U. S. Public Schools Statistical Analysis Report 

sponsored by the U.S. Department of Education was a response to the Safe and Drug-Free 

Schools and Communities Act. As part of the legislation, NCES was required to collect data to 

determine the frequency, seriousness, and incidence of violence in elementary and secondary 

schools. The school violence survey was mailed to a nationally representative sample of 1,234 

regular public elementary, middle, and secondary schools in 50 states and the District of 

Columbia in the spring and summer of 1997. The survey requested information on four main 

topics: (a) the incidence of crime and violence that occurred during the academic year, 

(b) principals’ (or school disciplinarians’) perceptions about the seriousness of a variety of 

discipline issues in their schools, (c) the types of disciplinary actions schools took against 

students for serious offenses, and (d) the kinds of security measures and violence prevention 

programs that were in public schools.  

The survey was conducted through the NCES Response Survey System (FRSS), a survey 

system designed to collect small amounts of issue-oriented data with minimal burden and within 

a short time frame. Survey findings were presented separately for all regular public schools and 

by school characteristics. However, the sample size for the survey was too small to ensure 

reliable estimates of rare events, and any sample survey is subject to data collection errors and 

response bias.  

Lack of Information on Teachers’ Involvement in Discipline 

The survey results provided information about violence-prevention efforts. The survey 

reported that 78% of schools have some sort of violence-prevention program or effort and that 

50% of schools have all or almost all students participating in the programs. The survey also 

reported that only 44% of teachers and staff were substantially involved in school violence 

prevention programs. Elementary schools reported 51% were substantially involved, middle 
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schools reported 40%, and high schools reported 26%. The report also indicated that 67% of the 

schools provided training, supervision, or technical assistance in classroom management for 

teachers, and 85% participated in the review, revision, or monitoring of school-wide discipline 

practices and procedures. However, these statistics do not help answer questions such as, “When 

78% of the schools have a violence prevention program or effort, why are only 44% of the 

teachers or staff substantially involved?” or “Why do the numbers of teachers involved in 

programs or efforts steadily decrease as the focus moves from elementary to high school?”  More 

needs to be learned from those who are working directly with the programs. 

Lack of Information on Teachers’ Perceptions of Discipline Strategies 

Studies have also failed to look specifically at the relationship between teachers’ 

perceptions of school discipline and the perceived effectiveness of current discipline plans. A 

review of the literature indicates that many unanswered questions remain regarding the effect of 

school-wide discipline programs on student discipline referrals and teachers’ perceptions toward 

discipline. Few studies are available that examine teachers’ perceptions of behavioral issues in 

their classrooms and their efforts to deal with misbehaviors. 

Myers & Holland (2000) surveyed 350 randomly selected Kentucky teachers from 15 

schools, ranging from pre-school through high school. Schools were selected based on the 

researchers’ professional affiliations with a research person at each location. The purpose of the 

study was to examine teachers’ perceptions of behavioral issues in their classrooms and their 

ability to address behavioral concerns through appropriate interventions. Teachers were also 

asked to report how many students exhibiting problematic behaviors they were encountering in 

their classrooms. Perceptions were examined using an open-ended response questionnaire 

describing scenarios of students exhibiting problematic behavior. Participants were to describe 

an appropriate intervention strategy for each situation. The two researchers independently rated 

the responses as Appropriate, Inappropriate, or Vague. Because of the potential subjectivity in 

the rating answers, interrater reliability was calculated for 20% randomly selected participants. 

Based on their analysis, the researchers concluded that few teachers applied intervention 

strategies that were appropriate to the implied behavioral function; therefore, the misbehaviors 

continued. Teachers’ perceived level of proficiency in resolving behavior problems was 

determined by having respondents rate their skills in dealing with destructive, aggressive, 

noncompliant, and disruptive/off-task behaviors on a 5-point Likert scale. An analysis of the 
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ratings indicated that teachers generally believed that their behavior management skills were 

fairly adequate. Results also indicated that general education teachers reported that 1 in every 5 

students on average exhibited disruptive or off-task behavior, and 1 in 20 exhibited aggressive 

behaviors to the point that some type of intervention was necessary.  

The generalizability of the results is a primary limitation of this study. Participants were 

not randomly sampled from across the state or other areas of the country. The percentage of 

students exhibiting behavior problems may be an overestimate since all teachers in a school 

building were surveyed, and students having multiple teachers may have been counted more than 

once. Furthermore, no definitions of terms such as aggressive or disruptive behavior were 

provided, and there may be inconsistency among teachers due to their own personal 

interpretations of the terms. The researchers suggest that future research will need to be 

conducted to address efficient and effective ways to help teachers become more skilled in 

handling challenging behavior. Also, more information is needed regarding teachers’ opinions 

concerning specific behavior management practices. While there is a need to identify strategies 

that teachers believe to be successful in reducing student misbehavior, information is also needed 

to determine the impact of implementing various school-wide behavior support systems.  

Evaluating School-wide Behavior Support Systems 

As described, in recent years, numerous practices and various forms of school-wide 

behavior support systems have been implemented throughout the country to help deal with the 

problem of disorder in America’s schools. This literature review describes only a few of those 

discipline program studies that have yielded positive results. Those that have shown to be most 

effective have similar key components and have had varying degrees of acceptance and success. 

For the most part, the results have been very favorable. To determine the success of these 

programs, districts must use various measures including a data support system to help assess 

program effectiveness. This data on student behavior can be shared with staff and used in 

forming school-wide objectives related to improvement in discipline (Duke & Meckel, as cited in 

Nelson, 2002). 

A large number of descriptive papers have been written on the subject of effective 

behavior support programs. However, the literature shows that other measures are also useful in 

assessing program outcomes. Safran and Oswald (2003) maintain that a variety of accessible, 

reliable, and multiple measures are essential to evaluate the effectiveness of school-wide positive 
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behavior intervention programs. Examples of these measures include a variety of archival data, 

surveys, direct observations, questionnaires, interviews, and focus groups.  

Using Archival Data 

A review of the literature suggests that using archival data to plan and evaluate positive 

school-wide behavior programs can be very effective. For example, a study conducted by Sugai 

et al. (2000) used office discipline referrals to assess and monitor school-wide discipline 

interventions. Office discipline referrals are used throughout the nation as a method for 

managing and monitoring misbehavior in schools. An office discipline referral is an index of 

student behavior and an index of the discipline systems within a school. Sugai et al. conducted a 

study to demonstrate the importance of linking office discipline referral data to the school-wide 

discipline program. They wanted to show that referral patterns might be used to guide school 

behavior intervention regarding selection of potential areas for system modification or reform, 

and indicators of change across time. 

 Using data to identify school’s discipline needs. Office discipline referral data were 

collected from 11 elementary (Grades K-6) schools and 9 middle (Grades 6-9) schools across 

seven school districts in two western states. Six schools provided referral data for multiple years. 

Because of schools with multiple years, a total of 21 academic school years of data were 

available for a total of 18,598 students. Schools were selected for inclusion in the database 

because of their interest in improving their school discipline systems, the existence of an 

established system for monitoring and reporting data, and their willingness to provide data for 

inclusion in a broad database. Each school maintained an office referral database developed from 

individual written office referrals. The results for each year were reported. Information gathered 

included descriptions of disciplinary referrals that were reported by grade levels, the total 

number of referrals per school year, and the number of students with more than 1, 5, or 10 office 

referrals. An analysis of this information was used by each school to determine which areas 

needed additional attention and modification. It was also suggested that the information could be 

used as a proactive, assessment-based approach to school-wide discipline and behavior support. 

It could also be used to help decision makers identify the type and intensity of the intervention 

system needed to meet the school’s needs.  

Using data to assess program effectiveness. Wright and Dusek (1998) noted that office 

referrals are an unobtrusive measure of student behavior and may help minimize the time 
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commitment required for direct observation and the subjectivity of behavior rating scales. To 

assess behavioral management program effectiveness, they conducted an extended comparison 

case study of office referrals in two matched elementary schools in an urban school district over 

a 3-year period. Through analyzing student referral data using a computerized information 

system, they were able to establish a base rate. The data also indicated a stable rate of 

disciplinary referral for subgroups in both schools across school years and a high and stable rate 

of re-referral for individual students within a school year. However, only base rates of disruptive 

behavior collected at the building level, not across buildings, are likely to provide useful 

estimates of the rate of student disruptive behaviors at a given school. 

 Using data to help decision makers. Information from the case example suggests that 

disciplinary referrals can be compiled into a database that provides decision makers 

(e.g., administrators, school psychologist, behavior interventionist) with useful information about 

emerging patterns of difficulty in student-teacher interactions. Before making decisions about 

implementing different discipline programs, they can also find out more about the number of 

general education and special education students, as well as gender and race differences, in the 

distribution of disciplinary referrals. In this case, the data was used to make decisions about 

program modifications that might better address the needs of particular students or subgroups 

(e.g., students with aggressive or disruptive behavior) that needed the most assistance in dealing 

with inappropriate behavior. Future research into applications of incident report data could 

investigate the utility of disciplinary office referrals as a behavioral measure to be incorporated 

into evaluations of students with chronic behavior problems. The information collected in this 

study was limited to a small sample, and no follow-up information was available to determine 

whether students identified through the use of office referral analysis benefited from intervention 

strategies. Additional discipline information could be analyzed over a longer period of time or 

across a larger sample of schools to determine if rates of referral for the school and targeted 

students changed after interventions were applied. 

Using data to identify unsafe or disorderly schools. Skiba (as cited in Safran & 

Oswald, 2003), stated that data can help identify unsafe or disorderly schools that could benefit 

from changes in overall behavior management practices. Research also explains how office 

referral information can provide baseline data to evaluate intervention effectiveness (Colvin, et 

al., 1993; Dwyer et al., 1998; Gaustad, 1992; Nakasato, 2000; Sugai et al., 2000). However, 
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Sugai et al. (2000) also cautioned that office referral monitoring systems must be accurate or the 

entire process can lose its credibility. Web-based computer application systems can conveniently 

and efficiently provide an accurate account of discipline referrals and can aid school 

representatives in making decisions regarding program implementation or evaluation. This 

process is most useful when incorporated into an effective school-wide management plan (Safran 

& Oswald, 2003). 

In assessing the implementation and preliminary evaluation of a positive school-wide 

behavior support system in an inner-city middle school (approximately 737 students, grades 6-8) 

in a Mid-western city middle school, Warren et al. (2006) conducted a 3-year study using office 

referral data as one method for collecting pre-intervention and post-intervention outcome 

measures. Examples of outcome measures include in-school conferences with students, time-

outs, in-school suspensions, and out-of-school placements. Incident referral data along with a 

variety of archival and direct observation measurements provided important information about 

the overall effectiveness of various program aspects. Using the office referral data enabled the 

researchers to conveniently and quickly monitor progress throughout program implementation. 

However, Warren et al. also collected subjective anecdotal reports from teachers and 

administrators regarding the change in school climate and teachers’ philosophy toward student 

behavior.  

 The number of disciplinary referrals decreased significantly during the first two years of 

implementation; however, they were not sustained in Year-3 of the study. Warren et al. 

explained this could have been due to the adoption of a new uniforms policy, and a number of 

referrals were due to increased dress code violations. Overall, preliminary results from the 

sample intervention indicated that school-wide efforts were effective in reducing office referrals 

and other disciplinary actions. No formal measures of the fidelity of program implementation are 

available; however, researchers found that only a minority (25%) of the staff were responsible 

for handing out the majority of positive behavior tickets used as incentives to encourage 

appropriate behavior.  

Several limitations are associated with the case study findings. For example, in 

considering the effectiveness of the program, other factors such as teachers’ perceptions or 

tolerance of student behavior may have been partially responsible for the observed outcomes. 
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Also, the lack of a matched comparison school in the project limits the confidence that the 

changes resulted solely from the implementation of the school-wide behavior support program. 

Why Discipline Data are Necessary 

After extensively reviewing research on violence prevention and intervention in schools, 

Dwyer et al. (1998) concluded that discipline data are necessary to ensure that 

(a) ineffective discipline practices are modified or discontinued, (b) effective discipline programs 

are enhanced, and (c) support systems are in place for students who exhibit chronic problem 

behaviors. Dwyer et al. maintained that office discipline referrals are crucial to assessing school 

discipline needs and for monitoring the effects of various behavior reform efforts. Nakasoto 

(2000) drew similar conclusions when evaluating the impact of a positive school-based discipline 

plan in Hawaii schools. Tracking and assessing trends over time are important components of a 

safe school discipline program. 

Direct Observations, Surveys, Questionnaires, Interviews, and Focus Groups   

In addition to school data, direct observations, surveys, questionnaires, interviews, and 

focus groups are often used to assess the implementation of school-wide programs. For example, 

in evaluating the effectiveness of the Second Step program, a universal intervention designed to 

improve the safety and social behavior of students in elementary and middle schools, Sprague et 

al. (2001) used a treatment comparison design and selected multiple measurements to assess 

program effectiveness. Measures included (a) pre- and post-intervention office referral data; 

(b) administrator, teacher, and parent school safety surveys; (c) Second Step knowledge tests 

given to students; (d) a needs assessment questionnaire completed by the school discipline 

teams; and (e) focus group interview comments. 

Second Step’s goals were to assist schools in providing effective educational services, 

behavioral supports, and social-behavioral skills instruction to all students in the school. Nine 

treatment and six comparison (no-intervention) elementary and middle schools in two suburban 

and one urban community in the Pacific Northwest participated. The treatment schools 

implemented a school-wide discipline plan based on the Effective Behavioral Support (EBS) 

model in addition to the Second Step violence prevention curriculum for one year. Comparison 

schools were not restricted in their use of interventions but did not receive technical assistance 

and training or data-based feedback on their performance. Descriptive data were used to evaluate 

the one-year effects of the intervention.  
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Sprague and his colleagues found that office discipline referrals declined an average of 

51% at 4 of the 6 treatment schools; in contrast, little change was noted in control schools. 

Treatment school students also showed improved social skill knowledge, as measured by the 

Second Step knowledge test. However, the test was only given at treatment schools. Perceptions 

of school safety, as measured in a school safety survey, were not different across the schools for 

one year. Qualitative focus group interviews with four treatment and four comparison schools 

were conducted at the end of the study to assess differences between the perceptions of school 

team members. Treatment schools generally reported improved operation of the schools and 

motivation to continue the intervention. Comparison schools talked about the need for improved 

school-wide intervention and technical assistance. Overall, the treatment schools showed marked 

improvements in behavior after participating in the early intervention program. It should be 

noted that results of the study are qualified due to small sample size, lack of office referral 

baseline measures, and the absence of direct observation. The researchers concluded that 

additional research on specific behavioral programs is needed to identify those that are most 

effective in reducing misbehavior. Large amounts of federal and state resources are being 

invested in school safety and prevention of antisocial behavior. It is important that these 

resources be used to promote best professional practices.  

Through their comprehensive review, Safran and Oswald (2003) concluded that research 

has demonstrated that (a) archival data such as office referrals are a useful source in planning and 

evaluating support systems, (b) computer technology can help the planning process and facilitate 

immediate data access, and (c) studies using multiple measures such as archival data, direct 

observations, teacher ratings, and consumer satisfaction surveys facilitate more comprehensive 

evaluations.   

Data Collection Considerations 

Lewis and Sugai (1999) noted that when evaluating intervention effectiveness, direct 

observation is the favored method for collecting data in specific settings; however, practical 

considerations must also be taken into account. They suggest that if time and resources are 

limited, researchers can use anecdotal reports or random observations on a small number of 

students in a targeted area, if appropriate. Further, each school should individually decide the 

type of data collection that is best suited for their situation and purpose. 
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No “One-size-fits-all” Behavior Support System 

A review of the literature clearly indicates that no one behavior support system model fits 

all settings, and no one evaluation method fits all behavior support systems. Based on their meta-

analysis of behavior support systems, Safran & Oswald (2003) concluded that if a school decides 

to implement a positive school-wide behavior support system, the factors that must be addressed 

by all schools include using (a) collaborative problem-solving, (b) positive strategies to reduce 

punitive disciplinary practices, and (c) multiple data sources for planning and program 

evaluation. Through effectively applying these processes, schools can develop and implement an 

effective behavior management system that best meets their unique needs.  

Unanswered Questions about School-wide Behavior Support Systems 

 Although there have been many important achievements in investigating school-wide 

support systems, many unanswered questions remain in the emerging literature. In their meta-

analysis of research on positive school-wide behavior support systems, Safran and Oswald 

(2003) suggested that “future investigations must demonstrate that pupils requiring extensive 

individualized supports can also benefit from school-wide interventions” (p. 370). In their 

review, they maintained that examining the social issues and reporting of teachers’ perceptions 

related to school-wide behavior support systems also basically remain unexplored. For example, 

questions such as, “How open are staff members, parents, and students to such universal 

interventions?” and “What factors are perceived to contribute to a school-wide program’s 

success, and what aspects are considered to be roadblocks?” continue to be largely unanswered. 

Through this study, I examined discipline referral numbers and patterns as well as teachers’ 

perceptions of a specific school-wide prevention program to determine areas of strength and 

areas where improvements are needed.  

Discipline with Unity 

As the review of the literature has demonstrated, improving discipline within schools and 

other settings is central to improving the lives of children with behavior problems. School-wide 

behavior management systems are essential for ensuring academically, socially, and physically 

safe schools. (e.g., Algozzine et al., 2000; Rosenberg & Jackman, 1997). “A growing body of 

research exists regarding the importance of school-wide discipline systems” (U.P.D.C., n.d., ¶ 2). 

Within this context, Discipline with Unity, a school-wide discipline initiative structured to meet 

the needs of a primary school in southwest Georgia, was developed and implemented. The 
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Discipline with Unity School-wide Discipline Plan was based largely on the Discipline – A Total 

Approach (DATA) Program and the De-escalation Model developed by Dr. Terry W. Alderman, 

project consultant (Alderman, 1999). The program aims to provide a unified school-wide plan 

for improving discipline and equipping teachers with instructional, preventive, and de-escalation 

behavior management skills that can help secure time for learning. The discipline plan was 

tailored to meet the school’s specific behavior management and discipline needs. The 

components of effective behavior support plans and discipline systems identified in this review 

were embedded in the program’s structure. This study describes the program and assesses the 

program’s implementation in one primary school across a 3-year period spanning from school 

years 2005-06 through 2007-2008. 

Summary 

Research studies reinforce the need for preventive school-wide behavior programs. These 

programs incorporate key components that are essential to effective schools. However, few 

studies have investigated teacher perceptions regarding school violence and specific programs 

that are designed and implemented to help reduce students’ problem behaviors. This is especially 

significant at the elementary school level where teacher perceptions have seldom been 

investigated in a systematic manner. The literature review indicates that several areas are worthy 

of additional investigation. 

 Because teachers play a vital role in implementing preventive strategies, they need to 

contribute to the dialogue and decision-making process at their particular schools. Teachers’ 

perceptions vary on school discipline and effective practices. National studies have focused 

primarily on students’ perceptions of school violence and have rarely addressed teacher 

perceptions (Siaosi, 2006). Since educators are the practitioners responsible for carrying out the 

discipline plan effectively, their views of the results of a behavior management program’s 

implementation warrant further investigation. This is especially important at the elementary 

school addressed in this investigation. The literature reveals that school specific data are also 

critical to assessing a school’s needs and to developing intervention plans that “help create a 

whole-school response, and help the school identify, create, and/or adapt programs to the site” 

(Astor, Benbenishty, & Meyer, 2004, p. 40) 

Although the behavior management program, Discipline with Unity, entered its second 

year of implementation at the beginning of the 2007-08 school year, a systematic assessment of 
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the program’s effect on students’ behavior and teachers’ perceptions toward program 

implementation had not yet been undertaken. According to Duke and Meckel (as cited in Siaosi, 

2006), data on student behavior should be used in forming school-wide objectives related to 

improvement in school discipline. The information obtained through this investigation should be 

valuable in helping decision makers to determine how to revise the current program to meet the 

school improvement goal of providing a safe and secure learning environment. Chapter Three 

addresses the research methodology governing the study.  

 61



CHAPTER 3 

 

METHODOLOGY 

 

 
Focus of the Inquiry 

School discipline remains a primary concern of educators and the American public. 

Teachers find recurring disruptive behavior a major frustration that significantly reduces their 

effectiveness to facilitate student achievement (Malone et al., 1998). Therefore, teachers must 

implement effective behavior management procedures to maintain a quality learning 

environment and to ensure a positive school climate. To attain these goals, it is important to 

implement school-wide discipline systems designed to ensure student and staff success, not just 

to control problem behavior (Sugai & Horner, 2006). 

Although there have been many important achievements in investigating school-wide 

behavior support systems, many unanswered questions remain. Limited research is available on 

the effectiveness of using comprehensive school-wide discipline plans within individual school 

settings. In their meta-analysis of research on positive school-wide behavior support systems, 

Safran and Oswald (2003) found that examining the social issues and teachers’ perceptions 

related to school-wide behavior support systems basically remain unexplored. For example, 

questions such as, “How open are staff members, parents, and students to such universal 

interventions?” and “What factors are perceived to contribute to a school-wide discipline 

program’s success, and what aspects are considered to be roadblocks?” continue to be largely 

unanswered. Through this study, I examined discipline referral numbers and patterns, along with 

teachers’ perceptions of a comprehensive school-wide behavior management program, to 

determine areas of strength and areas where program improvements are needed.  

This chapter reviews the research questions and research design. After describing the 

setting and participants in the study, it presents the procedures that were used to collect and 

analyze the data. 

Major Research Question and Related Inquiries 

The general question this study attempts to answer is: What are the results of 

implementing a comprehensive school-wide discipline program (i.e., Discipline with Unity)? 

More specifically, this general question encompasses several related questions which guided this 

inquiry: 
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1. What impact has the implementation of a school-wide behavior management plan (i.e., 

Discipline with Unity) had on (a) student behavior, (b) teachers’ perceptions toward behavior 

management, and (c) school climate?  

2. What revelatory themes emerge from teachers’ narratives of the implementation of a school-

wide behavior management program? 

3. What are the consequences, both intended and unintended, of implementing this school-wide 

behavior management plan? 

Research Design 

Yin (2003) describes research design as the logical plan for getting from here to there, 

where here may be defined as the initial questions to be answered and there is some set of 

conclusions (answers) about these questions. Because this study was an attempt to assess the 

implementation of a school-wide behavior management program through examining 

participants’ perceptions of school discipline practices and student behavior, I determined that a 

mixed methods research design with emphasis on qualitative approaches to data analysis would 

be appropriate. While in-depth interviews and focus groups were the primary sources of 

qualitative data collection, I used some resources that are quantitative in nature (see Table 3.1). 

For this study, quantitative data were collected through discipline referral data and surveys. The 

use of in-depth interviews, focus groups, and surveys allowed the researcher to gain access to 

more descriptive information and thus provided more insight into teachers’ perspectives.  

While researchers in education have found that “qualitative methods are what to use 

when studying a complex and nuanced world” (Rubin & Rubin, 2005, p. 19), multiple sources of  

evidence, including quantitative resources, may be used to help the investigator support 

emerging themes and develop converging lines of inquiry (Yin, 2003). However, Rubin and 

Rubin (2005) also explain that qualitative data analysis is not about counting; it is a continuous, 

evolving redesign. Analysis continues to occur throughout the research process as the researcher 

examines the contents of the collected information to see what has been learned and what still 

needs to be found out. Rubin and Rubin explain that this approach to design ensures that when 

you finish gathering data, you will have answered your research question(s) and have sufficient 

material to produce a rich report with results that are on target, convincing, and important. This 

study incorporated such a design. 
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Table 3.1: Research questions and methodology. 
 

 

General Research Question: What are the results of implementing a comprehensive school-wide discipline program? 
 

Related research question 
guiding the inquiry 

 
Data Source 

 
Data Collected 

 
Analysis 

 

     

Office discipline referral 
data 
(SASI reports) 
 
 

Discipline referral data for 2005-
06, 2006-07, and 2007-08 
school years (SASI reports) re: 
 Total referral numbers 
 Referral numbers by date 
 Referral numbers by grade 
 Referral numbers by type of 

discipline infraction 

 

Using descriptive statistical 
analysis (e.g., frequency 
counts), compare SASI report 
information across the 3-year 
period to identify referral 
patterns or trends.  

In-depth interviews with 
individual teachers 

Field notes 
Teachers’ narrative comments 
re impact on student behavior 

Using qualitative data content 
analysis techniques, code and 
sort by themes. 

 

1 (a) What has been the 
program’s impact on 
student behavior? 

Focus groups with 
teachers 

Field notes 
Teachers’ narrative comments 
re impact on student behavior 

Using qualitative data content 
analysis techniques, code and 
sort by themes. 

 
1 (b) What has been the 

program’s impact on 
teachers’ perceptions 
toward behavior 
management? 

Discipline survey 
 

Survey responses re teachers’ 
perceptions toward behavior 
management  

Using descriptive statistical 
analysis, compare means for 
each response for Years 1 
and 2 of program 
implementation to determine if 
there are significant 
differences in teachers’ 
responses to each item.  

 
  In-depth interviews with 

individual teachers 
Field notes 
Teachers’ narrative comments 
re behavior management 

Using qualitative data content 
analysis techniques, code and 
sort by themes.  

 
  Focus groups with 

teachers 
Field notes 
Teachers’ narrative comments 
re behavior management 

Using qualitative data content 
analysis techniques, code and 
sort by themes.  

 
1 (c) What has been the 

program’s impact on 
school climate? 

Correlates of Effective 
Schools Staff 
Perceptions Survey 
 

Teachers’ responses on 
selected questions re: 
 Safe and orderly school 

climate 
 Climate of high expectations 
 Opportunity to learn/time on 

task 
 

Using descriptive statistics,  
compare frequency counts, 
percentages, and means for 
each response across the 3-
year period to determine if 
there are significant 
differences in teachers’ 
responses to each item. 

 
  In-depth interviews with 

individual teachers 
Field notes 
Teachers’ narrative comments 
re school climate 

Using qualitative data content 
analysis techniques, code and 
sort by themes.  

 
  Focus groups with 

teachers 
Field notes 
Teachers’ narrative comments 
re school climate 

Using qualitative data content 
analysis techniques, code and 
sort by themes. 
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Table 3.1—continued: Research questions and methodology. 
 

 

General Research Question: What are the results of implementing a comprehensive school-wide discipline program? 
 

Related research question 
guiding the inquiry 

 
Data Source 

 
Data Collected 

 
Analysis 

 

     

In-depth interviews with 
individual teachers 

Field notes 
Teachers’ narrative comments re 
program implementation 

Using qualitative data content 
analysis techniques, code and 
sort by themes. 
 

2 What revelatory 
themes emerge from 
teacher narratives of 
the implementation of 
a school-wide 
behavior 
management 
program? 

 

Focus groups with 
teachers 

Field notes 
Teachers’ narrative comments re 
program implementation 

Using qualitative data content 
analysis techniques, code and 
sort by themes. 

In-depth interviews with 
individual teachers 

Field notes 
Teachers’ narrative comments re 
program implementation  

Using qualitative data content 
analysis techniques, code and 
sort by themes. 
 

3 What are the 
consequences, both 
intended and 
unintended, of 
implementing this 
behavior 
management plan? 
 

Focus groups with 
teachers 

Field notes 
Teachers’ narrative comments re 
program implementation 

Using qualitative data content 
analysis techniques, code and 
sort by themes. 
 

 
 
Qualitative Research Methods  

Merriam (1988) describes qualitative research as “naturalistic inquiry, which focuses on 

meaning in context” (p. 3). Merriam maintains that understanding derived from qualitative 

research will make significant contributions to the practice of education because insights and 

understandings come from the perspective of those being studied. Qualitative inquiry is best 

suited for research that is exploratory and descriptive. Qualitative methods reveal the complexity 

of the educational setting, such as the primary school in which this behavior management 

program is being implemented, and enhance the relevance of findings to practitioners in the field 

(Stake, 1995). Stake explained that “humans are generally curious, and researchers have a special 

compulsion to inquire” (p. 46). In this study I used inquiry and exploration to gain a better 

understanding of the results of implementing a behavior management plan within a particular 

primary school site. 

Role of the researcher. In qualitative research, the researcher attempts to make sense of 

the phenomenon under study through interpreting the insights people bring to it (Creswell, 1994; 

Denzin & Lincoln, 2005). The role of the researcher is to seek answers to questions (e.g., What 

impact has the implementation of a school-wide behavior management plan had on teachers’ 

perceptions toward behavior management?). The first characteristic of a qualitative study, as 

identified by Lincoln and Guba (2007), is conducting research in the natural setting where the 
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investigator serves as the instrument for data collection. The human instrument shares tacit 

knowledge which is intuitive and felt knowledge which is appropriate for human inquiry. To 

qualitative researchers, meaning is the essential concern (Bogdan & Biklen, 2006). They are 

interested in how people make sense of their experiences and try to capture those perspectives 

accurately. According to Miles and Huberman (1994), qualitative data have a “strong potential 

for revealing complexity; such data provide ‘thick descriptions’ that are vivid, nested in a real 

context” (p. 10). A qualitative approach will produce rich descriptive data which should allow 

the investigator to build an in-depth understanding of the phenomenon being studied. In this 

form of inquiry, the researcher may utilize interviews, focus groups, observations, document 

analysis, and unobtrusive clues to gain data that can be used to help answer the researcher’s 

questions. In this study, I used multiple methods such as these to answer the research questions. 

Fieldwork. Qualitative research also involves fieldwork in which the researcher 

physically goes to the people, setting, site, or institution to observe or record behavior in its 

natural setting. Bogdan and Biklen (2006) explain that qualitative researchers assume that 

behavior is significantly influenced by the setting in which it occurs, and whenever possible, they 

go to that location. In this case, I was the Assistant Principal at the identified primary school site. 

I had (a) been involved with the behavior management program and program stakeholders since 

the initial development and implementation, (b) observed student and teacher behavior in the 

classroom and other non-classroom areas, and (c) analyzed documents to collect data related to 

the school-wide behavior management program. In part, this guided inquiry sought to further 

explore and describe aspects of the behavior support system that worked and those that did not 

within a specific school setting.  

Case study research. Case study inquiry is a type of qualitative research that investigates 

a phenomenon within its real-life context, especially when the boundaries between the 

phenomenon and context are not clearly evident (Yin, 2003). This type of investigation enables 

the researcher to develop a broader understanding of the entire situation. This specific 

investigation is an intrinsic case study in which the researcher, as school administrator directly 

involved with the discipline program, has an intrinsic interest in the case (Stake, 1995). 

Information about the school-wide program was gathered from the perspectives of staff members 

dealing with daily discipline issues and implementing the program within the real-life context of 

the school setting. 
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The case study research method was selected as the approach for this study because 

description, understanding, and interpretation of data gathered in the natural setting was a desired 

outcome. Because of the complexity of this discipline initiative, it was important to describe 

events as they occurred in the school and to “uncover the interaction of significant factors” 

influencing the implementation of the innovation (Merriam, 1988, p. 10). In essence, the details 

of a story emerged throughout the guided inquiry process to describe the implementation of a 

school-wide behavior management program, Discipline with Unity, as perceived by the school 

staff. 

Guided inquiry. According to Stake (1995), guided inquiry relies more on natural 

communication than formal communication and gives more credibility to evaluator and audience 

observations and reactions. In addition, the guided inquiry evaluation strategy allows evaluators 

to respond to the stakeholder questions and opinions, taking into account emerging issues. 

Evaluators become acquainted with the program, interacting with program participants and other 

stakeholders. In this case study, the researcher had a variety of opportunities to respond to and 

interact with stakeholders (e.g., during the daily operations of the school and during interviews 

for data collection purposes). The views of stakeholders are crucial in interpreting their concerns 

and in developing a greater understanding of the program being assessed (Creswell, 1994; 

Merriam, 1988; Stake, 1995; Yin, 2003).  

Stake (1995) also explains that in guided inquiry the responsive evaluator: (a) plans 

observations; (b) prepares for narratives, portrayals, and other alternative methods of data 

collection; (c) finds out what the audience values; (d) gathers different points of view;  

(e) presents findings of stakeholders and personal (evaluator) experiences; and as Abma and 

Stake (2001) state (f) serves as judge, facilitator, and teacher. Research must occur in the setting 

in which all the contextual variables are operating (Marshall & Rossman, 1980, 2006). My 

unique position as school administrator facilitated access to the school setting and program 

audience (school staff) to gather information from different points of view. As a teacher, I 

sought  stakeholders’ opinions to identify emerging issues (e.g., changes in attitudes toward 

behavior management) and share program information and findings with the stakeholders and 

other practitioners. I was actively involved in facilitating program review and in judging whether 

the program was serving its intended purpose.   
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Evaluation through guided inquiry. Essentially, evaluation through guided inquiry 

involves determining the worth or value of something (Stake, 1995). In this case, guided inquiry 

was used to help determine the value of the school-wide behavior management program. More 

specifically, the evaluation goals and objectives were:  

1. To describe and judge an intervention’s rationale, including assumptions, intentions, and 

standards for making judgments; 

2. To describe and judge an intervention’s actual activity, including intended and 

unintended procedures and outcomes, and costs (e.g., financial, negative effects); 

3. To make decisions about continuing, modifying, or stopping an intervention or program; 

and 

4. To advance knowledge about interventions to improve (a) practices, (b) training, and  

(c) theory. 

In this study, the intervention was the implementation of the Discipline with Unity 

school-wide behavior management initiative. The information needed to determine whether the 

program was meeting its goals came, in part, from comprehensive evaluations that include both 

immediate and long-term program data (e.g., incident referral data for one year versus data 

trends for a 3-year period). Guided inquiry is used by evaluators who are concerned not just with 

results, but with understanding factors that influence outcomes (e.g., familiarity with the 

Discipline with Unity prevention strategies). I wanted to determine what factors contributed to 

and challenged program outcomes which may include (a) improved student behavior, 

(b) enhanced attitudes towards behavior management, and (c) better school climate.  

Stake (1995) emphasized that the two basic acts of evaluation are (a) description and 

(b) judgment. Descriptions take the form of data gathered by formal or informal means. 

Judgments take the form of interpretive conclusions about the meaning of the data, such as 

whether a procedure is “good” or “bad” or whether the program should be continued. After 

describing the events surrounding Discipline with Unity, the school-wide behavior management 

program, and after assessing its implementation, conclusions will be interpreted and decisions 

will be made regarding program modification and/or continuation.  

Systematic program evaluation planning requires decisions about (a) the focus of 

evaluation (i.e., a school-based discipline program in a specific elementary school); (b) whose 

perspective is to determine the evaluation focus, methods, and standards used (i.e., the 
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perspective of the researcher/administrator at the school where the program is being 

implemented, along with the perceptions of the teachers implementing the program); and 

(c) the best way to proceed in gathering, analyzing, and interpreting information (e.g., posing 

open-ended interview questions that will be transcribed, coded, and analyzed to identify 

recurring themes) (Marshall & Rossman, 1980, 2006).  

Participants and Setting 

The staff and students at G. P. Elementary, a public primary school in a mixed rural and 

suburban county in Southwest Georgia, were selected for participation in this study. According 

to the 2006 census, the county has approximately 45,000 residents with a median household 

income of $31,702; 17.4% of the population is identified as being below the poverty level. 

Approximately 840 students in 22 first and 23 second grade classes and 76 certified teachers 

were involved in the study. The average yearly enrollment throughout the 3-year study was 850 

students. The student-teacher ratio ranged from 14-21 students per teacher, and 57% of the 

school population qualified for free or reduced-price lunch. Students at G. P. Elementary 

represented diverse ethnic populations: 64% Caucasian, 29% African American, 3% Hispanic, 

3% Mixed, and less than 1% Asian. The school population was 49% female and 51% male. 

Access to information. A feasible research project requires access to an appropriate site 

and interviewees. Sometimes access is easiest to gain where the researcher works (Marshall & 

Rossman, 2006; Rubin & Rubin, 2005). At the time I began the study, I had been the Assistant 

Principal at the selected school site for nearly three years. As a school administrator, I had access 

to staff, discipline referral records, survey results, and other program information. While 

accessibility to information was a determining factor in site selection, it was not the only criteria 

used.  

The literature shows that little research has been done on the implementation of school-

wide discipline programs in specific settings, especially in rural areas, such as the one in which 

this primary school is located (Duke, 1986; Horner et al., 2000; Safran & Oswald, 2003). 

Although this behavior program was in its second year of implementation at the time the study 

began, a systematic evaluation of the program to examine its impact on student behavior, 

teachers’ perceptions toward behavior management, and school climate had not yet been 

completed. Hearing directly from those involved in the development and implementation of a 

comprehensive school-wide discipline program such as the one selected for this study can 
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provide valuable insights and help develop a better understanding of the participants’ 

experiences and the world in which they live and work (Rubin & Rubin, 2005).  

Sample size. Another important factor in selection was the large student population 

sample size. The 2005-06 Public Elementary/Secondary School Universe Survey (NCES, 2006) 

reported that the average public primary school size (i.e., mean number of students per school) in 

the United States was 445. Although the selected school site serves only grades one and two, the 

population sample size, 850 students, is nearly twice as large as the average primary school. 

G. P. Elementary School’s student/classroom teacher ratio range is also comparable to the 

nation’s median primary public school student/teacher ratio which ranges from 12-21 students 

per teacher.  

Faculty stability. Another important factor in selection was faculty stability. The 

selected school site’s retention rate was reflective of other United States public elementary 

schools’ retention rates. While the mean percentage of general education teachers remaining at 

the nation’s public elementary school sites was 84.5% for the 2005-06 school year (NCES, 

2006), the retention rate for the selected site for the 2005-06 and 2006-07 academic years was 

88% and 83.3%, respectively. School staff targeted reducing disruptive behavior as a primary 

goal in their 2006-07 school improvement efforts. Eighty percent (61 out of 76) of the certified 

staff members had been employed at the school for at least 3 years when the study began. I 

surmised that teachers’ comments and survey responses might provide a more reliable reflection 

of the program’s impact since most of the staff had been at this site for at least one year prior to 

and during the first two years of program implementation.  

Data Collection in Guided Inquiry 

Many experts such as Bear (1995) and Dwyer, Osher, and Wager (1998) have 

encouraged school administrators to assess their school’s discipline needs and to take proactive 

steps to implement a preventive behavior management system designed to meet those needs. 

They maintain that when tailoring a behavior support system to meet the unique needs of an 

individual school, collecting data through multiple sources is helpful in examining a program at 

various stages of implementation. The information can be used in (a) decision-making regarding 

program design and modification, (b) defining areas where behavior expectations should be 

clarified, (c) identifying students at risk for failure who might benefit from prevention strategies, 
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(d) implementing primary prevention procedures, and (e) developing both school-wide and 

individual intervention strategies. The success of all behavior interventions, whether at the 

individual, small-group, or school-wide level, is goal-setting and the formative collection of data 

to evaluate the effect of intervention. The use of reliable data greatly enhances the ability to 

make timely, accurate, and effective decisions at each level of planning (Scott, 2003).  

Stake (1995) explained that in guided inquiry, “a considerable proportion of the data is 

impressionistic, picked up informally as the researcher becomes acquainted with a case” (p.49).  

In a qualitative study: 

(a) The focus is holistic—a total or complete picture is sought. In this case study, the 

researcher is seeking a complete picture of the behavior management program as 

described by staff that develop and implement the program. 

(b) Data are the subjective perceptions of the people in the environment. In this study, the 

data are the perceptions of the staff regarding program implementation at the 

specified school.  

(c) The instrumentation is human. In this case study, the administrator/researcher is the 

primary data collection instrument.  

(d) The program investigation is conducted under natural conditions. In this case study, 

much of the data is collected from staff, archival data, and program documents within 

the specified school setting. 

(e) The results are valid; the focus is on design and procedures to gain “real,” “rich,” and 

“deep” data. In this case study, staff interview comments and focus group discussions 

provide in-depth, comprehensive information about the discipline program from a 

variety of perspectives (Wolcott, 1990). 

Triangulation Protocol  

To increase confidence and credibility during data collection, Denzin (1984) identified 

several triangulation protocols that the researcher can use. These protocols include (a) data 

source triangulation in which the researcher looks to see if what is being observed and reported 

carries the same meaning under different circumstances, (b) investigator triangulation in which 

other researchers look at the same phenomenon or present the observations to a panel of 

researchers or experts to discuss alternative interpretations, (c) theory triangulation in which co-

observers, panelists, or reviewers from alternative theoretical viewpoints compare the data and 
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determine the extent they agree on its meaning, and (d) methodological triangulation which 

Stake (1995) describes as the most recognized triangulation.  

To produce an accurate presentation of the research findings, as well as to control for 

researcher bias and increase the confidence in the interpretation of the data collected in this 

study, I applied data source triangulation and methodological triangulation. Brewer and Hunter 

(1989) referred to the use of several data sources as “multi-method research.” They claimed that 

this approach speculates that the strengths of each method will compensate for the weaknesses in 

others, ultimately providing a more complete account of that being studied. When a finding is 

confirmed by two or more independent data sources, the uncertainty of interpretation is reduced.  

In contrast to data source triangulation, which requires the investigator to confirm given 

findings by consulting at least two other sources of information, methodological triangulation 

requires the investigator to use different research methods such as those used in this study 

(e.g., in-depth interviews, focus groups, discipline referral records, teacher surveys, and 

document review) to confirm those findings. (Denzin, 1984; Patton, 1990). The use of multiple 

sources of information helps the investigator to develop what Yin (2003) calls convergent lines 

of inquiry. According to Stake (1995), with multiple approaches within a single study, the 

researcher is likely to illuminate or nullify extraneous influences. For Denzin and many 

qualitative researchers, the emphasis has shifted toward searching for additional interpretations 

rather than the verification of a single meaning (Flick, 2006).  

Methods of Data Collection 

The design of a qualitative study is emerging and evolves with the process of data 

collection (Merriam, 1998). Data could be defined as materials that a researcher collects 

regarding the subject of interest and may form the basis of analysis (Bogdan & Bicklen, 2006). 

Patton (1990) stated that in qualitative research, the role of the researcher cannot be ignored; the 

researcher is often referred to as “the instrument” of data collection. As “the instrument,” I 

collected  qualitative data through (a) in-depth interviews, (b) focus group discussions,  

(c) teachers’ narrative comments on the staff perceptions survey, (d) observations, and (e) note-

taking. Interviewing and focus groups were the primary data collection tools; however, 

supplementary quantitative information also came from (a) student referral data, (b) the 2007 and 

2008 school discipline surveys, and (c) the school district’s 2005-06, 2006-07, and 2007-08 

online Correlates of Effective Schools Staff Perceptions Survey. Before participating in the 
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research study, all participants were asked to sign an informed letter of consent. The consent 

forms followed the guidelines established by the Florida State University Human Subjects and 

Institutional Review board. (See Appendix B for Human Subjects Committee Approval Letter.) 

Use of multiple data sources such as those I employed in this study help to establish credibility. 

This section describes the procedures of data collection used in this study.  

In-depth Interviews 

Since the focus of this case study, in part, was teachers’ perceptions of the behavior 

management program and their experiences in implementing the program, in-depth interviews 

with school staff was one of the primary data collection sources. Patton (as cited in Merriam, 

1998, p. 71) noted that the purpose of an interview is to find out what is “in and on someone 

else’s mind” which is not observable. Therefore, interviews allow the researcher to learn about 

the participants’ perspectives. In this study, the purpose was to find out more about staff’s 

perceptions regarding the school-wide behavior management program. 

According to Bogdan and Taylor (1975), “the researcher must identify and empathize 

with his or her subjects in order to understand them from their own frames of reference” (p.8). 

Personal experience and involvement in this behavior management program implemented, in 

part, by the teachers to be interviewed drove the researcher’s interest in this study. Stake (1995) 

maintains that the two principal uses of case study research are to obtain the descriptions and 

interpretations of others. The researcher asks interview questions and interprets the responses. 

The case under review will not be seen the same by everyone. Stake explains, “Qualitative 

researchers take pride in discovering and portraying the multiple views of the case. The 

interview is the main road to multiple realities” (p. 64). By examining the discipline program 

through the teachers’ eyes, I was able to discover more about their various perceptions of the 

program’s impact and better describe their multiple views regarding its effects.   

Interviewing allows researchers to ask questions, clarify responses, and seek additional 

information. This information is valuable in addressing teachers’ needs more directly (e.g., How 

can the behavior program be modified to assist the teacher in dealing with discipline issues?)  

Bogdan and Biklen (1982) describe an interview as “a purposeful conversation, usually between 

two people, but sometimes involving more, that is directed in order to get more information from 

the other” (p. 103). In the hands of the qualitative researcher, the interview takes on a shape of its 

own (Burgess, 1984). The interview is used to gather descriptive data in the subjects’ own words 
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so that the researcher can develop insights on how subjects interpret some piece of the world 

(e.g., how teachers interpret the implementation of a universal behavior management program in 

their school setting). Bogdan and Biklen explain that while open-ended survey questions, such as 

those used in the staff perceptions survey, often serve to enhance results, interviewing teachers 

directly gives an even more detailed view of teachers’ opinions.  

Personal involvement is also a great strength of the responsive interviewing model 

because empathy encourages people to talk (Rubin & Rubin, 2005). I was involved in the 

development and implementation of the behavior management program and as an educator and 

administrator have empathy for staff dealing with discipline issues. However, as the Assistant 

Principal at the school site, I had to make every effort to sensitize myself to my potential biases 

and to keep my emotions and expectations in check in order not to influence what I asked and 

how the interviewee responded.  

Interviewee selection. Rubin & Rubin (2005) state that an appropriate choice of 

interviewees helps make arguments credible. Also, to enhance credibility, the researcher chooses 

interviewees who are experienced and knowledgeable, whose combined views present a 

balanced perspective. The investigator must investigate the research problem thoroughly, 

accurately present what the interviewees have said, and carefully check apparent contradictions 

and inconsistencies. In this inquiry, teachers to be interviewed at the end of Year-2 program 

implementation were identified using the snowball sampling technique, a qualitative sampling 

strategy in which the interviewer “identifies cases of interest from people who know people who 

know what cases are information rich, that is, good examples for study, good interview subjects” 

(Patton, 1990, p. 182).  

Snowball, chain, or network sampling is perhaps the most common form of purposeful 

sampling (Merriam, 1998). To select the in-depth interview participants I began by identifying 

the staff members who had been at the school site for at least one year prior to implementing the 

behavior management program. To pinpoint key informants, I met briefly with the eight 

Learning Community leaders and the two grade level leaders at the end of a regularly scheduled 

faculty meeting. As part of the school leadership team, these staff members were very familiar 

with the discipline strategies implemented by the teachers within their communities. After 

explaining the purpose of the in-depth interviews and answering any questions the leaders posed, 

I asked each of them to identify three staff members whom they believed would be able to 
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provide valuable, insightful information about the Discipline with Unity program. The 

recommended interviewees should also have been at the school for at least three years (i.e., at 

least one year prior to program implementation). I asked each teacher leader to indicate their 

selections for potential interview candidates by circling the names on a prepared roster of eligible 

staff members who met the selection criteria. The lists were collected by the grade level leaders 

who completed a frequency count, identified the three staff members named most often, and 

provided me with the names of the key informants with whom I would begin the interview 

process. This selection process was used in an attempt to help reduce the appearance of 

researcher bias. Selecting interviewees in this manner also enabled collecting information that 

would reflect a variety of perspectives from those who had been involved prior to and during 

program implementation.  

Interview participants. Fourteen interviewees were selected from those teachers who 

had been at the school site for at least three years—from the year prior to program 

implementation through program Year-2. The interviewees included six first grade teachers, 

seven second grade teachers, and one guidance counselor. Prior to beginning each in-depth 

interview, I gathered background information about each interviewee by asking participants to 

enumerate their years of teaching experience, at this site and elsewhere, and to rate their degree 

of fidelity to program implementation. The number of years teaching at the school site ranged 

from 3 – 38 years with a median of 9.5 years experience at the school site. Due to the outlier of 

38 years, it was determined that the median would best represent the sample. The total number of 

years teaching experience also ranged from 3 – 38 years (M = 15.64, SD = 11.3). All 

interviewees were female. The school employed only one male teacher, and as Physical 

Education instructor he was selected to represent the enrichment teacher team in a focus group 

discussion. Table 3.2 summarizes a brief description of the interview participants.  

 
 

Table 3.2: In-depth interview participant description. 
 

No. years 
teaching 

at GP  

No. 
interviewees 

n  = 14  

% 
Interviewees 

  

No. years 
teaching 

experience 

No. 
interviewees 

n = 14  

% 
interviewees 

 

< 10  7  50%  < 10 5  36% 

10 - 20  6  43%  10 - 20 5  36% 

> 20  1  7%  > 20 4  29% 
 

Note: Total percentages may not equal 100% due to rounding.  
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 Prior to conducting each in-depth interview, I also asked each of the 14 interviewees to 

rate their degree of fidelity in implementing the school-based management program on a scale of 

1 to 5 with 5 representing full implementation. Of the 14 participants, 14% (n = 2) rated their 

degree of implementation at level 3; 79% (n = 11) rated their degree of implementation at level 

4; and only 7% (n = 1), reported full program implementation (i.e., level 5). The reported degree 

of interviewee fidelity to program implementation ranged from 3 – 5 with a mean of 3.93. 

Conducting the interviews. After identifying the key informants with whom to begin the 

interview process, I contacted each one directly to explain the study, the purpose of the 

interviews, and how the information would be used. I obtained the written, informed consent of 

all participants prior to beginning the interview process (see Appendix C for Informed Letter of 

Consent). The informed consent forms contained information concerning the researcher’s name, 

description of the research study, description of subjects’ involvement in the study, risks and 

benefits to subjects participating in the study, the right to withdraw from participation at any time 

without prejudice, penalty, or loss of benefits to which otherwise entitled. The contact 

information of the researcher, the researcher’s major professor, and the Florida State University 

Human Subjects Committee were also provided. A similar consent form was submitted to focus 

group interview and discipline survey participants, as well. Participants were assured anonymity 

and confidentiality, to the extent allowed by law. The interviews were designed to last 

approximately 30-45 minutes and were held over a two-week period at the end of program 

Year-2 at a time and place convenient to each interviewee.  

According to Merriam (1998), for the most part, interviewing in qualitative investigations 

is more open-ended and less structured. Less structured formats assume that individual responses 

define the world in unique ways. Qualitative interviews offer the interviewer latitude to pursue a 

range of topics and offer the subject a chance to shape the content of the interview. The interview 

is largely guided by a list of questions or issues to be explored, and the wording and order of the 

questions remains flexible. This format allows the researcher to respond to the emerging 

worldview of the respondent and to new ideas on the topic (Rubin & Rubin, 2005). In keeping 

with the qualitative tradition of attempting to capture the subjects’ own words and letting the 

analysis emerge, I used an interview guide to begin my in-depth discussions with the 

interviewees (see Appendix D for interview guide). Interview guides allow for open-ended 
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responses and are flexible enough for the observer to note and collect data on the unexpected 

dimensions of the topic. (Bogdan & Biklen, 2006).  

I conducted an in-depth conversation with each informant to find out more about 

teachers’ interpretations of the discipline program. “Qualitative interviews are conversations in 

which a researcher gently guides a conversational partner in an extended discussion” (Rubin & 

Rubin, 2005). I interviewed the teachers about the Discipline with Unity behavior management 

program using an informal conversational style. According to Rubin and Rubin, the interviewer 

is free to vary the wording and order of the questions to some extent so that the tone of the 

interview may remain fairly conversational and informal. I began the conversations with the 

broad statement, “Let’s talk about how it feels to be part of a comprehensive school-based 

discipline program.”  Such open-ended interview questions are meant to obtain a general flavor 

of what it is like to be part of the initiative from those implementing the program.  

Bogdan & Bicklen (2006) maintain that when the interviewer controls the content too 

rigidly and the subject cannot tell the story in his or her own words, the interview falls out of the 

qualitative range. Keeping this in mind, I sought clarification and asked probing questions, as 

needed, throughout the interview process. Follow-up questions and probes helped to ensure 

depth, detail, and understanding of the interviewee’s comments. To assure richness and depth of 

understanding, I listened for and explored key words, ideas, and themes using the follow-up 

questions and encouraged the interviewee to expand on what he or she said that was important to 

the research (Rubin & Rubin, 2005).  

Qualitative research is not simply learning about a topic, but also learning what is 

important to those being studied (Rubin & Rubin, 2005; Stake, 1995). Teachers were asked 

questions related to the effects of plan implementation on (a) student behavior, (b) teachers’ 

perceptions toward behavior management, and (c) school climate. Questions were also asked to 

find out more about factors challenging school-based discipline, program strengths, and 

recommendations for program improvement. I recorded the interviews (with the approval of the 

teacher) for later transcription and analysis. 

Identifying additional informants. In keeping with the snowball sampling strategy, at 

the end of each interview I asked each of the interviewees to recommend another key informant 

utilizing the same criteria applied during the initial recommendation process. The purpose was to 

ensure that a range of perspectives was considered and to identify other key informants who 

 77



might also be able to provide insightful information about the program. Rubin and Rubin (2005) 

point out that a vast number of interviewees is not needed to convince readers that you have 

interviewed to obtain different points of views and that when brought together these 

understandings provide a complete picture. They state that a researcher might want to double-

check certain key conclusions, but once the double-checking verifies the initial findings, the 

process can stop. The sampling/interview process continued until each new conversation added 

less and less to what was already known, until I started hearing the same themes over and over 

again. At this point, I reached what Glaser and Strauss term the saturation point (Glaser & 

Strauss, 1967, 1999), and I discontinued the interview process.  

Ensuring research credibility. Instead of using controlled factors to ensure validity and 

reliability in experimental research, the qualitative approach establishes credibility through the 

researchers’ presence, the nature of the interaction between the researcher and participants, the 

triangulation of data, the interpretation of perceptions, and rich description (Merriam, 1998). 

When interviewing is used as a data collection tool, the researcher is particularly concerned with 

the credibility, thoroughness, accuracy, believability, and transparency of the data (Rubin & 

Rubin, 2005). While an appropriate choice of interviewees helps make a researcher’s argument 

credible, the researcher also needs to show that questioning has been thorough and that what is 

reported is accurate. 

As Rubin and Rubin (2005) suggest, to ensure thoroughness, I used follow-up questions 

when evidence was missing and carefully backed up each explanation I offered with evidence 

from the interviews. To further enhance the accuracy and credibility of the findings, after taking 

the interviewees’ annotations into consideration, I returned to the participants with a summary of 

their own individual accounts to determine whether the developed categories and interpretation 

were an accurate reflection of the issues raised during their interviews. This process involving 

the verification of information with research participants is referred to as member checking.  

To enhance the accuracy and credibility of the findings, after conducting the interviews 

and transcribing the information I returned the transcripts to the interviewees. Each transcript 

included a verification of information form requesting that the individual review the transcript, 

note any suggested clarifications directly on the transcript, sign the verification form indicating 

whether the information was correct, and return the annotations directly to me so that I could 

review their comments. (See Appendix E for Interview Verification of Information form.) 
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More specifically, the verification of information form explained that by signing the 

document, the interviewee verified that he/she had read the in-depth interview transcription 

prepared and presented to him/her for review. It indicated that to the best of the interviewee’s 

knowledge, the information was an accurate summary of the conversation held regarding the 

Discipline with Unity Plan implementation at GP Elementary School. The signature also 

corroborated that the interviewee had clarified any omissions or inconsistencies by noting 

corrections on the reporting form. The corrections were noted on the interview transcripts before 

I proceeded with identifying and coding the key themes. 

To ensure believability, that is, demonstrating what I had been told was “on the mark” 

and to help confirm the emerging themes identified through an analysis of the interview 

comments, I also reviewed the revelatory themes that emerged from other sources of information 

such as the focus group remarks. I determined that similar key themes had emerged from both 

sets of transcripts. Reviewing information from the various sources provided an opportunity not 

only to identify emergent themes but to also help establish a degree of confirmation of the key 

revelatory themes.  

To ensure transparency, that is, a reader of the research report is able to see the process 

by which the data were collected and assess the thoroughness of the design, I maintained careful 

records and included summary statements only when they could be backed up with the words of 

the interviewees. Rubin and Rubin noted, “The reader should be able to follow the logic of the 

analysis, hear the voices of your interviewees, and distinguish the voice of the researcher from 

those of the interviewees” (p. 78). Auditability was ensured by thoroughly documenting the 

informants’ narrative comments, data analysis notes, and interpretations (Holloway, 1997).  

Focus Groups 

Information was also obtained through focus group interviews. Focus group interviewing 

is a guided discussion about a particular topic of interest or relevance to the group and the 

researcher (Edmunds, 1999). Berg (2001) explained that focus group sessions are moderated and 

should be kept to small groups in order to capture collective thoughts, opinions, and feelings of 

the respondents. This study employed focus group methodology to help examine the program’s 

impact on student behavior, teachers’ perceptions regarding behavior management, and school 

climate. Information gathered during the focus group discussions was also used to help identify 

the consequences, both intended and unintended, of implementing this behavior management 
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plan. I chose this data collection method because it (a) is ideally suited to questions that examine 

a range of opinions on a specific issue, (b) has proven effective in examining how participants 

make meaning of their perspectives and experiences, and (c) produces new data and insights 

from group dynamics that might not occur through individual interviews alone (Brotherson, 

1994; Morgan, 1997; Patton, 1990, 2002). 

Participants. Generally, six to seven members are adequate to form a focus group; 

however, some moderators may find a larger number to be more effective (Krueger, 1988). 

Krueger explained that a small number of participants may cause some members to feel too 

exposed in group interaction; more may cause some to engage in side conversations. For the 

purpose of this study, three focus groups of seven to nine staff members selected from those not 

interviewed were held at the school site near the end of Year-2 program implementation. I 

concluded that three focus groups was a reasonable number in terms of what the focus group 

moderators could accomplish in one or two site visits. Also, I wanted to have a sufficient number 

of groups to accommodate the inclusion of faculty representatives who had been involved in the 

site-based management program for the three years covered by the study. The three focus groups 

included seven, eight, and nine participants respectively. Focus group 1 originally contained 

eight members; however, one participant was absent due to illness. Focus group 2 was originally 

comprised of nine participants; however, one member was absent due to emergency personal 

leave. All nine members assigned to focus group 3 were in attendance and participated in the 

focus group discussion. 

The selection criteria were the same for all three groups. Each group consisted of both 

first and second grade teachers as well as enrichment area teachers who had been at the school 

for at least one year prior to program implementation. I construed that teachers who had been 

part of the program development and implementation phases should have a keener insight into 

the school-wide behavior management program and possible changes that may have occurred 

since the discipline program was first introduced to school staff at the beginning of the 2006-07 

school year. 

 It is important to seek out and maintain diversity in the selection of participants, but at 

the same time, participants must be chosen so that they share commonalities (Morgan, 1988). To 

ensure a variety of perspectives, each focus group included representatives of (a) teachers with 

the greatest number of office referrals over the 3-year period, (b) teachers with the fewest 

 80



number of office referrals over the 3-year period, and (c) teachers with the greatest decrease in 

office referral numbers over the 3-year period (i.e., 2005-06, 2006-07, 2007-08). Among the 

focus group members’ commonalities were that they: (a) were teachers at the school site, (b had 

all been involved with the implementation of the behavior management system for the first two 

years of program implementation and (c) had dealt with school discipline at this site for at least 

one year prior to program implementation. 

  Informed letter of consent. Before the focus group interviews were conducted, each 

participant was provided with an informed letter of consent describing the research project, 

explaining the purpose of the focus groups, and requesting permission to audio record and take 

notes during the conversation (see Appendix F for informed letter of consent). The letter also 

acknowledged that while participants may feel uncomfortable in providing information that 

would be later reviewed by me, their school administrator, every effort would be made to 

minimize any risks or discomfort to focus group participants. They were informed that all 

members of the focus group would be asked to respect each other’s privacy and keep what was 

said confidential; however, no guarantee could be provided that they would do so. Participants 

were informed that they need not answer questions that made them feel uncomfortable or that 

they did not want to answer. The letter also informed participants that I would welcome all input 

(negative or positive) as valuable contributions to the improvement of the behavior management 

program, and would in no way retaliate or hold ill feelings for any participant’s comments. They 

were informed that to ensure their anonymity and safeguard the information they provided 

during the discussion, research data, audiotapes, documents, and files would be kept in a secure 

location, and only the researcher would have access to the data. Each potential focus group 

member was also informed that participation was voluntary and asked to sign the consent letter if 

he/she elected to take part in the conversation. The letters of consent were submitted to the focus 

group facilitators prior to each focus group discussion.   

Focus group facilitators. To reduce the appearance of researcher bias and coercion of 

participants, the focus groups were facilitated by two staff members/consultants from the 

Southwest Georgia Regional Educational Service Agency (RESA) Safe and Drug Free Schools 

Program, rather than other G. P. staff or me. The Southwest Georgia RESA is located outside the 

district where the study takes place, and neither of the consultants had a direct connection with 

the school discipline program being examined. The moderator had been a Safe and Drug Free 
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Schools Program consultant for over three years. As a RESA staff member, she traveled 

throughout the state providing staff development, conducting focus groups and interviews, 

participating in program evaluations, and making program recommendations. She was also a 

veteran teacher and former curriculum director for a neighboring school district. Prior to the 

focus group sessions, I provided her with a copy of our Discipline with Unity plan along with 

copies of the previous year’s discipline survey results and other program information. We also 

made plans to meet prior to the focus group interviews to discuss the discipline program as well 

as the focus group protocol and guiding questions related to program implementation (see 

Appendix G for protocol and questions).  

Focus group meeting format. Multiple focus group discussions were held at the school 

site in the staff training room on two consecutive days at the end of program Year-2 and lasted 

approximately one hour. Coverage for the participants’ classes was provided during the 

meetings. To ensure that all focus group discussions followed the same format and that 

facilitators addressed a standard set of open-ended questions, using probes in a consistent way to 

elicit additional information, facilitators followed a semi-scripted focus group protocol. The 

interview protocol consists of the procedures and questions for conducting the focus groups. The 

script used in guiding the group discussion consisted of (a) an introduction that described the 

purpose of the study and provided information about how the discussion would be structured, 

(b) seven open-ended questions on the behavior management program with prompts to be used, 

if necessary, to clarify responses or expand discussion around an issue, (c) and closing 

statements that thanked participants and asked if they had any concluding remarks they would 

like to add that would help the facilitators and researcher better understand their experiences and 

opinions about the program. To let participants pace the conversation and to ensure that all group 

members had the opportunity to speak, I requested that the facilitators ask participants if they had 

anything more to say before moving from one question to the next. 

While the moderator facilitated the focus group discussions, the assistant moderator 

served as recorder, taking field notes and recording written observations to assist in data analysis. 

Each focus group was also audio recorded. An assistant moderator can aid credibility by 

discussing insights and perceptions with the moderator immediately following the groups 

(Brotherson, 1994). To increase the accuracy of the data collected, an additional note-taker who 

was not a teacher at the school was present so that the field notes could be compared to ensure 
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that participants’ comments were accurately reflected and that valuable information was not 

inadvertently omitted. A professional colleague, a school counselor who had also been certified 

as a Safe and Drug Free Schools Program trainer, volunteered to serve as the second recorder. 

After completing the focus group discussions, the moderator and recorders reviewed the focus 

group content, filled in information that might have been recalled but not stated in the field notes, 

and provided a summary report along with the field notes to me for review and further analysis. 

Copies of the independent summary report were also provided to the district superintendent and 

school principal for their review. The audio recordings were submitted to an independent 

transcriber for transcription, and the transcripts were subsequently forwarded to me for review 

and analysis. The original audiotapes were placed in a locked file cabinet that was accessible 

only to the researcher. 

Review and analysis. For review and analysis purposes, I worked primarily with 

transcripts of the taped material (completed by an independent transcriber), focus group notes, 

and the summary report. The letter of consent ensured the participants that no efforts would be 

made to link any comment (written or recorded) to any particular individual. They were also 

informed that the results of the study may be published, but no names or identities would be 

used. Information obtained during the conversations has been kept confidential, to the extent 

allowed by law. 

During the ensuing data analysis, to increase the trustworthiness of the focus group 

discussion, I compared the information and transcript content to the data gathered during the in-

depth interviews so that I could identify and report similar patterns that were related to the 

research questions. While I found that the interviews and focus group discussions provided 

valuable insights into the behavior management program, additional data collection and analysis 

strategies were also utilized to enhance the credibility of the findings.  

Other Data Collection Measures 

Evaluations of universal school-wide intervention programs offer promising results 

(Sprague et al., 2001). Studies that utilize multiple measures such as interviews, focus groups, 

discipline referral information, surveys, and document review in addition to archival data 

facilitate more comprehensive evaluations (Gottfredson et al., 1993; Nelson et al., 1998; Sprague 

et al., 2001). This case study incorporated several of these data collection sources to provide a 

broader understanding of the school-wide behavior management plan. These sources included 
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 (a) office discipline referral data, (b) school discipline surveys, and (c) district-administered 

staff perception surveys. 

Office Discipline Referral Data 

Student discipline referral data were used to help determine the discipline program’s 

impact on student behavior. Historically, office discipline referrals have been the primary 

measure of problem behaviors (e.g., Sugai et al., 2000). In this study, students were referred to 

the office for any school rule violation that was more serious than could be handled by the 

referring teacher. Each referral resulted in the filing of a form that identified the student, date, 

teacher, reason for referral, and disciplinary actions taken. The data were entered into the 

computerized database (SASI) by the school administrator dealing with the student referral. 

Relational reports could be generated by the SASI operator to help a decision maker examine 

patterns and trends over time.   

The discipline referral process was guided by the school-wide behavior management 

plan. For each type of discipline infraction, specific entry codes were provided, including a 

specific behavioral definition of the incident. The person completing the referral also provided a 

narrative description of the behavior. Although there was no attempt to determine the reliability 

of the coding process, the same staff responsible for data entry were consistent across all years of 

the study (i.e., assistant principal and principal).  

Sugai et al. (2000) stressed the importance of using data, rather than impressions, to 

guide decisions to maintain or modify what, how, and where changes in discipline policy and 

procedures are necessary. They maintained that office discipline referrals provide a valuable, 

practical way to help decision makers assess discipline needs and to monitor the effects of 

reform efforts. In addition, a systems approach to effective behavioral and instructional support 

requires the use of data to support decision-making. Discipline data are necessary to ensure that 

(a) ineffective discipline practices are modified or discontinued, (b) effective programs are 

enhanced, and (c) specialized behavior supports are provided for students who display chronic 

problem behaviors (Sugai et al., 2000).  

 Using descriptive statistics (e.g., frequency counts), I examined office discipline referral 

reports generated through the school’s computerized student information system (SASI) to 

analyze and compare referral information for the 2005-06, 2006-07, and 2007-08 school years 

and to identify trends and patterns in student behavior. The data reflected referral information for 
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the year prior to program implementation (2005-06) and the first two years of program 

implementation (2006-07 and 2007-08). Most of this information was readily available through 

the school district’s data base, and as school administrator I had access to the information. The 

principal and superintendent reviewed the research proposal and gave full support to conduct the 

study and gather data, as needed (see Appendix I for permission letter). For data collection and 

analysis purposes, the SASI program operator generated the office referral data reports that I 

requested. I compared and analyzed the report information to find out more about trends and 

changes in student discipline referral patterns over the 3-year period. Examples of the reports I 

requested for each of the three years included (a) total number of office referrals, (b) referrals by 

grade level, (c) referrals by date, (d) referrals by type of discipline infraction, (e) referrals by 

student, and  (f) referrals by teacher.  

Office discipline referral data were selected as a measure of student behavior for several 

reasons. First, researchers have demonstrated that office discipline referrals and 

detentions/suspensions are a useful measure in evaluating the effectiveness of school-wide 

behavior support on student behavior (Putnam et al., 2003; Sugai et al., 2000). Second, the 

school routinely documents disciplinary data. Consequently, a naturally occurring data source is 

available. Third, discipline referral data are useful when the researcher understands that a 

positive effect from intervention would be revealed by changes in these measures (Luiselli et al., 

2005). However, in this study, examining discipline referral data was only one measure of the 

program’s impact. Other data collection strategies, including the school discipline survey and 

staff perceptions survey, were implemented to learn more about the program’s effects. 

School Discipline Survey 

At the administrators’ request, the discipline program consultant created a school 

discipline survey in spring 2007 to help determine the discipline program’s impact on teachers’ 

perceptions toward behavior management and to help gauge teachers’ perceptions of program 

implementation at the end of Year-1. The initial survey was administered in spring 2007 and was 

re-administered in spring 2008 to determine if there were any significant changes in teachers’ 

perceptions toward behavior management (see Appendix J for discipline survey). The survey 

instrument contains 64 questions with a 5-point Likert Rating scale. The anchor points 1 and 5 

represent the least and greatest degree of implementation of the discipline program component 

represented in the survey item. The survey was designed to be completed in approximately 15-20 
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minutes, and questions focus on teachers’ perceptions of the degree to which primary discipline 

program components are being implemented. 

Year-1 discipline survey. The discipline survey was first administered at the end of 

Year-1 program implementation (i.e., spring 2007). After discussing the purpose of the survey 

and how the results would be used at one of the regularly scheduled faculty meetings, each 

teacher was given a copy of the instrument. A letter accompanied each survey reviewing the 

purpose of the survey, that is, to help obtain a better understanding of teachers’ perceptions of 

the implementation of the discipline program and behavior management. Staff were also 

informed that the survey results and program updates would be reviewed at the Discipline with 

Unity Workshop to be held at the Professional Learning Center during post-planning. Teachers 

were verbally assured that anonymity would be maintained and that participation was voluntary. 

After completing the survey, teachers were asked to return the forms to a box in the main office 

near the teachers’ sign-in area. Out of 73 certified staff, 70 participated for a 96% survey 

response rate. 

After the participants returned the surveys to the designated area, a member of the 

Discipline Leadership Team gathered the surveys and mailed them to the independent consulting 

firm for review and analysis. A copy of the responses was provided to the Assistant Principal 

who also analyzed and verified the information.  

Year-2 discipline survey. The survey was re-administered and analyzed by the 

consulting firm and administrator near the end of Year-2 program implementation using similar 

explanation and distribution procedures, analysis strategies, and reporting procedures. The 

purpose of the survey and administration procedures was explained at a monthly staff meeting. 

Before administering the 2008 survey, I provided each participant with an informed letter of 

consent explaining that participation was voluntary and that all information would remain 

confidential (see Appendix K for consent letter). The surveys, along with the letter of consent, 

were placed in the teachers’ mailboxes. Each teacher placed the completed survey in a sealed 

envelope. The consent forms were collected separately from the questionnaire so that there 

would be no identifying information that may connect any teacher’s identity with survey 

responses. Teachers were asked to return the signed consent letter and completed survey form in 

two separate boxes marked “Informed Consent” and “Survey” in the main office near the 

teachers’ sign-in area. A member of the Discipline Leadership Team gathered the surveys and 
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sent them to the consulting firm for review and analysis. Copies of each teacher survey were also 

provided to me for review and analysis. The intent was to use the information to help determine 

teachers’ perceptions toward behavior management and to identify program strengths and areas 

in need of attention at the end of Year-2 program implementation.  

Staff Perceptions Survey 

To find out more about the climate of the five schools within the district, the T. County 

School District’s Office of Research and Accountability administers the Correlates of Effective 

Schools Staff Perceptions Survey to all certified staff each spring. The purpose of the survey is to 

gather information from staff members regarding their personal perceptions and experiences at 

their schools. This online survey was developed, administered, and initially analyzed by the 

school district’s Director of Research and Accountability. The survey was made available online 

through the use of a web survey development company, Survey Monkey. An online format was 

used because of the wide dissemination of participants and popularity of electronic 

communication. (For abbreviated survey format containing questions relevant to and analyzed 

for this study, see Appendix L.)   

In 2006, the 5-point Likert Rating scale survey included 64 questions and took 

approximately 45 minutes to complete. Teachers completed the survey during their planning 

time so that the process did not interfere with instructional time. In 2007, questions about 

system-level departments and the support and service received from those departments were 

added; therefore, the survey was expanded to include 81 questions. Faculty members completed 

the surveys in the school’s computer lab during their planning period and were assured that the 

responses would be kept anonymous. The completed survey information was later compiled, 

analyzed, and reported to administrative staff and Better Seeking Leadership Teams for 

consideration when developing school improvement plans. 

 The Correlates of Effective Schools Staff Perceptions Survey was structured around 

Lezotte’s Seven Correlates of Effective Schools which included: (1) safe and orderly school 

environment, (2) instructional leadership, (3) climate of high expectations for success,  (4) clear 

and focused mission, (5) opportunity to learn and student time on task, (6) frequent monitoring 

of student progress, and (7) home-school relations. The survey included 46 questions related to 

the correlates. Each section of the survey contained questions relevant to one of the correlates 

followed by descriptors or scenarios. Based on their perceptions of their school, teachers 
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responded to each question by selecting the descriptor or scenario that best described their 

perception of the school, not their individual classrooms. The statements were arranged from the 

worst-case (i.e., 1 on the rating scale) to best-case scenario (i.e., 5 on the rating scale).  

  Information from three sections of the survey related to school climate were used in this 

study: Safe and Orderly Environment (Questions 6-10), Climate of High Expectations (Q29), and 

Opportunity to Learn and Student Time on Task (Q 44). Two open-ended questions regarding 

teachers’ perceptions of the school’s strengths and areas in need of improvement were also 

included. Respondents’ narrative comments to Q52, “In your opinion, what are the major 

strengths and greatest assets of your school?” and Q53, “In your opinion, what is the most 

pressing problem or issue in need of improvement at your school?” were also analyzed. I used 

the Microsoft Office Excel 2003 software program to help me manage, organize, sort, analyze, 

and present the information after it had been coded by themes. The focus was to identify 

narrative comments related to student behavior, discipline, and school climate. 

 After collecting data through interviews, focus groups, discipline referral data, and 

surveys, I analyzed the information using a combination of quantitative and qualitative 

techniques. Miles and Huberman (1994) describe the value of this type of analysis, “We have to 

face the fact that numbers and words are both needed to understand the world” (p. 40). However, 

the design in this study placed emphasis on qualitative analysis strategies.  

Analysis of the Data 

Data analysis is described by Merriam (1988) as the process of making sense out of one’s 

data. Bogdan and Biklen (1992) stated that it involves: 

Systematically searching and arranging the interview transcripts, field notes, and other 

materials that you accumulate to increase your own understanding of them into 

manageable units, synthesizing them, searching for patterns, discovering what is 

important to and what is to be learned, and deciding what you will tell others (p. 153). 

Gathering good data is essential; it is a process that can improve programs, protect 

program participants, and advance knowledge (Stake, 1995; Yin, 2003). Three keys to effective 

school-wide program monitoring are (a) accurate definition of behavior, (b) reliable reporting, 

and (c) regular analysis of outcome data for responsive decision-making (Colvin et al., 1993; 

Sugai, Horner, & Walker, 2000). Stake stressed that proper evaluation requires data and criteria 

for analyzing the degree to which (a) conditions anticipated prior to the program (antecedents), 

 88



planned procedures (transactions), and intended outcomes are consistent with the program 

rationale and are logical in relation to each other; and (b) intended antecedents, transactions, and 

outcomes actually occur (Adelman & Taylor, 2000). 

Stake (1995) also contended that there is no particular moment when data analysis 

begins; it is an interactive process. The process is inductive, and the steps include (a) organizing 

data, (b) coding categories, (c) comparing and contrasting categories, (d) searching for 

constructs, and finally, (e) conceptualizing the findings. Analysis and interpretation go on and 

on—from giving meaning to first impressions as well as to final compilations. “Even for the 

quantitative researcher, analysis should not be seen as separate from everlasting efforts to make 

sense of things” (Stake, p.72). Krueger (1988) states that no two researchers will produce exactly 

the same qualitative analysis in exactly the same way. However, by analyzing the data collected 

through multiple strategies, I endeavored to make sense of the impact of implementing a school-

wide behavior management program within a specific school setting.  

In-depth Interview Analysis 

Once the interview data were collected, I analyzed the information according to the seven 

phases identified by Marshall and Rossman (2006). The seven phases are: (a) organizing the 

data; (b) immersion in the data; (c) generating categories, themes, and patterns; (d) coding the 

data; (e) offering interpretations (i.e., telling the story); (f) searching for alternative 

understandings; and (g) writing the report or other format for presenting the study testing 

emergent understandings. 

Patton (2002) wrote, “Only through hearing and interpreting the stories of others through 

interviewing can the evaluator learn the multiple realities and perspectives that different groups 

and individuals bring to an object or experience” (p. 348). Staff interviews were transcribed 

verbatim. Due to the time constraints placed on me to fulfill my responsibilities as Assistant 

Principal, I originally thought that it might be necessary to seek the assistance of an experienced 

transcriber. However, I decided that I would complete the transcripts myself so that I could 

examine the narrative comments more carefully and gain a better understanding of the 

interviewees’ perspectives. After the transcripts were completed, I listened to the recordings 

again to make any additional corrections and clarifications to the transcripts. This allowed me to 

become further immersed in the data, which would help me to develop insights relevant to the 

issues pursued in the research (Patton, 2002). 
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After interviewing the participants, Miles and Huberman (1994) state that the main task 

of the researcher is to find the ways the participants of the study “come to understand, account 

for, take action, and manage their day-to-day situations” (p. 7). Through the analysis of the data, 

the qualitative researcher decides what things mean by “noting regularities, patterns, 

explanations, possible configurations … and propositions” (p. 11). The patterns and regularities 

noted in the collection of data will gain meaning through the identification of themes.  

According to Marshall and Rossman (2006, p.161), “As categories and themes are 

developed and coding is well under way, the researcher begins the process whereby she offers 

integrative interpretations of what she has learned.” Frequently referred to as “telling the story,” 

interpretation brings meaning and coherence to the emerging themes, patterns, and categories. 

This leads to developing connections and a story line that makes sense and is engaging to read. 

As Patton (2002) notes, “Interpretation means attaching significance to what was found, making 

sense of the findings, offering explanations, drawing conclusions, extrapolating lessons, making 

inferences, considering meanings, and otherwise imposing order” (p. 240). This is the process 

that was involved in using teachers’ narrative comments gathered through interviews and focus 

group discussions to help tell the story of the development and implementation of a 

comprehensive school-wide behavior management program.  

To help determine the behavior management program’s impact on student behavior, 

teachers’ perceptions toward behavior management, and school climate and to identify the 

consequences, both intended and unintended, of implementing a school-wide discipline plan, I 

examined and coded the narrative information gathered through individual in-depth interviews 

with school staff. Coding was done to identify emerging themes relevant to the research 

questions. Rubin and Rubin (2005) describe themes as statements that explain why something 

happened or what something means and are built up from concepts. The researcher constructs a 

picture of how and why things happen by combining separate themes that together explain 

related issues. I explored the possibility of using a qualitative data analysis software package 

such as atlas.ti to code staff’s narrative comments to identify themes related to the 

implementation of the school-wide behavior management program. However, I decided to use 

the Microsoft Office Excel 2003 software program instead to help me manage, organize, sort, 

analyze, and present the information after it had been coded by themes. Analysis of this 

information also revealed staff’s impressions related to the program’s strengths and areas 
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needing improvement. Computer programs facilitate the data’s accessibility; however, the final 

analysis and interpretation is still up to the researcher (Bogdan & Biklen, 2006; Marshall & 

Rossman, 2006).  

 The research questions were addressed through an analysis of the practitioner’s interview 

responses. I reviewed the transcriptions, looking for regularities and patterns as well as for topics 

covered by the data and other supporting documentation. This was done in an attempt to identify 

factors that contribute to the effectiveness or ineffectiveness of the program. Although an 

interview guide was followed, there was no predetermined coding scheme; themes developed as 

they emerged from the data. I analyzed the interview data and noted the factors that teachers 

identified as influencing program implementation. Through analysis of the transcribed text, I 

located patterns or themes of key words, phrases, and sentences that reflected teachers’ attitudes 

toward the discipline program. Themes within categories were initially identified and noted in 

the margins using different colored pens and designated letter codes. After identifying 

preliminary coding categories, I assigned the codes to the units of identified data. Units of data 

sometimes received multiple codes. According to Bogdan & Biklen (2006), categories of data 

should reflect the purpose of the research and should include all relevant data. Codes were 

checked and revised through constant comparison data analysis. Through comparing and 

contrasting, patterns of relationships or interactions were observed. These observations formed 

the basis for conceptualizing and concluding findings. As stated, after entering the information 

into a spreadsheet I used the Microsoft Office Excel 2003 software package to assist me in 

managing, organizing, sorting, and analyzing the coded narrative comments to help answer the 

research questions. 

The coded results were “chunked” into superordinate and subordinate categories. The 

credibility of these data (analogous to reliability in quantitative research) was supported through 

triangulation. Each superordinate and subordinate category required at least three pieces of 

information to support its inclusion. Categories and themes that did not meet these criteria were 

considered interesting but were not included in the report.  

Since I was the only person doing the coding, I took an additional step to assure the 

reliability of the data by recoding the data to check for consistency before “chunking” the 

information. The second coding took place about a week after the initial coding. According to 

Fink (2003), this is enough time for the coder to forget the first set of codes so that he or she does 
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not automatically reproduce them. After coding the data a second time, I compared the two sets 

of codes for agreement. To resolve coding discrepancies, I called in a second person to arbitrate 

the conflicting codes. The arbitrator was a professional colleague who holds a Doctor of 

Philosophy degree in Psychology and often serves as an independent consultant in behavior 

management. He is also very familiar with positive behavior support programs and has had 

experience in coding data. 

After analysis of the interview data was complete, each interviewee was provided with a 

copy of the transcribed interview, as well as their comments in the context of each research 

question and finding. As a way of member-checking, each interviewee provided clarification of 

his/her remarks and indicated whether the remarks were consistent with the overall essence of 

his/her thoughts (Bogdan & Biklen, 2006). The purpose of the member check was to support or 

reject the researcher’s comments for (a) how well it represented the setting, (b) errors in 

interpretation, (c) omissions of fact, (d) erroneous interpretations, (e) confidentiality and 

anonymity, and (f) material that was not necessary for the report (Lincoln & Guba, 2007). 

The semi-structured interview format makes the cross-case analysis for each question in 

the interview easier. Once interview responses were completed for each individual, cross-case 

analysis was done. Cross-case analysis refers to the grouping together of answers from different 

people to common questions (Patton, 2002). Each individual’s responses were content analyzed. 

Patton describes content analysis as “any qualitative data reduction and sense-making effort that 

takes a volume of qualitative material and attempts to identify core consistencies and meanings” 

(p. 453). Emerging patterns and themes were identified and analyzed. The final report includes 

(a) examples of the practitioners’ responses to questions given in each interview, (b) descriptions 

and interpretations of those responses, and (c) discussions about any themes that emerged.  

Focus Group Interview Analysis 

Krueger (1988) described the process of analyzing focus group data as being “much like 

detective work. One looks for clues, but in this case, the clues are trends and patterns that 

reappear among various groups” (p. 109). The researcher “seeks primarily to identify evidence 

that repeats and is common to several participants” while also attending to “determining the 

range and diversity of experiences or perceptions” (p. 109). 

Throughout the focus group interviewing process, data collection and analysis are 

occurring recursively and simultaneously (Brotherson, 1994). The organizing system continues 
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to emerge and be refined until a point of data saturation (i.e., no new ideas, themes, or patterns 

are emerging) is reached. Throughout the focus group process, researchers reflect and record 

their perceptions, interpretations, and expectations of the event being examined. Brotherson 

reported that in addition to setting down the emerging design and changing procedures and 

questions, this record provides an audit trail of how the study and data have emerged over time.  

Part of the analysis includes triangulation of data—examining how the focus group data 

relate to other data gathered in different contexts or by different methods. In this study, the focus 

group interviews were used in conjunction with individual in-depth interviews and survey data. 

The focus groups provided an opportunity to identify and establish a degree of confirmation of 

key revelatory themes that may also have emerged during the individual in-depth interviews 

(Patton, 1990). Two recorders were taking notes during the focus group discussions. To ensure 

that the narrative comments were accurately recorded, the individuals taking field notes and the 

moderator compared and consolidated the responses into one summary report immediately 

following each session. Narrative comments made by teachers during the focus group interviews 

were recorded and examined using strategies similar to those used in analyzing teachers’ 

interview comments. For review and analysis purposes, I worked primarily from the field notes, 

summaries, and transcriptions which were completed by an independent transcriber. 

In qualitative research, there is a general sequence of events for developing an organizing 

scheme and analyzing data (Brotherson, 1994; Patton, 1990, 2002). The sequence begins with 

researchers familiarizing themselves with the data—reading and rereading transcripts. As this 

process progresses, topics and themes are identified. During data analysis, the researcher 

develops an organizing scheme or a systematic framework to distinguish meaningful units, 

isolate them, and place them together again with conceptual connections or categories (Tesch, 

1990). As an organizing scheme begins to develop, data are continually collected and coded. 

Using computers to code data has made data management and analysis more efficient (Marshall 

& Rossman, 2006; Rubin & Rubin, 2005). 

After receiving the transcripts of the three focus group sessions and the focus group 

moderators’ report summarizing the focus group discussions, I familiarized myself with the 

written observations and transcripts. I compared the themes or conceptual categories that 

emerged from a reading of each focus group transcript using the data coding and analysis 

techniques employed in analyzing the in-depth interview transcripts. Again, after entering the 
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narrative remarks into a spreadsheet and coding the comments based on recurring themes and 

patterns, I used the Microsoft Office Excel 2003 software package to help me manage, organize, 

sort, and analyze the coded narrative comments. This was done in order to identify emerging 

themes, patterns, or discoveries relevant to the research questions. As Wesley and Buysse (2003) 

suggest, I periodically pulled together examples from each thematic category to compare them 

and consider how the themes continued throughout the text so that I could determine how to 

categorize new text from the additional focus groups. As I read the transcripts from the 

remaining focus groups, I added thematic categories or refined the existing ones, as needed. I 

also considered both dominant and alternate views of program implementation by determining 

which themes reflected the majority opinion and which were expressed by one or several 

respondents. The transcripts were read and reread and compared across focus groups. I recorded 

notes of themes, patterns, and trends. Beginning with the first reading of the transcripts, using 

different colored pens to indicate specific themes, I also noted and marked sections that provided 

insights into each research question as well as significant quotes that might be used in the final 

report to support the findings.  

To increase the trustworthiness of the focus group information, I compared the 

information and transcript content to the information gathered during the in-depth interviews. 

Data collected from the interviews and focus groups were analyzed using the constant 

comparative method (Denzin & Lincoln, 2005). This method assumes that data collection and 

analysis are recursive, one informing the other throughout the course of the study (Bogdan & 

Biklen, 2006). I analyzed the data in transcripts of the three focus group discussions and the 

interviews by coding the narrative comments and comparing them to determine similar trends 

and to identify themes and patterns related to the research questions. 

In writing the results of the analysis based on teachers’ perceptions regarding program 

impact, I used the information to help identify the consequences, both intended and unintended, 

of implementing this behavior plan. In reporting the information, I strove for a balance between 

direct quotations of the participants and a summary of descriptions and interpretations (Morgan, 

1988). To confirm that the information was an accurate reflection of what individuals reported, 

the findings and interpretations were presented to the focus group participants for their final 

reaction, reflection, and feedback.  
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While analyzing and interpreting teachers’ interview and focus group comments may 

have yielded  a wealth of first-hand information regarding program implementation, other 

methods of data analysis were also used. Office discipline referral data, discipline survey data, 

and staff perception survey data were also important elements to be considered in this study. 

Other Data Analysis 

Analyzing data is an important component in this study. Sprague and his colleagues 

(2001) stress the importance of using data, rather than impressions, to guide decisions to 

maintain or modify what, how, and where changes in discipline policy and procedures are 

necessary.  

Office Discipline Referral Data Analysis 

Office discipline referrals provide a valuable, practical way to help decision makers 

assess discipline needs and to monitor the effects of reform efforts. Office discipline referral data 

were selected as a measure for several reasons. First, researchers have demonstrated that office 

discipline referrals and detentions/suspensions are a useful measure in evaluating the 

effectiveness of school-wide behavior support on student behavior (Putnam et al., 2003; Sugai et 

al., 2000). Second, the school routinely documents disciplinary data. Consequently, a naturally 

occurring data source is available. Third, the researcher surmised that a positive effect from 

intervention would be revealed by changes in these measures (Luiselli, et al., 2005). In addition, 

a systems approach to effective behavioral--and instructional--support requires the use of data to 

support decision-making. Discipline data are necessary to ensure that (a) ineffective discipline 

practices are modified or discontinued, (b) effective programs are enhanced, and (c) specialized 

behavior supports are provided for students who display chronic problem behaviors (Sugai et al., 

2000).  

 Office discipline referral data reports containing information about referral numbers, 

referrals by grade, and types of disciplinary infractions were generated through a computerized 

student information system (SASI). The data reflected referral information for the year prior to 

program implementation (2005-06) and the first two years of program implementation (2006-07 

and 2007-08). Using descriptive statistical analysis such as frequency counts, I analyzed and 

compared the SASI report information for the 2005-06, 2006-07, and 2007-08 school years to 

identify trends and patterns in student behavior. For example, the information was analyzed to 

determine whether the number of referrals decreased as time spent implementing the school-wide 
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discipline program increased. I inferred that examining the data might also show other trends 

such as whether the referral numbers for specific discipline infractions such as aggressive 

behavior or class disruption decreased as implementation increased. Other similar patterns were 

examined as they emerged. 

Discipline Survey Analysis 

The school discipline survey was constructed by the program consultant in the spring of 

2006-07 in response to the school administrators’ request for assistance in gauging the teachers’ 

perceptions of program implementation at the end of Year-1. There was a concern that the 

teachers would not respond if they were asked to identify themselves in any way; therefore, 

identification information was not collected. The survey was used, in part, as a measure of staff 

perception pertaining to school-wide supports in place and needs for the future. This tool 

provided a measure of the perceived levels and priorities around the process of implementing the 

school-wide behavior management program. The survey served as one of the means to quantify 

what words may have identified. However, this instrument should be interpreted as a measure of 

the staff’s perception of the program at particular moments in time.  

After staff completed the survey, a member of the Discipline Leadership Team collected 

and mailed the completed 2006-07 surveys to the consulting firm for review and analysis. A 

copy of the responses was also provided to the Assistant Principal who used descriptive statistics 

to analyze the frequency of response rates for all items and calculate the mean score for each 

survey item, as well. Microsoft Office Excel 2003 was used to help generate frequency counts 

and to sort data responses. The consulting firm also calculated a mean score for each survey item 

and identified areas of strength and patterns of need. My analysis of the information was 

compared to the firm’s report when it arrived in early June. The information was used by the 

Discipline Leadership Team to help identify areas of strength and areas where attention was 

needed for the 2006-07 school year. The data was also used to identify areas in need of “fine-

tuning” during the second year of implementation.  

The survey was re-administered and analyzed by both the consulting firm and 

researcher/administrator near the end of Year-2 program implementation using similar 

explanation and distribution procedures, analysis strategies, and reporting procedures. The 

consultants analyzed the information and provided the Discipline Leadership Team with a report 

and recommendations prior to the end of the 2007-08 school year. I also analyzed the survey 
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responses calculating the frequency of response rates and the mean of each survey item. I 

compared the results of my analysis with those of the consultant. Using PASW Statistics 17.0 

(SPSS) and descriptive statistical analysis, I compared the means for each response for Year-1 

and Year-2 of program implementation to determine if there were significant differences in 

teachers’ responses to each survey item. The results of the survey analysis were used to help 

identify whether areas of program strength and need had changed and to determine whether there 

were any significant differences in teachers’ perceptions toward behavior management. No 

names or individual information were used in reporting the results of the survey. Only group 

findings were reported. 

Staff Perceptions Survey Analysis 

Each spring, the school district administers an online climate/staff perceptions survey to 

gather information from staff members regarding their perceptions and experiences at their 

schools. This online survey was developed, administered, and analyzed by the school district’s 

Office of Research and Accountability. The information is used by schools’ leadership teams in 

developing their school improvement plans and making program decisions. 

The district Director of Research and Accountability initially sorted, analyzed, and 

provided survey data information to the school district administrators and building level 

administrators at the end of each academic year. Following completion of the spring 2006 and 

spring 2007 surveys, the director provided descriptive summary data in the forms of mean scores 

for each survey item response and frequency data (i.e., percentages for responses to individual 

survey items). He also provided a summary of survey respondents’ narrative comments to the 

two open-ended questions which asked, “In your opinion, what are the major strengths and 

greatest assets of your school?” and “In your opinion, what is the most pressing problem or issue 

in need of improvement at your school?” He also prepared reports and analyzed other 

information as requested by each individual school improvement team or administrator. The 

descriptive information and narrative comments were provided to each administrator for further 

review and analysis. 

The survey response rate was 99% for the 2005-06 survey, 76% for 2006-07 survey, and 

76% for the 2007-08 survey. Reponses for the 2005-06, 2006-07, and 2007-08 academic years 

were analyzed using descriptive statistical analysis (e.g., frequency counts, means, and 

percentages of teachers’ responses to each survey item).  
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To analyze the two open-ended questions, I employed the same methods of qualitative 

text analysis described in the procedures for analyzing interview and focus group narrative 

comments. I first identified and coded the emerging themes for further analysis by making notes 

in the margins with different colored pens and designated codes. Again, I entered the information 

into a spreadsheet and used the Microsoft Office Excel 2003 software program to help manage, 

organize, sort, analyze, and present the information which helped provide answers to the research 

questions. Bogdan and Biklen (2006) maintain that the computer program only helps as an 

organizing or categorizing tool, and does not do the analysis for the researcher. However, 

computer programs do facilitate the data’s accessibility. I identified trends and patterns in staff’s 

anecdotal comments pertaining to discipline, student behavior, and school climate. Information 

from the 2005-06 (year prior to program implementation), 2006-07 (1st year of program 

implementation), and 2007-08 (2nd year of program implementation) academic years were used 

for this data analysis comparison.  

Survey data, both quantitative and qualitative, for the 3-year period were compared to 

help determine teachers’ perceptions of the program’s impact on the overall climate of the school 

and their views of the school’s safe and orderly environment. The survey data were also useful to 

help clarify emerging findings and to provide triangulation with information gathered through 

other data collection methods (e.g., interviews, focus groups, discipline referral records). 

Summary 

Gathering and analyzing data is essential; it is a process that can improve programs and 

assist school leaders in making decisions (Stake, 1995). With reliable data gathered through a 

variety of methods, school administrators and decision makers can obtain valuable information 

that can help them work more efficiently. They will have the information essential to solving 

problems, selecting appropriate interventions, and providing better support for student learning 

(Nakasoto, 2000). In this study, information from interviews, focus groups, surveys, and 

discipline referral records were collected and analyzed. Interpretations, conclusions, and 

recommendations were based on the collection and analysis of data. The information gathered 

and conclusions drawn through this study were used, in part, to help interpret and determine the 

intended and unintended consequences of implementing a school-wide discipline plan and to 

make recommendations to help improve the discipline program. Chapter Four will discuss the 
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findings from the data collected during this study, and Chapter Five will provide a summary, 

conclusions, and recommendations for further research. 
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CHAPTER 4 

 

RESULTS 

 

 
This study sought to gain a better understanding of the impact of implementing a 

comprehensive school-wide discipline program within a particular primary school site. A mixed-

method research design with an emphasis on qualitative approaches to data collection and 

analysis was selected for this investigation. The general question this study attempted to answer 

is: What are the results of implementing a comprehensive school-wide discipline program 

(i.e., Discipline with Unity)? More specifically, the following questions guided the inquiry: 

1. What impact has the implementation of a school-wide behavior management plan 

(i.e., Discipline with Unity) had on (a) student behavior (e.g., reducing student 

discipline referrals), (b) teachers’ perceptions toward behavior management, and 

(c) school climate?  

2. What revelatory themes emerge from teachers’ narratives of the implementation of a 

school-wide behavior management program? 

3. What are the consequences, both intended and unintended, of implementing this 

school-wide behavior management plan? 

Limited research is available on the actual effect of using comprehensive school-wide 

discipline plans within individual school settings. Therefore, the purpose of this research was to 

assess the implementation of one such comprehensive program, Discipline with Unity: A School-

wide Discipline Plan, in relation to its impact on (a) student behavior, (b) teachers’ perceptions 

toward behavior management, and (c) school climate within a primary school setting. The 

population of interest in the study was limited to the entire student and faculty populace at one 

primary school in a large, mixed urban and rural school district in southwest Georgia during the 

time frame 2005-2008.   

The purpose of this chapter is to report the findings from the study of the implementation 

of the comprehensive behavioral initiative. The presentation of data is guided by the research 

questions with focus on how a primary school in southwest Georgia implemented this school-

wide program and the effects of program implementation, both intended and unintended. The 

factors that assist or obstruct in planning and implementation are also noted.  
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The report of findings is organized by research question and how an examination of each 

set of data relates to answering the research questions. As a case study, this research primarily 

used a qualitative perspective, attempting to discern the meaning of events to the participants. 

The first two primary data sources are reports of findings gained from the transcripts of 14 

in-depth teacher interviews and three focus group sessions consisting of 7, 8, and 9 members 

respectively for a total of 24 teachers. Interviewees and participants were selected from teachers 

who had been at the school site for all three years of interest. The focus group participants were 

not among those interviewed. The third source is a summary of the findings gained from an 

analysis of staff discipline surveys administered in the spring of 2007 (n = 70) and again in 2008 

(n = 63), the first two years of behavior management program implementation. The fourth source 

is a report of the results of the Correlates of Effective Schools Staff Perception Survey 

administered by the school district in the spring of the baseline year – 2006 (n = 71), program 

Year-1 – 2007 (n = 58), and program Year-2 – 2008 (n = 68). The fifth data source is a summary 

of the findings obtained through a comparison of the office discipline referral data generated 

through the automated student information system for 2005-06, 2006-07, and 2007-08.  

To provide a sense of context regarding the Discipline with Unity initiative, the 

organization of this chapter begins with a brief discussion of how the program began and 

developed. The chapter continues with a discussion of each research question and data analysis 

results. Utilizing the discipline referral data and information obtained through interviews, focus 

group discussions, and surveys each research question and sub-question is addressed using a 

narrative explaining the implications of the results along with data tables and figures, as needed, 

that illustrate data analysis results obtained using PASW Statistics 17.0 (formerly named SPSS) 

for Windows XP, Microsoft Office Excel 2003, and qualitative data content analysis strategies. 

To fully comprehend the program’s impact on student behavior, teachers’ perceptions on 

behavior management, and school climate, it is important to briefly examine the circumstances 

surrounding the origination of the program. The summary is based on information gathered 

through a qualitative data content analysis of interviewees’ and focus group participants’ 

narrative comments. The following section will describe, from the teachers’ perspective, what 

the school’s discipline program looked like before the implementation of the Discipline with 

Unity school-wide behavior management program began.  
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Program Background: The Story Begins  

To better understand the impacts of implementing the school-wide behavior management 

initiative, it is essential to have a basic awareness of how the program began and developed. The 

story of the development and implementation of the Discipline with Unity comprehensive 

behavior management program is told primarily through teachers’ narrative comments in 

individual interviews and focus group discussions. Therefore, before focusing in on the key 

research questions, individual interviews and focus group discussions opened up with a brief 

discussion of teachers’ thoughts and reactions on what it was like to be involved in the school-

wide discipline program from the initial stages. I posed the question, “Overall, how would you 

describe your experience with the Discipline with Unity school-wide discipline plan so far?  

Early on, in each in-depth interview and focus group session I afforded interviewees and 

focus group participants an opportunity to describe the behavior management situation at the 

school site before the discipline plan was initiated. Their responses provided a clearer picture of 

the program’s beginnings. Teachers reported that prior to the development and implementation 

of the Discipline with Unity program the school appeared to have had “no consistent or 

systematic way of dealing with discipline issues.” An analysis of interview responses revealed 

several consistent themes regarding past discipline practices. The teachers recalled that in 

previous years the school’s overall approach to discipline had been accompanied by (a) unclear 

expectations, (b) direct office referrals, (c) unwarranted assignment to In-School Suspension 

(ISS) or Conduct Class, (d) limited knowledge of behavior management strategies, and 

(e) student transfers to other classrooms.  

Unclear Expectations 

In response to this inquiry regarding prior practice, interviewees and focus group 

participants reported that before the school had a specific discipline plan, they were uncertain as 

to what procedures to follow when dealing with students who were exhibiting inappropriate 

behavior. This lack of clarity regarding expectations frequently led to people “doing their own 

thing.” As an interviewee commented, “I think that the fact that there is a school-wide discipline 

system is good instead of everybody doing something different like they use to do.” Another 

teacher compared past practice to present expectations: 
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Before the Discipline with Unity Plan, there was no unified discipline here. Teachers 

made lots of referrals to the office, and there was no official documentation, no official 

forms. We are more unified in what we expect and what we do now. 

Most interviewees offered similar descriptions of how discipline had been inconsistently 

handled in prior years before the behavior management program was initiated. Several explained 

that they had been uncertain what steps to follow when referring a student to the office. As one 

teacher affirmed: 

When I first started teaching, we did not have a discipline plan. Before we had a [school-

wide] plan, I did not know what was appropriate to take a student to the office for. It was 

not really laid out for me. I did not know whether to take them for minor things or what. 

Now I know. 

Focus group participants also explained that prior to implementing the program 

behavioral expectations had varied among teachers. As one testified: 

Before we had this plan, each teacher had different expectations of the child. It wasn’t 

that we were all on the same page. What I like most now is that the kids and teachers 

from one classroom to another have the same expectations and rules. 

Other focus group reflections appeared to be in line with these observations. Participants 

revealed that at one time teachers made assumptions about students’ awareness of behavior 

expectations. One participant summarized the general comments that were provided throughout 

the group’s discussion comparing present to past practice. “Now everyone should be expecting 

the same thing. It helps to ensure consistency. We use to assume that students know how to 

behave. Now we … let them know our expectations.” Teachers in both interview and focus 

discussion groups also seemed to imply that past practice had frequently resulted in students 

being referred directly to the office with little, if any, indication that other interventions had been 

attempted. 

Direct Office Referrals 

Teachers’ narrative comments explained that before program implementation began, the 

procedure for referring students to the office was relatively simple but seldom followed. Office 

discipline referrals were recorded on a standardized form and were completed whenever a 

teacher or other staff member identified a student discipline problem. An entry was made to 

indicate the type of misbehavior displayed and a brief description of the incident, people 
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involved, and disciplinary action was noted. However, in describing the office referral process 

prior to program implementation, teachers interviewed reported that, in actuality, faculty 

members frequently used the office as the first line of defense, and documentation of 

misbehaviors was used infrequently. As one teacher explained: 

Before we had the discipline plan, teachers sent students who misbehaved directly to the 

office, pretty much. They did not have to ever have a write-up. When I first started here, 

you took them in the hallway. You had a witness and paddled their behind. But you can’t 

do that any more. If the administrator was available, you would tell them what the student 

had done. The administrator would call the parent or talk with them or spank them 

depending on the severity of the problem. 

As illustrated in an interviewee’s description, other teachers talked about how faculty 

members “kind of did their own thing” prior to the implementation of a formal discipline plan. 

At one time, we really didn't have so-called discipline forms to fill out or a formal 

discipline plan. It was pretty much that we documented things on our own and made sure 

that you keep a copy in the classrooms. We kind of did our own thing. Before, I think the 

office was a crutch for some, but now teachers are able to handle a lot of the behaviors in 

their classroom.  

When discussing the atmosphere prior to implementing the school-wide behavior plan, 

focus group participants’ comments mirrored those of the interviewees. Participants shared 

similar observations of the office referral process. As one teacher explained: 

Some of my colleagues don’t want to deal with the small stuff. For the least little thing 

they’ve always gone up to the office for things like, “That child is bothering me. I can’t 

do my job so you deal with it.” I think that happened a lot more than some people realize. 

That has been my observation. 

While direct office referrals were common practice, teachers’ remarks indicated that 

other strategies for dealing with misbehavior had been tried. Among these approaches were in-

school suspension and conduct class.  

 In-School Suspension (ISS) and Conduct Class 

Teachers’ interview comments also indicated that prior to the implementation of a 

defined plan, the school had a history of behavior problems, and unruly students were often sent 
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to In-school Suspension (ISS) or Conduct Class when it was unwarranted. In describing a 

Conduct Class that was used as an intervention in prior years, a veteran teacher stated: 

We have always had behavior problems. I think they threw a lot of kids into ISS that did 

not need to be in ISS. To me, when I think of ISS, it is serious but you don’t want these 

students missing school. I was on the conduct committee when it was first implemented. 

We met every Tuesday and discussed children who were referred to the conduct 

committee. It was a little bit more than the SST [School Study Team] process, but they 

were so disruptive that they needed to be removed from the classroom for a certain period 

of time. It was disruptive for the other children, and we were also there to help that 

teacher figure out better ways to deal with them. However, ISS was in the same room as 

the Conduct Class. We only had a couple of conduct children at a time, but I became very 

familiar with some of the faces I saw in ISS.… I remember one instance in particular 

when we had Social Studies in a portable unit. A student was placed in ISS because she 

had kicked leaves on the way to Social Studies. Maybe that was the “straw that broke the 

camel’s back,” but if that is all that teacher had to worry about I feel sorry for her. That is 

minor to me, and that doesn’t warrant an ISS placement, in my opinion. 

 In contrast, focus group participants described the Conduct Class that had been “tried for 

a brief time five years earlier” as a beneficial experience for some students because “when they 

came back to the classroom, they were so much better. They were able to manage their behavior 

and manage their anger because they were taught strategies how to do that.”  

Participants explained that while the Conduct Class had not addressed the needs of all 

students, the sessions had been conducted by a certified teacher who provided academic 

assistance along with instruction in areas such as anger management. This enabled students to 

“keep up with the class,” while providing a “place to go for most of the day because they can’t 

handle the normal flow yet.” “You had to work your way in. There had to be enough 

documentation to put the student into the class. Then you had to work your way out…. They 

can’t just get out because they want out…. But it didn’t work for everyone.” “We often put them 

[students referred for misbehavior] back into the normal flow when they were not yet ready.” 

While alternatives had been attempted, teachers appeared to believe that faculty 

members’ skills and options in dealing with student misbehavior were to some extent limited. 

They frequently felt unequipped to deal with behavior issues.  
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Limited Behavior Management Strategies  

Interviewees and focus group members reported that prior to the implementation of a 

school-wide behavior management plan a number of teachers appeared to have limited 

knowledge of strategies for dealing with student misbehavior. As one interviewee noted: 

I think it is good to have a plan, especially when you have teachers and children who 

need extra guidance. I don’t really remember consequences, besides referral sheets, or 

any strategies that we had before. There just weren’t a lot of strategies that I could use.  

After beginning the school-wide program, teachers reported that they felt more options 

were available to them. One teacher described her change in attitude when deciding how to deal 

with a difficult student. 

I know that last year I had one student in particular when I thought I was at my wit’s end. 

Now there are so many different strategies that we were taught to try with a child…. It 

[the plan] gives me more options instead of resorting to meanness or anger. 

Teachers acknowledged that due to their limited awareness of viable options and 

consequences for dealing with misbehavior, some faculty members felt overwhelmed when 

addressing such situations. When this occurred, they saw student transfer as a primary 

alternative. 

Student Transfers to Other Classrooms 

Interviewees reported that prior to program implementation it appeared that student 

transfers to other classrooms frequently occurred if a teacher demonstrated that she could not 

handle a student with recurring discipline problems. Teachers stated that students were often 

moved to other classrooms where the teacher had a reputation of being able to handle behavior 

issues. However, this often appeared to lead to resentment on the part of the teacher receiving the 

transfer. As one of these “lucky” teachers testified: 

In the old days, if a teacher could not handle children or their discipline problems, there 

was a tendency to move them, and there was a select group of teachers who got “all the 

love” in the building. Every time you turned around, there was a new child at the door 

that someone else could not handle, even though we are all on the same pay scale. I can’t 

help but think, “Why should I handle all your problems just because I can?”  

Focus group participants who had previously been faced with this situation also appeared 

to believe that it was unfair to ask certain teachers to take on students with discipline issues just 
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because “other people could not handle them.” Tension was apparent when they expressed their 

feelings of resentment regarding this practice. As one teacher recalled: 

So many students were moved to our community because they were affecting other 

classes…. I have had students that other teachers could not handle for one reason or 

another. I have had students who could hurt other children. Other people could not handle 

them so they came to me. 

Another teacher reported her similar experience: 

When I taught EIP [Early Intervention Program] students, they would bring those 

students to us, and I have been told I can handle them…. I don’t know if you love me or 

hate me if you keep dropping these students off at my door expecting me to deal with 

them when someone else couldn’t. 

A first grade teacher shared her feelings regarding requests for placing students noted for 

having discipline problems in her classroom: 

I had a kindergarten teacher who said to me, “You need to have this child next year.” I 

said to her, “Don’t punish me just because I am firm.” I don’t want a room full of 

discipline problems just because I can handle them. 

Participants in one focus group seemed to be particularly averse to the idea of moving 

students from one class to another. They presented their arguments as to why they were opposed 

to the idea. One member aptly summarized the group’s discussion in the following manner.  

Something I have noticed is that some of the children who are problem students were 

pulled out of one class and put into another. That is not right for that teacher because they 

think that teacher can handle them. You are burning that teacher out and drawing them 

down because pretty soon they end up with so many of them in their class. Instead of 

keeping one in your class when they are driving you nuts, they get sent to another class 

and after a while that awesome class may start acting like that. It draws that teacher down 

because they are dealing with it all day. That is the other teacher’s responsibility. 

Interestingly, participants also appeared to be apprehensive that the teacher who has been 

identified as having the talent to deal with “problem students” would be dubbed with the “bad 

class” label. One teacher explained the reason for her concern. 

Sometimes the teacher with all the problem children gets a reputation, and people will 

say, “You don’t want to be in that class because that is the bad class.” That’s not true. 
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Sometimes they get moved because the teacher says, “I don’t want to deal with them 

anymore.” That is not fair to anyone. 

Teachers’ apparent resentment toward dealing with students’ behavior problems coupled 

with their belief that they did not feel adequately prepared to deal with these issues were part of 

the reason that precipitated the school leadership team’s decision that behavior management 

program changes were necessary. The comprehensive behavior management plan evolved, in 

part, in response to this dilemma. It is within this context that I made the decision to conduct this 

study in an attempt to determine the impacts of implementing the Discipline with Unity 

comprehensive behavior management program. A presentation of the findings of the study 

follows. 

Research Question One 

In this section, the following question will guide the discussion: What impact has the 

implementation of a school-wide behavior management plan (i.e., Discipline with Unity) had on 

(a) student behavior (e.g., reducing student discipline referrals), (b) teachers’ perceptions toward 

behavior management, and (c) school climate?  

Research Question 1-a 

Impact on Student Behavior 

The first research question guiding the study sought to determine the impact of the 

school-wide behavior management program on student behavior. To answer this question, I 

obtained data through three sources: (a) office discipline referral data, (b) narrative comments 

and field notes from in-depth interviews with individual teachers, and (c) narrative comments 

and field notes from focus groups with teachers. I coded and sorted the qualitative information 

by themes and identified recurring themes indicative of teachers’ perceptions regarding the 

behavior management program. 

Office Discipline Referrals 

Gathering and using data for decision-making is an important part of the continuing 

program assessment and modification process. A common data source across schools is office 

discipline referrals. Office discipline referrals are a readily available source of information about 

student problem behaviors. Patterns that emerge from office discipline referrals can be a simple 

and useful source of information to facilitate efficient and effective decision making at the school 

level (Tobin, Sugai, & Colvin, 2000).  
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Measures of discipline referrals. Monthly student office referral records were obtained 

from the school site for the 2005-06 school year (baseline year), the 2006-07 year (intervention 

program Year-1), and the 2007-08 year (maintenance year or program Year-2). These referrals 

were routinely entered into a data base by school personnel on a daily basis by date, by 

individual student, by grade level, by category offense, and by teacher. Specific definitions for 

student behavior violations warranting referral within each category were documented in the 

school handbook and did not change throughout the study period. 

To help answer the question regarding the program’s impact on student behavior, I used 

PASW Statistics 17.0 (SPSS) and descriptive statistical analysis to compare office discipline 

referral report information generated from the automated student information database (SASI) 

across the 3-year period to identify referral patterns or trends. Comparing this information for the 

baseline year and the two years following the introduction of the program helped to provide 

evidence regarding the effects of the intervention. Reports generated to identify patterns and 

trends across the 3-year period (2005-06, 2006-07, and 2007-08 school years) included: (a) total 

number of office referrals, (b) referrals by grade level (c) referrals by date (d) referrals by type of 

discipline infraction, (e) referrals by student, and (f) referrals by teacher. Descriptive results from 

these analyses follow. 

Referral results by total number. The frequency of student misbehavior was first 

determined by calculating the total number of office discipline referrals for each of the three 

years of interest in the study. The office discipline referral data from the year prior to program 

implementation, 2005-06, along with the data from Year-1 and Year-2 of program 

implementation are summarized in Table 4.1.  

 
 

Table 4.1: Number of office discipline referrals. 
 

Grade  2005-06  2006-07  2007-08 

1  121  117  196 

2  186  123  137 

Total referrals   N = 307   N = 240   N = 333 
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Referrals: Average per enrolled student. In total, during the school year prior to 

program implementation, 2005-06, 307 office referrals were initiated for an average of .36 

referrals per enrolled student. Referrals were written for 126 individual students which accounted 

for 14.7% of the total school population (N = 860). During program Year-1, 2006-07, 240 office 

referrals or an average of .28 referrals per enrolled student were reported. Referrals were entered 

for 92 individual students which accounted for 10.9% of the population (N = 846). This 

represents a 20.2% reduction in average daily referrals to the office during implementation  

Year-1. However, during program Year-2, 2007-08, 333 office referrals or an average of .40 

referrals per enrolled student were recorded. Referrals were noted for 121 individual students 

which accounted for 14.4% of the population (N = 842). This represents a 39.2% increase in 

average daily referrals during the following implementation Year-2. From 2005-06 to 2007-08, 

the average daily referrals to the office reflected an overall net increase of 10%.  

Referral results by grade level. Since one of the aims of the intervention was to change 

the behavioral climate of the school, I compared data across grade levels to help provide a 

picture of the degree to which students’ behavior, as reflected in the number of office referrals, 

changed after program implementation began. Distribution of office referrals by grade level was 

used to help determine program impact for first and second grade. As Figure 4.1 reflects, the 

number of referrals for students who were first graders in 2005-06 (n = 121) showed little change 

during program Year-1 (n = 123) when the same students were enrolled as second graders. 

However, the number of referrals for students who were first graders in 2006-07 (n = 117) 

increased by 17.1% in 2007-08 (n = 137) during program Year-2 when the same students were 

enrolled as second graders. The total number of first grade referrals increased from 117 in  

2006-07, the first year of implementation, to 196 in 2007-08, for a 67.5% increase. The total 

number of second grade referrals increased from 123 in 2006-07 to 137 in 2007-08, for an 11.4% 

increase. However, when comparing figures across the three-year period, the number of second 

grade referrals decreased from 186 in 2005-06, the year prior to implementation, to 137 in 

2007-08, the second year of implementation for an overall decrease of 26.3%. In contrast, during 

the same period, the number of first grade referrals increased from 121 in 2005-06 to 196 in 

2007-08 for an overall increase of 62%.  
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Figure 4.1:  Number of office discipline referrals by grade level for 2005-06, 2006-07, and 2007-08.
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In summary, the comparison of discipline referrals by grade level indicates that both the 

tota ffic r d e s a v d g ra r-1, 

2006-07. However, during program Year-2, 2007-08, both the total number of office referrals 

and referrals by grade level increase he m

greatest increase in referrals from the first year t  s d  o gr m en . 

While the number of second grade referrals decreased the first year, the number rose only 

slightly at the end of the second year of implementation. However, the total number of second 

grade referrals still showed a decrease when comparing the year prior to implementation and 

program Year-2 whereas the number of first grade referrals increased across the same period. 

Referral results by month. To assess the effects of the implementation of the behavior 

intervention program on student behavior, the total number of office discipline referrals per 

month was also compared over the three-year period (i.e., school years 2005-06, 2006-07, and 

2007-08). (See Table 4.2 and Figure 4.2 for comparisons.)  

 
 

l number of o e refe rals an  the r ferral  by gr de le el decrease  durin  prog m Yea

d w n co pared to Year-1. Students in grade 1 showed the 

o the econ year f pro am i plem tation
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Table 4.2: Number of office discipline referrals by month.  
 

  
Number of referrals 

Referral year Aug. Sept. Oct. Nov. Dec. Jan. Feb. Mar. Apr. May Total 

2005-06 22 22 8 76 18 28 40 26 40 27 307 

2006-07 3 27 11 50 19 40 47 12 5 26 240 

2007-08 19 26 15 42 38 34 55 20 25 59 333 

M 15 25 11 56 25 34 47 19 23 37 293 

 

 

When comparing the total number of office referrals across the three school years using

PASW Statistics 17.0 (SPSS) and descriptive statistical analysis, results indicated that there wa

 

s 

no statistically significant difference. However, if you look at the data points month by month, 

several observations can be made. For example, in August of program Year-1 only three referrals 

Figure 4.2: Number of office discipline referrals by month for 2005-06, 2006-07, and 2007-08.
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were made. However, for the same month in program Year-2, the number of referrals (n = 

peaked again and was o

19) 

nly slightly less than the year prior to implementation (n = 22). This 

could p r 

s 

 

e 

t 

 achieved its intended impact; however, this was not the case. When comparing the 

numbe

y periods (Sept., 

Oct., D -07, 

 a 

 

 to 

 

l 

ossibly suggest that during the first year of implementing the school-wide behavio

management initiative teachers were “caught up in the newness of the program,” and teacher

were still becoming familiar with the office referral criteria. However, the purpose of this

analysis was to identify patterns and trends, not to determine causality. 

Results of the analysis of referral data indicated that overall, the two months with the 

greatest number of office referrals across the three-year period were November with an averag

of 56 referrals and February with an average of 47 referrals. According to the analysis, the least 

incidence of referrals occurred in August with an average of 15 referrals and October with an 

average of 11 referrals.  

One may have expected the number of referrals to steadily decline when comparing the 

year prior to program implementation with program Years-1 and 2 if the behavior managemen

initiative had

r of monthly referrals reported during the year prior to program implementation and 

program Year-1, decreases were noted in 5 of the 10 monthly reporting periods (Aug., Nov., 

Mar., Apr., May). However, increases were also noted in 5 of the 10 monthl

ec., Jan., Feb.). In contrast, when comparing the number of monthly referrals for 2006

program Year-1, and 2007-08, program Year-2, increases in referrals were noted in 7 of the 10 

reporting periods (Aug., Oct., Dec., Feb., Mar., Apr., May). When comparing the number of 

monthly referrals for 2005-06, the year prior to program implementation, and 2007-08, program 

Year-2, increases were noted in 6 of the 10 monthly reporting periods (Sept., Oct., Dec., Jan., 

Feb., May).  

Across the three-year period, a steady upward trend in monthly office referral numbers 

remained constant for October, December, and February. However, across the same period,

continuous decrease in referrals occurred only for the month of November. 

In summary, the frequency of classroom referrals was lower in the fall with numbers

peaking in November and again in February. At that point, the frequency of referrals began

fluctuate until May when the number of referrals generally rose again. It is possible that there 

was an increase in the number of student problem behaviors during specific months, but the data

could also be a sign of other factors. Tidwell, Flannery, and Lewis-Palmer (2003) offered severa
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explanations for the overall patterns in classroom referral data. They acknowledged that one 

explanation for the overall patterns in classroom referral data might be the difficulty or pace of 

lessons at certain times of year. Typically the beginning of the year is spent on review and 

introdu f 

 or 

etermine 

causality. 

Referral results by type of discipline infraction. This descriptive study examined the 

use of office referrals as a data source to identify discipline patterns and practices at a specific 

school site. Results indicated that, excluding bus misconduct, aggressive behavior was the 

discipline infraction most frequently reported within the school setting that resulted in an office 

discipline referral across all three academic years. (See Table 4.3 and Figure 4.3 for discipline 

referrals by infraction.) During the year prior to program implementation (2005-06), out of 307 

referrals, the three most frequently reported types of infractions were respectively aggressive 

behavior (n = 57, 19%), class misconduct (n = 35, 11%), and fighting (n = 20, 7%).  

cing new skills. Then, during the middle of the year teachers typically pick up the pace o

instruction to complete all that must be taught that year. Another issue could be the type of 

teacher-student interactions that occur within the classroom across the year. It may be that 

teachers are more tolerant at the beginning of the year when students are learning the routines 

and expectations but become less tolerant over time. However, these explanations are based on 

speculation at this point. Further classroom observation and analysis would be needed to better 

understand the differences and whether those differences were attributed to changes in student

teacher behavior. Again, the purpose of this analysis was to identify patterns, not to d
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Table 4.3: Office discipline referrals by type of infraction.  
 

    2005-06   2006-07   2007-08 

Reported Infractions              
ƒ > 10 for at least 1 year  

No. 
referrals %  No. referrals %  

No. 
referrals % 

Bus misconduct  141 46%  87 36%  131 39% 

Aggressive behavior  57 19%  62 26%  83 25% 

Rudeness/disrespect  19 6%  20 8%  31 9% 

Fighting  20 7%  10 4%  25 8% 

Class misconduct  35 11%  26 11%  16 5% 

School disruption  10 3%  4 2%  11 3% 

Profanity/gestures  10 3%  7 3%  11 3% 

Insubordination  4 1%  12 5%  10 3% 

Referrals  n = 296 96%  n = 228 95%  n = 318 95% 

Other reported Infractions     
ƒ ≤ 10 for all 3 years  n = 11 4%  n = 12 5%  n = 15 5% 

Total referrals   N = 307 100%   N = 240 100%   N = 333 100% 

 

Figure 4.3:  Number of office discipline referrals by type of infraction for 2005-06, 2006-07, and 2007-08. 
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During program Year-1 (2006-07), out of 240 total referrals, 2 of the 3 most frequently 

reported discipline infractions remained the same. These categories included aggressive behavior 

(n = 62, 26%) and class misconduct (n = 26, 11%). While the number of incidents related to 

aggressive behavior increased from 57 to 62 for an 8% increase during this time frame, the 

number of incidents related to class misconduct decreased from 35 to 26 for a 26% decrease. 

Also, the number of incidents related to fighting decreased from 20 to 10 for a 50% decrease.  

During program Year-2 (2007-08), out of 333 total referrals, incidents related to 

aggressive behavior (n = 83, 25%) remained the most frequently reported discipline infraction 

with an increase of 9% (n = 5) from program Year-1. However, by the end of program Year-2 

the reported number of referrals for rudeness/disrespect (n = 31, 9%) surpassed both fighting  

(n = 25, 8%) and class misconduct (n = 16, 5%). Interestingly, the percentage of fighting 

incidents reported in program Year-1 (n = 10, 4%) doubled in Year-2 (n = 25, 8%), shifting 

fighting back into the top three list of most frequently reported discipline infractions. Other areas 

identified as having 10 or more discipline infractions reported in at least 1 of the 3 years included 

school disruption, profanity/gestures, and insubordination. In contrast, serious infractions such as 

theft, larceny, and possession of a weapon were low incidence problems.  

In summary, incidents related to aggressive behavior, rudeness/disrespect, class 

misconduct, and fighting remained primary areas of concern across all three years for which data 

were reported. In fact, aggressive behavior and rudeness/disrespect rose consistently across all 

three years. While one of the school-wide discipline program’s goals was to reduce the overall 

number of student referrals for misbehavior, this decrease remained constant across all three 

years in only one of the identified primary discipline infraction areas – class misconduct. An 

analysis of the discipline referral data appears to indicate that the effects of the school-wide 

discipline program, as reflected in a reduction in referrals, were more apparent during the first 

year of implementation. 

Referral results by each student referred. A grouped frequency distribution of office 

referrals by student was computed by grouping students according to whether they had received 

0 to 5, 6 to 10, 11 to 15, 16 to 20, or more that 20 discipline referrals during the school year. The 

total number of students comprising each group was then calculated. As shown in Table 4.4, with 

regard to student distribution of office discipline referrals across all three years, the majority of 

the students being referred received only 0 to 5 referrals. During the 2005-06 school year, 90% 
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(n = 113) of the 126 students receiving office referrals had 0 to 5 referrals. This accounted for 

13% of the school population. During program Year-1, 85% (n = 78) of 90 students receiving 

office referrals had 0 to 5 referrals, accounting for 11% of the school population. During 

program Year-2, 81% (n = 98) of the 121 students referred fell into this category, accounting for 

12% of the school population.  

 
 
 

Table 4.4: Number and percentage of students receiving office discipline referrals.  
 

 
 2005-06 

 
2006-07  2007-08 

No. 
referrals 

 
No. 

students  
% of total 
referrals   

No. 
students  

% of total 
referrals   

No. 
students  

% of total 
referrals 

0 – 5  113  90%  78  85%  98  81% 

6 – 10  8  6%  10  11%  16  13% 

11 – 15  3  2%  1  1%  3  2% 

16 – 20  2  2%  1  1%  4  3% 

> 20  0  0%  2  2%  0  0% 

Total   N = 126   100%   N = 92   100%   N = 121   99% 

Note. Total percentages may not equal 100% due to rounding. 

 
 

Referral results by student. A notable pattern seen in a review of office discipline 

referral data would be the relatively small number of individual students who accounted for the 

majority of discipline referrals each year. For the three reporting years, the students receiving 

more than 5 referrals respectively accounted for only 1.5% (13/860), 1.7% (14/846), and 2.7% 

(23/842) of the total student population (see Table 4.5). Also, the number of students having 

more than 5 office discipline referrals decreased by grade level. In 2005-06, the year prior to 

program implementation, 13 students fell into the category of having more than 5 referrals. Of 

this group 78% (n = 9) were first graders, and 22% (n = 4) were second graders. During 2006-07, 

program Year-1, 14 students fell into this category. Of this group 75% (n = 10) were first graders 

and 25% (n = 4) were second graders. In 2007-08, program Year-2, 23 students received more 

than 5 referrals. This figure was comprised of 78% first graders (n = 18) and 22% (n = 5) second 

graders.  
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Table 4.5: Number and percentage of students with more than 5 office discipline referrals by grade level. 
 

 
 2005-06  2006-07  2007-08 

Grade  

No. students 
with > 5  
referrals 
n = 13  

% school 
population 

with > 5  
referrals  

No. students 
with > 5  
referrals 
n = 14  

% school 
population 

with > 5  
referrals  

No. students 
with > 5  
referrals 
n = 23  

% school 
population 

with > 5  
referrals 

Grade 1  9  1%  10  1.2%  18  2.1% 

Grade 2  4  .5%  4  .5%  5  .6% 

 

 

Referral results by teacher. A grouped frequency distribution of office referrals by 

teacher was completed by grouping teachers according to whether they had initiated 0 to 5, 6 to 

10, 11 to 15, 16 to 20, or more than 20 referrals during the school year. The number of teachers 

comprising each group was divided by the total number of teachers to yield the percentage of 

teachers making a referral relative to the range of referral frequency. In examining the number of 

office discipline referrals initiated by each teacher, data analysis was limited to the information 

reported by classroom teachers (n = 34) who were at the school site in regular classroom settings 

(i.e., excluding resource staff and academic settings) for all 3 years for which data was gathered. 

As depicted by Table 4.6 and Figure 4.4, the proportion of teachers who initiated from 0 to 5 

office referrals was reported as 62% (n = 21), 76% (n = 26), and 38% (n = 13) for the 3 years 

respectively. However, the proportion of teachers who generated 16 or more referrals was 

identified as only 6% (n = 2), 9% (n = 3), and 12% (n = 4) for the 3 years respectively. Thus, 

only a limited number of teachers who had been at the school for the 3-year time frame initiated 

more than 16 referrals per year.  
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Table 4.6: Number and percentage of teachers initiating referrals within a specified range. 
 

  2005-06  2006-07  2007-08 

 
 Total referrals = 191  Total referrals = 142  Total referrals =  240 

Number of 
Referrals  

No. 
teachers  

% 
teachers   

No. 
teachers  

% 
teachers   

No. 
teachers  

% 
teachers  

0 – 5  21  62%  26  76%  13  38% 

6 – 10  8  24%  4  12%  11  32% 

11 – 15  3  9%  1  3%  6  18% 

16 – 20  2  6%  1  3%  4  12% 

> 20  0  0%  2  6%  0  0% 

Total   N = 34   100%   N = 34   100%   N = 34   100% 

 

Note. Total percentages may not equal 100% due to rounding. Discipline referral data is included for classroom teachers (N = 34) who were at the 
school in regular classroom settings (i.e., excluding resource staff and academic coaches) for all 3 years.  
 

Figure 4.4: Percentage of teachers initiating office referrals within a specified range for 2005-06, 2006-07, and 2007-08.
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In summary, it is interesting to note that with a few exceptions there does not appear to be 

a consistent pattern of specific teachers who were responsible for making more than 16 office 

discipline referrals each year (see Table 4.7 and Figure 4.5 for discipline referrals by teacher). 

For example, Teacher 1 reported 17 referrals in 2005-06; however, she made 0 referrals in 

program Years 1 and 2. Teacher 28 reported 0 referrals in 2005-06; however, the number 

steadily increased to 5 in program Year-1 and 16 in program Year-2. Based on the referral data 

alone, it was not possible to determine whether this is due to class composition, years and type of 

teaching experience, environmental factors, degree of fidelity to program implementation, or 

other factors. However, the purpose of this analysis was to identify referral patterns and trends, 

not to determine causality. 
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Table 4.7: Discipline referrals by teacher for years 2005-06, 2006-07, and 2007-08. 
 

Referring Teacher  No. Referrals No. Referrals No. Referrals 

  2005-06 2006-07 2007-08 

1 17 0 0 

2 3 1 0 

3 4 5 0 

4 5 11 0 

5 7 0 8 

6 8 0 10 

7 7 1 1 

8 5 2 2 

9 3 5 1 

10 0 1 7 

11 4 0 8 

12 3 1 4 

13 1 4 2 

14 6 6 18 

15 7 9 6 

16 14 0 12 

17 0 1 10 

18 3 2 11 

19 9 3 5 

20 0 5 6 

21 9 2 16 

22 14 2 11 

23 8 3 8 

24 2 5 11 

25 4 21 16 

26 5 0 15 

27 0 0 6 

28 0 5 12 

29 7 9 6 

30 15 21 8 

31 17 16 19 

32 4 1 0 

33 0 0 1 

34 0 0 2 
 

 

Note. Discipline referral data is included for classroom teachers who were at the school in regular classroom settings 
(i.e., excluding resource staff and academic coaches) for all 3 years. The total number of referrals is different than the 
total number of school referrals which includes all referrals from all teachers, regardless of their number of years at the 
site.  
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Figure 4.5: Comparison of discipline referrals by teacher for 2005-06, 2006-07, and 2007-08.
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While office discipline referral data is one tool used to quantitatively examine the 

possible impact of program implementation on student behavior, additional insights may be 

gained through an examination of teachers’ narrative comments which can provide additional 

depth and meaning to the description of the program’s impact.  

In-depth Interviews and Focus Group Discussions 

To find out more about teachers’ perceptions of the program’s impact on student 

behavior, I also conducted 14 in-depth interviews and three focus group discussions with a total 

of 24 teachers. I posed the following question to interviewees. “How do you think implementing 

the Discipline with Unity model has impacted student behavior?” I asked focus group 

participants, “In what ways do you think this program has affected students?”  Probes such as “In 

what ways have you seen students change since being in the program?” and “How would you 

describe student behavior since implementing the program?” were used when needed to clarify 

responses or gather additional information. 

A review of the interviewees’ and focus group participants’ narrative comments using 

qualitative data content analysis to code and examine patterns revealed a number of prevalent 
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themes indicative of the program’s impact on student behavior. The themes identified were 

strongly tied to one another and to the process of implementation. These recurring themes 

included: (a) overall positive impact, (b) increased accountability, (c) decreased number of 

referrals, (d) improved learning atmosphere for students, (e) increased awareness of behavioral 

expectations and consequences, (f) consistency for students in a large school (g) smoother 

transitions, and (h) inability to meet the needs of some students.  

Overall positive impact. Teachers’ comments in both individual interviews and focus 

group discussions appeared to indicate that their overall impressions of the comprehensive 

behavior management program’s impact on student behavior had generally been positive. As the 

guidance counselor noted, “It is a very positive plan. I think it is very easy for students to 

follow.” A focus group member summarized their group’s discussion by simply stating, “Overall 

it is a very positive program for students.” Nearly all of those interviewed described positive 

impacts such as establishing rules that are simple, practical, and easy for students to follow; 

increased time on task; and a heightened understanding of students’ needs. An overview of the 

program’s positive impact was apparent in an interviewee’s description of how the students in 

her class had benefited from the program. Her comments were reflective of similar comments 

provided by nearly all of the teachers in individual interviews. 

In my class, students know how to work together. They hold each other accountable for 

their actions in a nice way. We have learned to be kind. They know that students are not 

going to come into our classroom and talk down to each other. I demand that they show 

each other respect, and with the High Five Rules [school-wide rules for positive 

behavior], saying nice things, and working together … that has helped…. The reward 

system of “caught doing something good” also helps students keep on task…. The 

children know what the expectations are so we have more time to focus on the [Georgia 

Performance] Standards.  

Increased accountability. Both interviewees and focus group participants appeared to 

believe that the behavior management program helped to ensure increased awareness of 

appropriate behavior and student accountability for such behavior. This was evidenced in 

comments such as, “Students are held accountable for their actions and hold each other 

accountable.” Teachers interviewed also reported that, in fact, faculty members sometimes had to 

go "outside the extreme to find what works (i.e., resort to management strategies that were not 
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specifically stated in the written discipline plan)” to “make sure that the few extremely 

aggressive students are also held responsible” for making appropriate behavior decisions. 

Interviewees maintained, “When everyone takes the time to teach the procedures, then the 

students can be held more accountable…. It makes a difference in the overall atmosphere—the 

climate of the school.” As a focus group member summarized when describing increased student 

responsibility, "It [the discipline plan] helps everyone to be on the same page."  

Moreover, teachers reported that after beginning program implementation, “they felt 

more positive and empowered to handle discipline problems when everyone shared in the 

responsibility for putting the program into practice to meet students’ needs.” They appeared to 

believe that feelings of shared accountability and empowerment helped to limit office referrals. 

One of the key points discussed by participants in all three focus groups was the school-wide 

awareness that “Everyone has the same rules … so everyone knows what to expect.” “Everyone 

is responsible for everyone.”  

Decreased number of referrals. One of the major program impacts frequently identified 

by the interviewees was the apparent belief that student behavior had generally improved and 

that the number of discipline referrals had decreased. As an interviewee simply stated, “I do 

think behavior has improved. Another explained that teachers felt, “Behaviors are better and 

referrals to the office have been cut because people use the steps in their classroom before 

coming to the office.” Teachers’ comments also appeared to indicate that faculty members felt 

more empowered to deal with their own discipline problems instead of sending students directly 

to the office; therefore, their office referrals decreased. Their responses may be summarized in 

this observation: 

This plan empowers teachers. I think we have seen fewer discipline referrals to the office. 

We have seen more teachers who instead of looking for someone else such as an 

administrator or a counselor to deal with their children are being able to handle 

misbehaviors within the classroom.  

A focus group member summarized her group’s discussion that “students experiencing 

behavior difficulties didn’t have to be referred to the office for every minor infraction as they 

frequently were before program implementation.” Instead, they needed to be “in an environment 

where their educational needs could be met instead of being suspended from the classroom 

setting.” This feeling that teachers should be responsible for handling discipline issues whenever 
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possible appeared to be shared by members of all three focus groups. One participant 

acknowledged: 

I try to handle it [discipline issues] in the classroom. I send notes home to parents, but the 

ones I want to take up to the office are the ones with the major conflicts. Those are the 

children that if they were suspended they might be out on the streets…. That is a really 

hard thing because those children need to be in the room learning all they can.  

While reflecting on the perception that the number of referrals had decreased, focus 

group participants’ comments attributed this reduction, in part, to parent support of the program. 

One participant shared her impression that increased parental contact, a key component of the 

program, helped to contribute to the decreased number of referrals.  

I haven’t had to go to the office like a lot of teachers have. I will be the first one to pick 

up the phone and call the parents. If a student is interfering with the education of the 

other students in the classroom, I will even go to their house. Until you inconvenience 

Mama, you will not have a change. 

Improved learning atmosphere for students. An analysis of interview comments 

revealed that teachers appeared to believe the positive impact on students had also been reflected 

in the overall improved learning atmosphere where consistent expectations for student behavior 

were generally apparent throughout the school. Teachers offered numerous insights regarding the 

impact of implementing a common program on student behavior throughout all areas of the 

school. As one interviewee stated: 

I think it [the school-wide program] has had a positive impact [on the students]. One 

thing that I think has really helped is that most of the teachers are using the same 

strategies so that when students go to music, P.E. art, or science that they get a lot of the 

same things that are in their regular classrooms. So I think that has been good because 

kids are more focused and know what’s expected wherever they go. 

Another teacher described the impact of school-wide consistency on increasing students’ 

awareness in making appropriate choices. 

I do think students are more aware of making the right choices and that their classroom 

teacher is not the only one who can catch them doing something good or redirect them 

when they are not doing the right thing… That makes things more pleasant for everyone. 
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The apparent impact of the teachers’ implementation of newly acquired behavior 

management strategies on promoting student engagement was also illustrated in this teacher’s 

statement.  

I see a lot of kids that know how to walk in the hallway and follow procedures in other 

places too. Having all these procedures in place helps students know what to do. I think 

that it is important that everyone teaches the procedures. I think if the teacher is doing 

that it really makes a difference in the overall atmosphere—the climate of the school…. 

If you can go in a classroom and see students engaged in learning and they are able to use 

some of these tools or strategies that we were given, it makes for a great learning 

atmosphere.  

In contrast, during focus group discussions conflict seemed to emerge when discussing 

the program’s impact on student behavior, as reflected in the learning environment. In addition to 

describing improvements in student behavior, one group’s conversation appeared to focus on the 

perception that, “It has pulled us down in a way. We have the consistency, but in the last few 

months we have not followed through.”  Another teacher stated:  

There are a lot of good ideas with the plan. The students and teachers have worked 

hard…. I believe that we have to be consistent in following through to help our students. 

If every teacher on this campus is not doing the same thing it [the plan] is not going to 

work for the children, and we are the ones falling down.  

In response, a participant added, “Or if we are not using some of our outside resources 

like the teacher next door…. Everyone still needs to come together as a team to implement the 

plan. We need to focus on the children and the impact on them.” 

Increased awareness of behavioral expectations and consequences. An analysis of 

teachers’ narrative comments indicated that providing students with a clear understanding of the 

school-wide behavior expectations and consequences was the most frequently identified program 

impact on student behavior. At least half of the interviewees referred to the benefits that were 

derived when students were presented with clearly defined goals and expectations. Teachers 

affirmed, “Commonality of rules and procedures is important.” One interviewee explained, “I 

think it has helped the children be more aware of their surroundings and what is expected of 

them and the consequences that they will have if they do not follow the proper procedures for 

behavior.” Another commented, “Instead of it [the defined list of discipline expectations] always 
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being different, the kids know what we are going to do and what to expect so we are able to get 

our work done.” Another interviewee shared the following insight. 

It helps everyone to be on the same page so that children know what’s expected—just 

like us having the Wee Bee School Rules – the High Five. They know that wherever they 

are they have the same rules and that they must be in place. They are expected to follow 

them regardless of where they are and whoever they are with. They know that there is a 

system that if they continue to misbehave there will be consequences…. That will be the 

same wherever they go.  

Focus group comments also appeared to imply that they believed students and teachers 

were on the whole more aware of and consistent in following the school-wide expectations. 

“Everyone has the same set of rules and consequences.” However, they “would like to see more 

options [negative consequences] available in a timely manner.” “Some of these [positive 

program] strategies work quickly with a lot of classes. For some of them, you could stand there 

till your arm falls off and they still would not listen.” 

Consistency for students in large school. Both interviewees and focus group 

participants acknowledged that they perceived implementing the program had been more 

difficult when working with students in such a large school. However, across the interviews, 

teachers reflected that in spite of the fact that students were part of a relatively large school 

population (i.e., nearly 900 first and second graders) the program had a positive impact on 

students by providing “some kind of consistency that is important to have in a big school.” 

Interviewees seemed to believe that because of this consistency in implementation throughout 

the school, very few students were not adhering to the program’s expectations. As one teacher 

summed it up:  

I think it [the behavior program] has helped a lot. We have just a few [students] that are 

not following the guidelines. We have such a big population, and only a very small 

percentage is not following the rules. Almost everyone I see is doing a really good job, 

and it is actually helping to improve behavior. 

Participants in the three focus group discussions also acknowledged that “one of our 

disadvantages is that GP is such a big school.” Because of the sheer size of the school 

population, they seemed to perceive that students and faculty in different communities frequently 

were not as familiar with each other as they had once been. They appeared to believe that this 
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sometimes made program implementation more difficult. One teacher provided an explanation 

that was reflective of other participants’ sentiments. 

One of my pet peeves is that our school is too big. Sometimes that makes things a bit 

difficult when you are trying to implement the program, and you don’t really know what 

works with some children. None of us can know all the students. The students don’t even 

know some of the people that work here. It has gotten to the point that you don’t have a 

neighborhood school any more, and everyone doesn’t know everyone. That has changed 

our society a lot. I know that we can’t do anything to change that, but at least our smaller 

learning communities within the school give us a little advantage. That is a family in 

itself, and I do know a lot of the students in our community, and that makes a difference.  

Ensures smoother transitions. Interviewees acknowledged that the school-wide 

behavior management plan’s emphasis on consistency seemed to help ensure a smoother 

transition for students from one grade to another. Interviewees’ perceptions of the plan’s impact 

on student transition were reflected in comments such as the following: 

Consistency is everything because if you are consistent with the things students do when 

they go from one grade to another they are already familiar with the strategies used 

school-wide. For example, they will know what to do when another teacher uses Code 

Zero [a warning signal for everyone to stop and listen]. There are things we have already 

trained them for, and the transition should flow a lot more smoothly from first into 

second grade.  

However, comments provided by several interviewees reflected a different perspective 

regarding student transition between schools. Teachers noted that the transition between the 

H-in-H kindergarten feeder school had been difficult and that it had taken a great deal of time to 

teach the program’s expectations to the incoming students. When describing transitioning 

students, several interviewees expressed their concerns regarding the misbehavior these students 

frequently exhibited as each school year commenced. As one teacher described: 

Every year we get a different group of students, and the transition from kindergarten to 

first grade has been different for the past two years. I think that is where we see a lot of 

misbehavior—at the beginning of the year [when we are all] just trying to teach them the 

program’s rules. 
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Another teacher described her observation of the upcoming first graders who had visited 

the campus during a kindergarten orientation session. 

When students come to us in first grade, the transition is not always easy. When the 

H-in-H [kindergarten] students visited our campus, the teachers were in front of the line, 

and a lot of the students were doing whatever they wanted. No one was reminding them 

of how to behave quietly in the hallways. 

Several interviewees also acknowledged that the transition of second graders to the 

district’s third and fourth grade school appeared to be easier because both schools used a similar 

behavior management program with comparable strategies.  

I think there needs to be an easier transition from H-in-H [feeder school] to here. I think 

the transition from here to CC [school to which students transition in grades 3 and 4] is a 

little easier because we are using some of the strategies that they are using at CC … for 

example, the clipboard [strategy for tracking behavior as students move throughout the 

school]. 

As illustrated in the following comment, when describing the program’s impact on 

student behavior focus group participants also emphasized the importance of establishing 

consistent discipline plans among the district’s schools.  

They do the same thing at CC [the school serving students in grades 3 and 4] so they 

know what the plan is…. That consistency is really good. It would be nice if they would 

start at H-in-H [feeder school]. 

Inability to meet the needs of some students. Interviewees and focus group participants 

seemed to agree that the school-wide behavior initiative had provided a variety of options for 

dealing with student behavior and that “students are held accountable for their actions.” 

However, interviewees and focus group participants also reported that it was frequently difficult 

to determine the most effective strategy for addressing students with recurring or extremely 

challenging misbehavior. “We have seen a lot of aggressive behaviors, and students come from 

such different backgrounds. Sometimes it’s difficult to find out what makes them tick and what 

we can do to help them overcome that behavior.” Teachers seemed particularly concerned that 

the program did not appear to adequately address the needs of “repeat offenders,” and some even 

thought “a more punitive approach should be taken.” 
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Interviewees maintained, “For the average child, it [the plan] has affected them in a 

positive way. It helps them behave and it works okay.” Teachers agreed that they were provided 

with a variety of strategies and options to deal with different types of students. However, they 

also expressed a concern that “while the program was very successful for most children, it did 

not meet the needs of all students, especially the most challenging behavior cases.” 

 An interviewee offered this observation when describing her experience working with 

challenging students.  

For most children, it [the plan] works; it is very successful. But, for some children, they 

are still struggling with those misbehaviors…. I would say that for 95% of the students I 

work with, it is very effective. Just a documented note home in their student planner 

makes a huge difference in behavior, so I would say it depends on the student as far as 

how effective it is working [italics added].  

At times, teachers selected behavioral management techniques that might have been 

considered to be “outside the plan” to address these problems. From time to time they resorted to 

using “tried and true strategies” that had worked for them before the school-wide plan was put 

into place. 

There are no textbook children…. Sometimes I have had to go outside our own discipline 

plan to find out what strategy works for them…. Sometimes you have to go back to 

something that has worked for you before. You have to learn to pick your battles … it all 

depends on the child. 

Several interviewees maintained that when children were actively involved in the 

learning process, misbehavior was kept to a minimum; however, even active engagement did not 

continually work for every child. 

I think that teachers effectively using the plan should be handling most of the discipline 

in the classroom except for the extreme, severe cases. I think there are several of those 

here, but I just think that if you are using your time wisely in the classroom and if the 

kids are kept really busy, that cuts misbehaviors to a minimum. But still, for some of 

these children that are really aggressive, the EBD [Emotional Behavioral Disorders] 

children, it doesn’t really work for them all the time. You have to go outside the extreme 

to find out what works for them. 
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Focus group participants provided similar comments when describing the program’s 

impact on chronic offenders. As one group member acknowledged, “I don’t know that I have 

necessarily seen the discipline system get better for the same students that are going to get in 

trouble anyway.”  

Participants in one focus group discussion suggested that the lack of an effective support 

plan for students with challenging misbehaviors could possibly have a negative impact on all 

children. 

If we don’t have more options for those children with severe or repeated behavior 

problems, we are sending the message to all our children that we can’t do anything. Then 

we are going to change the good children. They might say, “Johnny did that and not 

much happened to him so I might try it too.” 

The issue of the program’s inability to provide adequate strategies for chronic offenders 

arose again during discussions of challenges to program implementation. When discussing their 

perceptions of program challenges, interviewees again stressed their skepticism as to whether the 

program provided strategies and consequences that adequately addressed the needs of disruptive 

students. They indicated, “The kids that are coming through now are more of a challenge than 

implementing the plan has been.” 

Throughout their discussions regarding severely disruptive students, interviewees and 

focus group participants described what they thought was one of the main reasons additional 

assistance was needed. As the school entered its second year of implementing the behavior 

program, the program for students with Emotional Behavioral Disorders (EBD) was temporarily 

placed on-hold. This was an administrative decision that had been made based on teachers’ and 

the Child Study Team’s recommendations. After reviewing EBD students’ records, it was the 

decision of the school’s Child Study Team consisting of school and district administrators, the 

school psychologist, licensed school counselor, Lead Special Education Teacher, and district 

Special Education Director that the students who were currently receiving EBD services could 

have their needs addressed in the regular classroom setting, provided the students had adequate 

assistance from instructional support staff. Therefore, the EBD students were placed in inclusion 

classrooms where they and their classmates were served by a teacher, a special education 

teacher, and/or frequently an instructional support staff member.  
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However, as the year progressed, some teachers felt that they could not adequately meet 

these students’ behavioral needs and argued that students with chronic discipline problems were 

interfering with other students’ learning. They seemed to feel that there were not any 

consequences that would prevent severely disruptive students from repeating the misbehavior. 

One focus group participant echoed these sentiments when suggesting what should be done with 

disruptive students.  

We definitely need a place for students with extreme behaviors who are such disruptions 

to the classroom … a place where they can go away from the academics of the other 

students and get some training, some counseling, or some type of behavior intervention 

or program where they can sit and talk and say, “This is what you need to do.” 

One teacher appropriately summed up the comments provided by her colleagues when 

describing their perceptions of extremely challenging students. 

I think working with the EBD students … is the most challenging part of program 

implementation…. It is hard to find what works for them. It works for the average child 

because they want to please the teacher; they want to please their parents. But, these 

children that have special needs. They struggle, and I do too because you are trying to 

teach them to make the right choices. You still have to stick to your guns because they 

have to follow rules, but their situations are different. Sometimes rules don’t apply to 

some situations.  

Summary 

In summary, an analysis of office discipline referral data indicated that the total number 

of office referrals decreased in program Year-1 but rose again in program Year-2, surpassing the 

number of students referred during the year prior to program implementation. While the number 

of second grade referrals showed a decrease when comparing the year prior to implementation to 

program Year-2, the number of first grade referrals increased across the same period. The 

frequency of referrals across the three years was lower in the fall with numbers peaking in 

November and February. At that point, the frequency of referrals began to fluctuate; however, 

during May of program Year-2 the number peaked again. The overall patterns in referral data 

could possibly be attributed to several factors, but the purpose of this analysis was to identify 

patterns, not to determine causality.  
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Incidents related to aggressive behavior, rudeness/disrespect, class misconduct, and 

fighting remained areas of concern across all three years for which data was reported. While one 

of the behavior management programs’ goals was to reduce the number of student referrals, this 

decrease remained constant in only one primary infraction area—class misconduct. A notable 

pattern was the number of individuals who accounted for the majority of discipline referrals each 

year. The majority of the teachers who had been at the school for the 3-year time frame initiated 

fewer than 10 referrals per year. With a few exceptions there did not appear to be a consistent 

pattern of specific teachers who were responsible for initiating more than 16 office referrals per 

year. 

An analysis of teachers’ narrative comments seemed to indicate that instructional staff 

believed the program’s impact on student behavior had generally been positive. Interviewees and 

focus group participants’ remarks appeared to imply that faculty members perceived that 

implementing the school-wide program had resulted in increased accountability, decreased 

referrals, an improved learning atmosphere, an increased awareness of behavioral expectations 

and consequences, consistency in a large school setting, and smoother transitions between grade 

levels and schools. However, it also appeared they believed that while the program provided a 

variety of strategies for dealing with student misbehavior they felt the plan did not adequately 

address the needs of severely disruptive students. 

As discussed in this section, the investigation revealed that it appeared, in general, the 

program had an overall positive impact on student behavior. The study continued on to examine 

the impact of implementing the comprehensive behavior management program on teachers’ 

perceptions toward behavior management. The results of this investigation are discussed in the 

following section. 

Research Question 1-b 

Impact on Teachers’ Perceptions toward Behavior Management 

Implementing an effective discipline program requires that the faculty members who are 

responsible for implementing the program accept the plan and work together to be involved in 

making and carrying out the day-to-day decisions that, in the long run, help to determine a 

program’s success. To understand the behavior management program’s overall impact, it is 

important to understand how it affects teachers’ behavior and attitudes toward behavior 

management. 
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The research question that will guide this inquiry is, “What has been the program’s 

impact on teachers’ perceptions toward behavior management?” To help determine the impact of 

implementing the school-wide positive behavior support program on teachers’ perceptions 

toward managing student behavior, I analyzed (a) Discipline Survey responses, (b) narrative 

comments and field notes from in-depth interviews with individual teachers, and 

(c) narrative comments and field notes from teacher focus group discussions regarding the 

behavior management program. I coded and sorted the qualitative information by themes and 

identified recurring themes indicative of teachers’ perceptions regarding the behavior 

management program. 

Discipline Survey Results 

To help determine the impact of implementing the comprehensive school-wide discipline 

program on teachers’ perceptions toward behavior management, I analyzed the content of the 

results of the 60-item Discipline Survey administered to teachers at the end of program Year-1 in 

spring 2007 (n = 70) and again at the end of program Year-2 in spring 2008 (n = 63). The survey 

was not available for administration at the end of 2006, the year prior to program 

implementation; therefore, it was not possible to compare the information across all three years. 

However, using PASW Statistics 17.0 (SPSS) and descriptive statistical analysis, I was able to 

analyze the survey responses for the first two years of program implementation to determine if 

there were significant differences in teachers’ mean rating response scores for each item. An 

independent samples t test (p = .05) was conducted to compare the mean rating scores for each of 

the 60 survey item responses for 2007 and 2008. Homogeneity of variances was evaluated using 

Levene’s test for Equality of Variances (p = .05). Test results indicated that there was a 

statistically significant difference in the mean rating scores for 12 survey item responses. These 

included survey items 4, 9, 10, 14, 21, 29, 31, 32, 44, 46, 48, and 49. (See Table 4.8 for 

independent samples t test results.) The limited variation in mean response ratings may be due, in 

part, to the fact that the survey respondents for both years were basically the same faculty 

members. As noted earlier, the school experienced very little turn-over in instructional staff 

throughout the 3-year period.  
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Survey Items with Significant Differences 

 An examination of the survey data indicated that there was a statistically significant 

difference in the mean rating scores for 12 survey item responses. A discussion of the survey 

items with significant differences follows. 

Discipline in non-classroom areas. Survey item number 4 states, “The school has an 

effective school-wide discipline plan that governs behavior in the hallways, cafeteria, etc.” An 

independent samples t test was performed comparing the mean rating score for 2007 (M = 3.19, 

SD = 1.10) with that for 2008 (M = 3.86, SD = .84). Test results indicated that there was a 

significant difference between mean rating scores, t(131) = 3.94, p < .01. This seems to suggest 

that respondents perceived the school had an effective school-wide discipline plan governing 

behavior in various non-classroom areas that was more fully implemented in program Year-2. 

Responsibilities prior to referral. Survey item 9 states, “The teacher’s responsibilities 

prior to referral are clearly communicated.” The independent samples t test comparing the mean 

rating score for 2007 (M = 3.90, SD = .90) with that for 2008 (M = 4.21, SD = .81) indicated that 

there was a significant difference between mean rating scores, t(131) = 2.05,  p = .042. This 

seems to suggest that respondents perceived the teachers’ responsibilities prior to referral were 

more clearly communicated in program Year-2. 

Timely feedback after referral. Survey item 10 states, “Teachers receive timely 

feedback after a referral is made to an administrator.” The independent samples t test comparing 

the mean rating score for 2007 (M = 3.43, SD = 1.15) with that for 2008 (M = 3.83, SD = .83) 

indicated that there was a significant difference between mean rating scores, t(124) = 2.3,  

 p = .023. This seems to suggest that respondents perceived teachers received more timely 

feedback after a referral was made to an administrator in program Year-2. 

Student tardies. Survey item 14 states, “A system is established for addressing student 

tardies.”  The independent samples t test comparing the mean rating score for 2007 (M = 3.63, 

SD = 1.18) with that for 2008 (M = 4.06, SD = 1.02) indicated that there was a significant 

difference between mean rating scores, t(130) = 2.25,  p = .026. This seems to suggest that 

respondents perceived an established system for addressing tardies was more fully implemented 

in program Year-2. 

Staff commitment. Survey item 21 states, “There is a strong staff commitment to 

following stated procedures; especially with respect to behavior management procedures, referral 
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procedures, and supervision of student behavior. The independent samples t test comparing the 

mean rating score for 2007 (M = 3.87, SD = .80) with that for 2008 (M = 3.40, SD = .87) 

indicated that there was a significant difference between mean rating scores, t(131) = 3.28,  

 p = .001. This seems to suggest that respondents perceived staff commitment to following stated 

procedures was not as strong in program Year-2. 

Administrator visibility. Survey item 29 states, “Administrators are present in the 

hallways and administrator visibility is high, especially during class changes.” The independent 

samples t test comparing the mean rating score for 2007 (M = 3.04, SD = 1.22) with that for 2008 

(M = 3.47, SD = .87) indicated that there was a significant difference between mean rating 

scores, t(127) = 2.24,  p = .027. This seems to suggest that respondents perceived there was 

increased administrator presence and visibility in the hallways and during class changes in 

program Year-2.  

Teacher involvement. Survey item 31 states, “Teachers become involved in extra 

curricular school activities. The climate of the school reflects willing and sufficient 

involvement.” The independent samples t test comparing the mean rating score for 2007 

(M = 3.83, SD = .90) with that for 2008 (M = 3.44, SD = .84) indicated that there was a 

significant difference between mean rating scores, t(130) = 2.58,  p = .011. This seems to suggest 

that respondents perceived the climate of the school reflected a decrease in teacher involvement 

in extra curricular activities in program Year-2. 

Levels of trust. Survey item 32 states, “There is evidence of high levels of trust among 

staff members.” The independent samples t test comparing the mean rating score for 2007 

(M = 3.57, SD = 1.02) with that for 2008 (M = 3.05, SD = .96) indicated that there was a 

significant difference between mean rating scores, t(131) = 3.05, p = .003. This seems to suggest 

that respondents perceived there was less trust among staff members in program Year-2. 

Office referral numbers. Survey item 44 states, “The teachers refer relatively few 

students to the office (i.e., they don’t rely too extensively on the principal’s authority).” The 

independent samples t test comparing the mean rating score for 2007 (M = 4.24, SD = .75) with 

that for 2008 (M = 3.84, SD = .81) indicated that there was a significant difference between mean 

rating scores, t(130) = 2.97, p = .004. This seems to suggest that respondents perceived teachers 

referred more students to the office and relied more extensively on the administrators’ authority 

in program Year-2. 
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Private system for tracking warnings. Survey item 46 states, “The teachers have a 

system for keeping track of their warnings which is relatively private. For example, a behavior 

notebook or chart may be used instead of a chalk board.” The independent samples t test 

performed comparing the mean rating score for 2007 (M = 4.37, SD = .77) with that for 2008 

(M = 4.05, SD = .81) indicated that there was a significant difference between mean rating 

scores, t(131) = 2.37, p = .019. This seems to suggest that respondents perceived teachers were 

keeping track of student warnings with a system that was less private in program Year-2. It 

should be noted that this practice appears to be in direct contradiction to the program’s advocacy 

of “public praise, private consequences.” 

Appropriate consequences. Survey item 48 states, “The teachers’ interventions are 

followed by appropriate consequences when necessary. For example, students are not sent into 

the hallway.” The independent samples t test performed comparing the mean rating score for 

2007 (M = 4.03, SD = .78) with that for 2008 (M = 3.74, SD = .81) indicated that there was a 

significant difference between mean rating scores, t(130) = 2.07, p = .040. This seems to suggest 

that respondents perceived teachers’ interventions were followed by appropriate consequences 

less frequently in program Year-2. 

Responsibility for maintaining behavior. Survey item 49 states, “The teachers accept 

their responsibilities for maintaining appropriate student behavior (i.e., they don’t regard 

disciplining students as someone else’s responsibility).” The independent samples t test 

performed comparing the mean rating score for 2007 (M = 4.27, SD = .85) with that for 2008 

(M = 3.95, SD = .83) indicated that there was a significant difference between mean rating 

scores, t(131) = 2.18, p = .031. This seems to suggest that respondents perceived teachers had not 

accepted their responsibilities for maintaining appropriate student behavior as fully in program 

Year-2. 
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Table 4.8: Independent samples t test results for Discipline Staff Perception Survey items. 
 

Survey Item  Survey Date  N  M  SD  t  df   
Sig. 

 (2-tailed) 

1.  Spring 2007 70 4.06 .95 -.83  131 .407

 

The school has a clearly stated discipline 
philosophy. 

 Spring 2008 63 4.19 .90    

2.  Spring 2007 70 3.77 .95 -.71  131 .482

 

The school’s discipline philosophy is clearly 
communicated to students and parents. 

 Spring 2008 63 3.89 .97    

3.  Spring 2007 70 3.60 1.26 1.10  131 .272

 

A “zero tolerance” policy is in place and adhered 
to with regard to severely disruptive student 
behavior (e.g., fighting, drugs, weapons). 

 Spring 2008 63 3.37 1.20    

4.  Spring 2007 70 3.19 1.10 3.94  131 .000*

 

The school has an effective school-wide 
discipline plan that governs behavior in the 
hallways, cafeteria, etc. 

 Spring 2008 63 3.86 .84    

5.  Spring 2007 70 4.47 .68 .106  129 .916All classrooms have a set of “core rules” 
throughout the school. 

 Spring 2008  63 4.46 .53    

6.  Spring 2007 70 4.06 .80 .67  131 .502

 

Teachers at each grade level have established 
relatively similar rules for students at their grade 
level. 

 Spring 2008 63 3.97 .72    

7.  Spring 2007 70 4.09 1.0 -.86  129 .393

 

Discipline infractions are categorized into at least 
three levels of severity. 

 Spring 2008 61 4.23 .90    

8.  Spring 2007 70 4.74 .44 -.45  131 .654

 

Teachers are expected to manage all minor 
(Level I) infractions. 

 Spring 2008 63 4.78 .46    

9.  Spring 2007 70 3.90 .90 -2.05  131 .042*

 

The teacher’s responsibilities prior to referral are 
clearly communicated. 

 Spring 2008 63 4.21 .81    

10.  Spring 2007 70 3.43 1.15 -2.30  124 .023*

 

Teachers receive timely feedback after a referral 
is made to an administrator. 

 Spring 2008 59 3.83 .83    

11.  Spring 2007 70 3.54 1.06 -1.01  128 .313

 

When a referral is made to an administrator, the 
referral is responded to in a timely manner. 

 Spring 2008 60 3.72 .87    

12.  Spring 2007 70 3.34 1.03 -1.00  129 .319

 

There is a reasonable consistency among 
administrators with regard to the handling of 
student discipline referrals.  

 Spring 2008 61 3.51 .83    

13.  Spring 2007 69 3.54 1.16 -.84  129 .403

 

 Administrators do not question teacher’s 
judgment regarding referrals in the presence of 
students. 

 Spring 2008 62 3.69 .97    

14.  Spring 2007 70 3.63 1.18 -2.25  130 .026*

 

A system is established for addressing student 
tardies. 

 Spring 2008 62 4.06 1.02    

15.  Spring 2007 68 4.21 .87 1.35  128 .180

 

The discipline committee meets at least quarterly 
for the purpose of evaluating and improving 
school-wide discipline. 

 Spring 2008 62 4.02 .71    

16.  Spring 2007 70 3.54 1.00 .36  130 .722

 

Appropriate consequences have been identified 
at the administrative level for serious, severe, 
and chronic student disruptions. 

 Spring 2008 62 3.48 .88    

17.  Spring 2007 70 3.47 1.13 .63  128 .532

 

Students and their parents are aware of the 
consequences for chronic, serious, and severe 
disruptions. 

 Spring 2008 61 3.36 .90    

18.  Spring 2007 70 3.99 1.01 .66  121 .509

 

The teachers are skillful in conducting student 
conferences. 

 Spring 2008 62 3.89 .68    

19.  Spring 2007 70 3.64 1.08 -.96  130 .338

 

Administrators are fair when administering 
negative consequences to students (i.e., all 
students are treated equitably). 

 Spring 2008 62 3.81 .85    

20.  Spring 2007 70 3.61 1.13 .67  131 .507

 

The school has an effective student assistance 
vehicle for helping students who are exhibiting 
chronic problems. Examples include: the Student 
Assistance Program (SAP), the Student Support 
Team (SST), the Student Services Program 
(SSP), etc. 

 Spring 2008 63 3.49 .97    

21.  Spring 2007 70 3.87 .80 3.28  131 .001*

 

There is a strong staff commitment to following 
stated procedures; especially with respect to 
behavior management procedures, referral 
procedures, and supervision of student behavior. 

 Spring 2008 63 3.40 .87    
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Table 4.8—continued: Independent samples t test results for Discipline Staff Perception Survey items. 

 
Survey Item  Survey Date  N  M  SD  t  df   

Sig. 
 (2-tailed) 

22.  Spring 2007 70 4.30 .87 -.84  131 .402

 

The duty schedule provides for adequate 
supervision throughout the year. 

 Spring 2008 63 4.41 .64    

23.  Spring 2007 70 4.31 .75 .22  131 .825

 

The dismissal procedures within classrooms are 
consistent and fully explained. 

 Spring 2008 63 4.29 .73    

24.  Spring 2007 70 4.41 .75 .39  131 .694

 

Hallways are relatively clear prior to the final bell.

 Spring 2008 63 4.37 .68    

25.  Spring 2007 70 3.64 1.18 -1.61  128 .109

 

Provisions are made to “keep numbers small and 
time frames short” during dismissal (e.g., hallway 
A may be dismissed followed by hallway B). 

 Spring 2008 63 3.94 .91    

26.  Spring 2007 70 3.31 1.29 -.84  131 .403

 

Hallway passes are required and utilized by all 
staff members. 

 Spring 2008 63 3.49 1.13    

27.  Spring 2007 70 3.99 .99 -.68  131 .497

 

Traffic patterns in the halls are appropriate and 
well planned. 

 Spring 2008 63 4.10 .86    

28.  Spring 2007 68 4.09 .94 .58  125 .564

 

Teachers assist with supervision in the hallways 
by being present at their doors during class 
changes. 

 Spring 2008 60 4.00 .78    

29.  Spring 2007 69 3.04 1.22 -2.24  127 .027*

 

Administrators are present in the hallways and 
administrator visibility is high, especially during 
class changes. 

 Spring 2008 60 3.47 .87    

30.  Spring 2007 70 3.34 1.10 .24  131 .814

 

There is evidence of shared decision making 
within the school (i.e., teachers and other staff 
members believe that they have a “voice”). 

 Spring 2008 63 3.30 .89    

31.  Spring 2007 70 3.83 .90 2.58  130 .011*

 

Teachers become involved in extra curricular 
school activities. The climate of the school 
reflects willing and sufficient involvement. 

 Spring 2008 62 3.44 .84    

32.  Spring 2007 70 3.57 1.02 3.05  131 .003*

 

There is evidence of high levels of trust among 
staff members. 

 Spring 2008 63 3.05 .96    

33.  Spring 2007 70 3.00 1.20 -.69  127 .491

 

There is evidence of high levels of trust between 
faculty and the administration. 

 Spring 2008 63 3.13 .91    

34.  Spring 2007 70 3.36 1.09 .34  123 .731

 

There is minimal conflict among faculty members 
and between faculty members and the 
administration. 

 Spring 2008 63 3.30 .75    

35.  Spring 2007 70 3.64 1.09 .53  130 .597

 

Administrators conduct walk-through classroom 
observations frequently. 

 Spring 2008 62 3.55 .94    

36.  Spring 2007 70 3.33 1.25 .85  131 .399

 

The school counseling program is adequately 
staffed and provides appropriate and adequate 
student services. 

 Spring 2008 63 3.16 1.07    

37.  Spring 2007 70 4.03 .90 -.02  131 .983

 

The teachers have clearly stated procedures for 
the use of the restroom, water fountains, etc. 

 Spring 2008 63 4.03 .76    

38.  Spring 2007 70 4.20 .81 .33  128 .742

 

Teachers use low-key interventions when 
possible. 

 Spring 2008 63 4.16 .63    

39.  Spring 2007 70 4.04 .81 .08  130 .937

 

The teachers respond assertively; not in a 
passive or hostile fashion. 

 Spring 2008 62 4.03 .72    

40.  Spring 2007 70 3.67 .83 .88  130 .378

 

When students disrupt frequently, the teachers 
avoid talking too much. Verbal directives are kept 
to a minimum. 

 Spring 2008 62 3.55 .76    

41.  Spring 2007 70 3.73 .96 -.08  130 .933

 

The teachers always avoid arguing with students 
about their behavior. 

 Spring 2008 62 3.74 .85    

42.  Spring 2007 70 4.11 .86 .37  128 .711

 

Teachers use appropriate consequences. 

 Spring 2008 62 4.06 .67    
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Table 4.8—continued: Independent samples t test results for Discipline Staff Perception Survey items. 

Survey Item  Survey Date  N  M  SD  t  df   
Sig. 

 (2-tailed) 

43.  Spring 2007 70 4.09 .78 1.15  130 .253

 

The teachers are reasonably consistent with 
discipline and management decisions. 
 

 Spring 2008 62 3.94 .72    

44.  Spring 2007 70 4.24 .75 2.97  130 .004*

 

The teachers refer relatively few students to the 
office (i.e., they don’t rely too extensively on the 
principal’s authority). 

 Spring 2008 62 3.84 .81    

45.  Spring 2007 70 4.21 .78 1.53  130 .128

 

The teachers frequently emphasize and 
recognize positive student behavior; i.e., 
references to negative behaviors are kept to a 
minimum. 

 Spring 2008 62 4.02 .69    

46.  Spring 2007 70 4.37 .77 2.37  131 .019*

 

The teachers have a system for keeping track of 
their warnings which is relatively private. For 
example, a behavior notebook or chart may be 
used instead of a chalk board. 

 Spring 2008 63 4.05 .81    

47.  Spring 2007 70 3.99 .84 1.39  131 .168

 

The teachers adhere to the “public rules, private 
consequences” rule of thumb (i.e., rules are 
publicized; however, consequences are 
administered in a private fashion). 

 Spring 2008 63 3.79 .74    

48.  Spring 2007 70 4.03 .78 2.07  130 .040*

 

The teachers’ interventions are followed by 
appropriate consequences when necessary. For 
example, students are not sent into the hallway. 

 Spring 2008 62 3.74 .81    

49.  Spring 2007 70 4.27 .85 2.18  131 .031*

 

The teachers accept their responsibilities for 
maintaining appropriate student behavior (i.e., 
they don’t regard disciplining students as 
someone else’s responsibility). 

 Spring 2008 63 3.95 .83    

50.  Spring 2007 70 3.94 .93 1.00  121 .320

 

Teachers avoid blaming students; instead, they 
concentrate on the “caught being good” attitude. 

 Spring 2008 62 3.81 .62    

51.  Spring 2007 70 4.26 .72 1.19  131 .237

 

The teachers’ expectations are clear. 

 Spring 2008 63 4.11 .70    

52.  Spring 2007 70 4.37 .75 .54  130 .589

 

The teachers model appropriate behavior (e.g., 
on time to class, materials available). 

 Spring 2008 62 4.31 .62    

53.  Spring 2007 70 4.01 .77 1.87  131 .064

 

The teachers avoid negative emotional 
involvement (e.g., yelling, screaming, sarcasm) 

 Spring 2008 63 3.78 .68    

54.  Spring 2007 70 4.04 .79 ,88  131 .380

 

Teachers do not major in minors. Minor problems 
that can be ignored are appropriately ignored. 

 Spring 2008 63 3.92 .81    

55.  Spring 2007 70 4.14 .89 .76  131 .448

 

The teachers avoid public criticism and sarcasm. 

 Spring 2008 63 4.03 .78    

56.  Spring 2007 70 4.13 .80 1.39  130 .167

 

Teachers’ discipline approaches promote the 
acceptance of responsibility among students. 

 Spring 2008 62 3.95 .66    

57.  Spring 2007 70 3.87 .83 -.36  131 .718

 

Punishing the entire class for the actions of a few 
is always avoided. 

 Spring 2008 63 3.92 .73    

58.  Spring 2007 70 3.93 .89 1.16  131 .249

 

Teachers engage in behavior problem-solving 
strategies that are chronically disruptive (e.g., the 
YES Card, positive contingencies, etc.). 

 Spring 2008 63 3.76 .76    

59.  Spring 2007 69 2.96 1.16 -1.65  129 -.101

 

The cafeteria management plan is efficient and 
effective. 

 Spring 2008 62 3.26 .90    

60.  Spring 2007 70 4.04 .89 -.15  131 .884

 

Teachers try to use strategies that are aligned 
with the following criteria: Safe, sensible, simple, 
structured, and successful. 

 Spring 2008 63 4.06 .72    

Note: The mean score (M) was calculated based on a 5-point scale, with the higher score indicating a higher degree of implementation of the 
discipline program component. Shaded areas indicate survey items with statistically significant differences in the mean rating scores.    

* significant at p < 0.05.  
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Summary. In summary, the significant survey results indicated that in program Year-2 

respondents perceived that the program’s impact appeared to be positive in a number of areas. 

Results indicated that respondents appeared to believe there was an effective discipline plan in 

place for managing behavior in non-classroom areas. Staff survey responses seemed to suggest 

that teachers believed that their responsibilities for dealing with discipline issues prior to referral 

were clearly communicated and that they received more timely feedback from administrators in 

dealing with discipline issues. In addition, they appeared to believe that administrators were 

more visible, especially during class transitions and in non-classroom areas.  

In contrast, survey respondents also appeared to believe that in program Year-2, the 

faculty observed decreased levels of trust among staff members. Teachers’ responses also 

seemed to suggest that they accepted less responsibility for dealing with discipline issues and 

were more reliant on administrative authority. Respondents appeared to believe that, at times, 

teacher interventions were followed by inappropriate consequences and discipline referrals were 

not dealt with in a private manner. In addition, an analysis of teacher responses revealed that in 

the second year of program implementation faculty members seemed to be less involved in 

extracurricular activities and less committed to following behavior management program 

procedures. No difference was noted in the provision of clearly stated procedures for the use of 

restrooms, water fountains, and other similar areas.  

Other Survey Results 

 While only 20% (n = 12) of the 60 Staff Perception Survey item responses yielded 

statistically significant differences, other differences in mean survey response ratings are worth 

noting. Again, when making comparisons it is important to note that the school had a low 

turnover rate and faculty members completing the surveys were basically the same individuals 

responding in 2007 and 2008. This factor could contribute, in part, to the limited variation in 

mean response ratings. Results indicated that, while not significant, mean response ratings 

increased for 62% (n = 37) of the items and decreased for 37% (n = 22) of the items while one 

survey item showed no difference. In program Year-1, on a rating scale of 1 to 5, 53% (n = 32) 

of the mean response ratings ranged from 4 – 5 as opposed to 60% (n = 36) of the items in 

program Year-2; 45% (n = 27) of the mean ratings ranged from 3 – 3.99 as opposed to 40% 

(n = 24) of the items in program Year-2. Only 1 item out of 60 (survey item 59) had a mean 

response rating below 3. Survey item 59 pertained to the implementation of the cafeteria 
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management plan, and the rating seems to suggest that respondents perceived the cafeteria 

management plan to be more efficient and effective in program Year-2 (M = 3.26) than in 

program Year-1 (M = 2.96). However, the relatively low rating appeared to indicate that cafeteria 

behavior remained an area of concern for school staff. 

Positive focus. Seventeen percent (n = 10) of the survey response items (i.e., items 38, 

39, 40, 41, 45, 46, 50, 53, 55, 57) referred indirectly to the positive impact of the behavior 

management program as related to teachers’ perceptions of behavior management. On a rating 

scale of 1 – 5, the range of the means of these survey item response ratings in 2007 was 

3.67 – 4.21 while the range in 2008 for the same items was 3.55 – 4.16. The analysis suggests 

that while respondent’s perceptions of the program’s positive impact appeared to decrease 

slightly in program Year-2, overall the results indicated that teachers sensed that the behavior 

management program had a positive impact. Items related to the program’s positive focus on 

behavior management receiving a mean rating of 4 – 5 for both years included (a) survey item 38 

(i.e., teachers use low-key interventions when possible), (b) survey item 39 (i.e., teachers 

respond assertively, not in a passive or hostile tone), and (c) survey item 45 (i.e., teachers 

frequently emphasize and recognize positive student behavior). The results seem to suggest that 

teachers strongly believe that they deal with students in a positive manner. 

Administrative support. Fifteen percent (n = 10) of the survey items (i.e., items 10, 11, 

12, 13, 19, 29, 30, 33, 34, 35) referred to teachers’ perceptions of school administration’s role in 

the behavior management program, particularly as it related to supporting teachers in their 

implementation of the program and managing student behavior. A review of the responses for 

the 10 items, 60% (n = 6) seemed to suggest that faculty members’ perceptions of administrative 

support in regards to discipline had increased during program Year-2. Although results were 

significant for only 2 of the 10 survey items (i.e., items 10 and 29), other differences in mean 

rating scores were noted. When comparing means for 2007 and 2008, respectively, results 

indicated slight increases in teachers’ perceptions that (a) there is reasonable consistency among 

administrators in handling discipline referrals (M = 3.34, 3.51), (b) administrators do not 

question a teacher’s judgment regarding referrals in the presence of students (M = 3.54, 3.69), 

(c) administrators treat students equitably when administering negative consequences (M = 3.64, 

3.81),  and (d) there is evidence of high levels of trust between faculty and administration 
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(M = 3.36, 3.3). However, the analysis of mean rating responses appears to indicate that 

respondents’ perceptions of  administrative support had decreased slightly in program Year-2 

when referring to (a) evidence of shared decision making (M = 3.34, 3.30) and (b) frequency of 

administrative walk-through observations (M = 3.64, 3.55).  

Clearly defined and communicated expectations, rules, and procedures. Thirty 

percent (n = 18) of the 60 survey items (i.e., items 1, 2, 3, 4, 5, 7, 14, 16, 17, 22, 23, 24, 25, 26, 

27, 37, 51, 52) related either directly or indirectly to the establishment and implementation of 

clearly defined program expectations, rules, and procedures. Although results were statistically 

significant for only 11% (n = 2) of the survey items (i.e., items 4 and 14), other differences were 

noted. A review of the mean rating scores indicated that on a rating scale of 1 to 5, the means of 

these 18 survey item response ratings in 2007 ranged from 3.19 – 4.48 while in 2008 the means 

ranged from 3.36 – 4.46. Of the 18 items, 50% (n = 9) had mean response ratings greater than 4 

for both program years. The results seem to suggest that there was little significant change in 

teachers’ perceptions across the two years that the behavior management program had rules, 

expectations, and procedures in place that were clear, consistent, and fully explained throughout 

all areas of the school.  

Consistency and unity of implementation. Twelve percent (n = 7) of the 60 survey 

items (i.e., items 3, 6, 21, 23, 26, 28, 43) related to consistency and unity of program 

implementation. Results were significant for survey item 21 only, indicating that respondents’ 

perceptions of teacher commitment to following stated procedures decreased significantly in 

program Year-2. Other results, while not significant, were worth noting. A review of the mean 

rating scores of the 7 survey items indicated that only one of the items (i.e., item 23) had a mean 

response rating greater than 4 on a scale of 1 to 5 for both program years. While there was no 

significant change in the degree of rating for the two years (M = 4.31, 4.29), a review of the 

responses seemed to suggest that teachers believed, in general, the dismissal procedures within 

classrooms were consistent and fully explained. In 2007 the means for the 7 items ranged from 

3.34 – 4.31 while in 2008 the means ranged from 3.4 – 4.29. A review of the mean rating scores 

appears to suggest teachers sensed that, in general, the behavior management program had been 

implemented consistently and with unity and that across the two program years (M = 4.09, 3.94) 

teachers were reasonably consistent with discipline and management decisions.  
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Variety of behavior management strategies. Ten percent (n = 6) of the 60 survey items 

(i.e., items 16, 17, 20, 42, 48, 60) pertained to the implementation of a variety of behavior 

management strategies. Results indicated that when comparing program Years 1 and 2, there was 

no significant difference in teacher perceptions in this area. An examination of survey item 60 

which had a mean rating score greater than 4 for both program years (M = 4.04, 4.06) seemed to 

suggest that, in general, “teachers try to use strategies that are aligned with the program criteria: 

safe, sensible, simple, structured, and successful.” Item 42 which similarly states “teachers use 

appropriate consequences” also received mean rating scores greater than 4 for both years of 

implementation (M = 4.11, 4.06). Means for the 6 items ranged from 3.47 – 4.11 in 2007 while 

in 2008 the means ranged from 3.36 – 4.06 seeming to suggest that there was a slight decrease in 

teachers’ beliefs that a variety of behavior management strategies were available and 

implemented. While the difference was not significant, the mean response rating for survey item 

20 which states that “the school has an effective student assistance vehicle for helping students 

who are exhibiting chronic problems” decreased slightly from 3.61 in 2007 to 3.5 in 2008. 

Results seem to suggest that there was only a slight decrease in teachers’ perceptions that 

provisions for helping students with chronic misbehaviors were in place in program Year-2. 

While not significant, a slight decline in survey response means for survey item 16 (M = 3.54, 

3.48) stating that “appropriate consequences have been identified at the administrative level for 

… chronic student disruptions” could suggest support for this assessment. 

Teacher empowerment. Twelve percent (n = 7) of the 60 survey items (i.e., items 8, 9, 

30, 38, 44, 46, 49) related to teacher empowerment. Statistically significant differences were 

found for items 9, 44, 46, and 49. The relatively high mean rating scores for survey item 8 which 

stated that “teachers are expected to manage all minor infractions” for program Year-1 

(M = 4.74) and program Year-2 (M = 4.78) seemed to suggest that teachers strongly believed 

they were empowered to deal with day-to-day discipline issues without relying extensively on 

administration. The relatively high mean rating scores for survey item 38 which stated that 

“teachers use low-key interventions when possible” for program Year-1 (M = 4.20) and program 

Year-2 (M = 4.16) also appeared to suggest that teachers believe they have the latitude to 

determine the level of interventions that are appropriate in dealing with student discipline issues. 

Survey item 30 stated that “teachers and other staff members believe they have a voice.” While 

there are no significant differences in mean response ratings for program Year-1 (M = 3.34) and 
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Year-2 (M = 3.30), the level of agreement seems to indicate that teachers generally appear to 

believe they are part of the decision-making process as it relates to behavior management at the 

site.  

School climate. At least 12 of the 60 survey response items (i.e., items 31, 32, 33, 34, 39, 

41, 47, 50, 53, 54, 55, 57) pertain to teachers’ perceptions of the overall climate of the school as 

related to behavior management. Statistically significant results were found when comparing the 

2007 and 2008 survey response ratings for items 31 and 32. Mean survey response ratings for the 

12 items ranged from 3.00 – 4.14 in 2007 while the means ranged from 3.05 – 4.03 in 2008. 

While respondents appeared to hold the general perception that the school climate, as it related to 

behavior, remained positive during the first two years of program implementation, the means 

decreased only slightly for 9 of the 12 items and increased slightly for only 3 survey items 

(i.e., items 33, 41, 57). A comparison of Year-1 (M = 3.99) and Year-2 (M = 3.79) mean 

response ratings for item 47 which stated that teachers adhere to the “public rules, private 

consequences” rule of thumb seems to suggest that this procedure could be examined to 

determine what steps could be taken to ensure that consequences were administered privately. 

This suggestion could also be made for survey item 33. Mean response ratings were lowest when 

comparing the 2007 mean response rating (M = 3.00) and the 2008 mean (M = 3.13) for item 33 

which stated, “There is evidence of high levels of trust between faculty and administration.”  A 

review of the mean response ratings for the two years respectively also appears to indicate that 

the faculty generally perceived teachers (a) responded assertively, not in a passive or hostile 

fashion (M = 4.04, 4.03); (b) avoided arguing with students about their behavior (M = 3.73, 

3.74); (c) avoided blaming students and concentrated on the “caught being good” attitude 

(M = 3.94, 3.81); (d) avoided negative emotional involvement (e.g., yelling, screaming, sarcasm) 

(M = 4.01, 3.78); (e) ignored minor problems (M = 4.04, 3.92); (f) avoided public criticism and 

sarcasm (M = 4.14, 4.03), and (g) always avoided punishing the entire class for the actions of a 

few (M = 3.87, 3.92). 

 Additional information regarding the frequency distribution of 2007 and 2008 Discipline 

Survey responses is provided in Appendix M.  

In-depth Interviews and Focus Group Discussions  

While the Staff Perception Survey provided one quantitative source of information for 

determining the program’s impact on teachers’ perceptions of behavior management, I also 
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gathered additional data through narrative comments and field notes from in-depth interviews 

with individual teachers and focus group sessions. Qualitative data content analysis was used to 

examine teachers’ narrative responses provided during interviews and focus group discussions. I 

coded and sorted the qualitative information by themes and identified recurring themes indicative 

of the program’s impact on teachers’ perceptions of behavior management.  

Interviewees were asked two main questions, “How has implementing the Discipline with 

Unity Plan impacted your way of dealing with student behavior?” and “What Discipline with 

Unity strategies do you actually use to help manage student behavior?”  

Focus group participants were asked a similar question, “In what ways do you think this 

program has affected you as a teacher?”  The following probe was provided to focus group 

moderators to use as needed to gather additional information. “How would you describe your 

approach to behavior management since implementing the program?” In response, teachers 

described the program’s impact on their approaches to dealing with student behavior along with 

the related impact on their classroom instruction. They also identified specific behavior 

management program concepts and strategies that they believed had proven to be especially 

useful in dealing with misbehavior. 

Approaches to Dealing with Student Behavior 

Several patterns emerged throughout teachers’ descriptions of how the program affected 

them as teachers. The analysis of interviewees’ and  focus group members’ responses revealed 

that after implementing the school-wide behavior management program teachers generally 

employed (a) a more positive, proactive focus when dealing with misbehavior (b) clearly defined 

and communicated expectations and rules, (c) clearly stated procedures for correcting 

inappropriate behaviors, (d) consistency and unity of implementation, (e) a variety of behavior 

management strategies, and (f) supporting documentation of misbehavior.  

Positive proactive focus. Among the key components of effective behavior management 

programs is the emphasis on reducing and eliminating reactive, punitive, and exclusionary 

strategies in favor of a proactive, preventive, and skill-building approach (Sugai & Horner, 2006; 

Sugai et al., 2000; Walker et al., 1995). A review of interview transcripts revealed that over half 

(n = 8) of the interviewees made comments that indicated they perceived implementing the 

Discipline with Unity program had helped to change their attitudes from a more negative 

response to student misbehavior to a more positive focus.  
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Teachers’ comments appeared to indicate that after beginning program implementation 

they endeavored to be more understanding of their children and their behaviors. Both 

interviewees and focus group members described how their beliefs and attitudes toward the 

necessity of teaching appropriate behavior had changed. As one teacher acknowledged: 

I guess I’ve always assumed that students know how to behave and the teacher shouldn’t 

have to waste any time teaching that…. Lots of kids don’t come to school understanding 

what appropriate behavior is, but [I’ve discovered that] it’s OK to teach that. The 

curriculum will fall into place if the behavior is in place. 

In general, comments appeared to indicate that the teachers’ management strategies 

shifted toward taking more time to talk with their students and listening to find out why they had 

misbehaved. Emphasis appeared to be placed on helping students find other ways to deal with 

their emotions. Teachers’ interview comments seemed to reflect their shift toward a more 

positive approach to dealing with student misbehavior. As one teacher testified: 

I talk with the children and try to understand what happened and why it happened and try 

to make them understand why it shouldn’t happen. We talk it out, and if it continues we 

contact the parents and we talk about strategies we can use.  

Another interviewee explained: 

I think it has caused me to focus more on the positive … on finding what they [students] 

are doing that is good instead of focusing on the negative. I can honestly say that … if I 

say, “I want you to sit down. I want you to be quiet and not talk.” I don’t get much result. 

When I change that up and look around for someone that is doing the right thing or just 

really pointing out, “I like the way that ___ is standing in line,” I get 100% activation out 

of the student … I think I am a little bit more pleasant. I think I talk to my kids more 

instead of raising my voice a lot. 

Another interviewee explained that after implementing the program began she had begun 

to comprehend the importance of giving students a second chance. 

I like the way that it [the plan] is not always negative and that it is positive, as well. If 

you get a bee turned [visual cue for misbehavior], you can earn it back. It is not gone all 

together. In the past, I would turn the bee, and that was it. You could not get it back. It 

has made me realize that the kids need a second chance. The kids need something to 

work towards in a positive way.  
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Interviewees appeared to believe that positive incentives and a positive approach were 

particularly useful in encouraging and reinforcing appropriate behavior. One teacher aptly 

described how using other students as positive role models had worked in her classroom. 

The positive motivators work really well … the success chains and the school-wide 

success chains…. The kids love to have big deals made over them when they do the right 

thing. Trying to point out positives and finding children who are doing those positives so 

that you can point it out to the other children works. As a teacher, you may not always be 

able to explain, but if you can use another child as an example, sometimes kids are more 

apt to watch that child and see what he is doing instead of listening to what the teacher is 

telling them as an authority person.  

As illustrated in the following statement, other interviewees appeared to agree. 

It [the behavior management program] has changed my whole classroom … the success 

chain where they earn links for positive behavior. The kids love working for that goal that 

they can see—that they can visualize. There are other things they can do and all of those 

things have made a positive change in my classroom. 

A similar theme emerged from an examination of focus group transcripts. Focus group 

participants seemed to agree that “overall, it [the program] is very positive.” When describing the 

school-wide success chain that was on display in the main office and used to record positive 

actions for individual classes, one teacher stated, “I like the success chain. It is positive how they 

put one in the office. This is a big deal for my class … That really helps my children when we 

are trying to work for a compliment link on our chain.” Another added, “That is not a material 

thing that you are giving them. It is just a pat on the back. It gives them a goal to work for. If no 

one gets in trouble, that is our goal.”  When a class reported their positive successes to the school 

administration, a link was added to the school success chain, and the students participated in a 

school-wide celebration. “The kids look forward to the link … they get in the office. They love 

that—the school celebrations.” 

One participant offered an example of using incentives when focusing on positive 

strategies. She used positive reinforcement in the form of tickets which “students received for 

doing something right.” The students were provided opportunities to exchange the tickets for 

specific rewards they wanted to earn. A fellow teacher decided to apply the positive 
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reinforcement tactic to her class and described how it helped her succeed in keeping her students 

focused. 

I am not a big one to give students stickers, candy, or rewards every time they do 

something because they need to do it from within. They need to do it because it is the 

right thing to do. I do agree that sometimes you have to give them a little extra nudge to 

get them there. Another teacher said that she has these little tickets, and if she sees 

students doing something right she gives them a ticket. The student writes his name on a 

ticket, puts it in a bucket, and she will draw out several tickets and give some little 

reward to the students who get their names drawn. So I thought that it was worth a try. I 

really want them to listen when we are reviewing. I have had to struggle to get them to be 

attentive. Today I didn’t have to do that…. It is just like you keep on talking, you give 

them a ticket, and you don’t have to break stride…. That little something extra really 

helped.  

Clearly defined and communicated expectations, rules, and procedures. Research 

emphasizes the importance of involving all school members in developing rules and 

consequences consistent with a school’s philosophy of education and learning goals when 

developing a plan to meet a school’s needs (Gaustad, 1992; Schimmel, 1997). A frequently 

occurring theme described the important impact that the program had in helping to establish 

clearly defined behavior expectations for faculty members to follow when implementing the 

behavior management plan and communicating those expectations in all areas of the school. 

Interviewees commented that everyone throughout the school had “commonality and the same 

expectations, even if we do it in slightly different ways.” “Overall, having a common plan for 

everyone to use” led toward establishing increased teacher and student responsibility and 

ensuring less friction between teachers and misbehaving students. As one interviewee explained: 

What I like most is that the kids and teachers from one classroom to another have the 

same expectations and rules. Before we had this, each teacher had different expectations 

of the child. It wasn’t that we were all on the same page…. I think it has made students 

and teachers more responsible so we have less conflict, less resistance to following the 

rules.  

  Other interviewees’ comments described the importance of providing consistency and 

clarity, especially for new faculty members and young children. They explained: 
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With everyone having the same rules, it helps everyone to be on the same page … 

especially for new teachers coming in to help them start off their classroom…. It is like a 

Bible for them to go to when everything else is overwhelming to guide their way until 

they get a little more comfortable … until they find out what works for them in their 

classroom.  

I think that it’s good that we explain all that [expectations] in the plan. For someone 

totally new to our school that is oblivious to it and does not know the plan or their way 

around, it keeps them from having to ask someone else all the time or just figure it out on 

their own.  

Having the same rules for everybody has helped the children because with children this 

young, it is very difficult to have different rules for different settings. 

An analysis of focus group members’ comments seemed to reinforce the importance of 

establishing clearly defined expectations. As participants explained, “There is unity in that 

everyone has the same basic rules and procedures.” “Because we all understand that we all fall 

under the same rules … it gives us the opportunity to compliment and correct each other.”  

While faculty members reported that the plan clearly defined expectations for teachers 

and students, interviewees maintained that it was essential to periodically review the rules and 

what they meant. Administrators and teachers reviewed the school’s “High Five Rules” each 

morning during announcements. As administrators and students who had been “caught doing 

good” recited the rules during the morning broadcast, the other students and teachers repeated 

the expectations along with them in their classrooms. Expectations were posted in common areas 

of the school and in various formats within each classroom. “We had constant reminders, 

reinforced the rules, had them posted in our rooms, and every now and then had a little pow-wow 

to go back over how things were supposed to be. It was effective.”   

As one teacher summed it up: 

The rules are posted as it says in the plan. They don’t just need to be explained to the 

kids. Students need to be given examples of what good behavior is or what on-task 

behavior is. I make sure they are aware of what the rules are and what they mean. Just 

because the rule says to follow directions, that doesn’t mean the students know what is 

meant by following directions. Before, I would have just listed the rules. Now the 
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students tell me what they mean, and we post the explanations beside the rules in their 

own words. 

Consistency and unity of implementation. The analysis also appeared to indicate that 

after implementing the program, faculty understood the importance of consistency in carrying 

out the behavior plan after establishing clearly defined expectations for appropriate student 

behavior and consequences for misbehavior. Interviewees described their feelings regarding the 

importance of consistency in applying consequences. One teacher offered this insight, “You have 

to be consistent and follow through for it [the behavior management plan] to work, but I would 

say that implementing it is clear and easy as long as you follow through.” One interviewee who 

described herself as “very structured” explained how the emphasis on clear expectations had 

helped her. 

Well, I have always been a rules and consequences teacher so I am very structured in the 

classroom. It has really helped the kids to see what has been expected of them and what 

consequences they will have for that behavior and that it will be the same regardless of 

where things take place … whether they are in my classroom or science or somewhere 

else. 

Another interviewee offered this perspective. 

It has kind of made you check yourself to make sure that you are giving the kids the rules 

to start, to make sure that they know what is expected, and how they are going to be 

disciplined and what the consequences are going to be. That way everyone is on the same 

page throughout the school. 

Focus group participants’ comments seemed to indicate that they shared this emphasis on 

consistency. They explained, “We’re more unified on the rules.” “If there is going to be a rule, in 

order for us to have unity we should all have the same rules with the same consequences.… This 

plan emphasizes that.” “I do feel that the plan is trying to get everyone on the same page.” As 

one teacher pointed out: 

It [the plan] has helped me to be more consistent with behavior management and 

consequences. I use to get so busy teaching, but this has made me more focused…. It has 

made me more aware and consistent with keeping up with their behavior, recording it, 

and letting the parent know what’s going on. I have a daily thing [checklist] that goes 
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home to the parent that they sign…. This helps keep parents on board with what we are 

doing.  

Participants also stressed their heightened realization that it was important to create an 

atmosphere stressing consistency when applying rules not only in the classroom but throughout 

the entire school. “The plan and guidelines help when students have to go to other places in the 

school. The rules are the same everywhere, and if a student breaks a rule, the rule number is 

recorded on the discipline clip board.” Teachers seemed to be relieved to find that they had 

suggestions for additional school-wide strategies to incorporate into their existing plans. “It does 

give me something to go to as a guide if I am at a loss of what to do. I do have some strategies 

that I can go look at and see which ones might help.”  

One of the program’s ultimate goals was to get everyone on the faculty involved and to 

make sure that both teachers and students understood the school-wide expectations. As one 

group member explained: 

If kids are taught the expectations, and they know the expectations, then any staff 

member can tell someone who is misbehaving, “That is not the way to do it; let’s try it 

again.” No matter where you are, the students are going to know what you are talking 

about, and that is what we are working for in a school-wide plan.  

Teachers also appeared to become aware that while they may already have had a number 

of effective discipline strategies in place that worked for them, it was crucial to be part of a 

unified school-wide plan, as well. As one interviewee explained: 

I try to be more consistent with the school-wide plan rather than doing my own thing. I 

still do a lot of things that I did before, but I am more aware of how it fits into the overall 

program. I try to think of making what I do fit into the overall school discipline program 

so that we are all working toward the same goal.  

 When describing unity of implementation across the school, interviewees’ comments 

frequently focused on collaboration, teamwork, and involving everyone in the process. 

Statements such as, “It is … school-wide instead of each of us having our own plan,” “I feel that 

our school is working as a team. We let the children know the rules school-wide so that they can 

apply them wherever they are in the school setting,” “I like when everybody is on the same page 

because wherever you go in the school the rule is the same,” and “There is a set system in place 
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for everyone—an order you go through before students go to the office,” were heard throughout 

the conversations. 

Focus group discussions also appeared to stress the importance of “being consistent 

throughout the building.” “It gives you an opportunity to work with an individual child or work 

as a team.” “What I like most is that there is always a committee that … you can ask for 

feedback or suggestions. Everyone is willing to help you solve your [discipline] problems.”  

Teachers had also become increasingly aware of the importance of unity in sharing ideas 

with other faculty members. “It has made it easier for me to work with my colleagues in the 

community and to share ideas.” However, teachers acknowledged that individuals had their own 

interpretations of how the plan should be implemented, as well, but they shared these ideas with 

their colleagues.  

We all have different ideas of working with this plan and how to deal with certain 

situations. This has brought to light an openness that in my little area I am not always 

right, but we do share ideas and work together. 

Documentation. Interviewees and focus group participants also stressed the importance 

of documentation, one of the key elements in ensuring program success. Focus group members 

seemed to focus on the positive aspects of documentation. As one participant explained:  

It has helped me keep up with specific behaviors every day … If you take note of 

something when it happens it helps you to remember it. It might help you to remember 

what time of the year certain types of things [misbehaviors] were happening. 

Others described the benefit of having documentation when discussing student behavior 

with parents. 

One thing that the program did help me with was the documentation from the special 

classes too. I would know that I was not only seeing the behavior in my classroom but in 

the other situations as well. This also helped me when I talked with parents so that I could 

say, “It is not just me. Other teachers are seeing the same behavior.” 

Participants also described the benefit of documentation in referring students for other 

program services. 

Documentation helps with RtI (Response to Intervention)…. It gives you documentation 

of all you’ve done to provide positive reinforcement. You don’t have to do it all or all at 

one time. You don’t have to do everything for every child. 
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In contrast, interviewees’ comments appeared to focus more on the amount of time 

teachers spent documenting students’ misbehaviors. While teachers seemed to realize the 

importance of accountability, some resented having to fill out the referral forms. One interviewee 

identified some of the difficulty the faculty had with the process. “What I like least is the 

paperwork—filling out the referral forms. That has to be done, but it is still paperwork. There is 

no way to avoid it because you have to document for accountability.”   

Still, other interviewees appeared to believe that if teachers did not persist in referring 

students for minor incidents, paperwork would not be an issue. One teacher shared this insight: 

Yesterday, I was in the hall and I heard a teacher say, “If you do that one more time, I am 

going to take you to the office,” and it was something minor like, “If you hit the wall or 

skip or something …” These things are so minor. The paperwork involved would be 

more aggravating for something so minor or silly. 

Variety of behavior management strategies. There is growing recognition that schools 

should adopt a variety of practices to create and maintain safe, proactive learning environments. 

Effective behavior management programs recognize the need to plan ahead for a variety of 

student behaviors. Successful programs provide a wide assortment of behavior management 

strategies for addressing discipline issues and are developed to meet the needs of the school and 

to promote positive behavior, rather than just to enforce rules.  

Results of the analysis of interview and focus group comments appeared to indicate that 

one of the main program benefits teachers valued was the variety of options and behavior 

management strategies that were available for dealing with different types of children in different 

situations. One interviewee remarked, “It [the plan] gives me more options instead of resorting to 

meanness or anger which sometimes we all do.” Others expressed their belief that “it is good to 

have variety especially when you have teachers and children who need extra guidance.”  

Interviewees explained that when initiating the behavior management plan Discipline 

Committee members made every effort to make sure it provided for clearly defined, consistent 

rules and procedures. They also explained that they had encouraged the development of a 

support plan that ensured a range of strategies and interventions to address students with 

different needs, including those with particularly challenging or chronic misbehaviors.  

Interviewees openly shared their feelings regarding new insights they had gained 

regarding the benefits of having a variety of strategies for dealing with inappropriate behavior. 
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One teacher highlighted the importance of such diversity and described how these tactics had 

helped her in addressing the needs of particularly challenging students. 

I know that last year I had one student in particular.… I thought I was at my wit’s end 

and didn’t know what to do with him. There are so many strategies that we were taught to 

try with that different child. It was helpful knowing more about other strategies that have 

worked for others in similar situations.” 

Teachers also described how the program had provided them with a new perspective in 

addressing specific situations. As one teacher explained: 

I think it has made me reach into my bag of old and new tricks and pull out some more 

ideas on how to handle certain situations. It has given me a new insight into how to deal 

with certain situations I am confronted with.  

Teachers explained that becoming aware of additional strategies had helped provide them 

with alternatives to direct office referrals. As one described: 

It has made me a lot more aware to try to come up with lots of different strategies to use 

instead of warranting a straight trip to the office. You try to come up with different plans 

to fit the needs of that child because each child reacts differently to different aspects of 

the plan. I try to focus in on each individual student and their behaviors. 

Others also maintained that providing a variety of management strategies was a more 

viable alternative than the traditional spanking when working with today’s students. As one 

interviewee explained: 

When you discipline children, you usually discipline them the way you were raised. I was 

raised on getting a paddling—getting a switch and being strict. For these children, this 

day and time, a spanking is not always the answer. So, it is just seeing that many other 

ways are out there to reprimand a child. It gives us different strategies to handle different 

types of children. It is not always thinking about the paddle, and it works. 

Focus group members generally appeared to agree with the interviewees’ perceptions that 

having different options that allow for flexibility in addressing specific situations was an 

important program component that had a positive impact on teachers’ ways of dealing with 

student behavior. As one teacher explained, “I like having more different options to deal with 

behavior. Somebody else … may do it a little differently than me, but the effect is the same. 

Behavior improves…. Flexibility is important.” Another added, “The best thing I like about it 
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[the school-wide program] is being able to have some different choices with ways to handle 

situations that arise.” 

A focus group participant offered this observation reflective of comments provided 

during all three focus group discussions, “There are a lot of strategies and different ideas that you 

can tailor for your individual class. You have a lot of things that you can try, and if one thing 

doesn’t work you do have something else.” 

However, in contrast to interviewees, while focus group participants appeared to 

acknowledge that the plan did provide a wide variety of behavior management strategies, their 

conversations seemed to concentrate more on the ineffectiveness of the consequences for certain 

students. Various members from all three focus groups appeared to agree that the plan “has 

helped us to deal with specific behaviors every day.” However, several participants added, “Our 

consequences are too weak.”  They maintained, “It works well with kids that you can talk to 

normal anyway—understanding kids…. I don’t think there are enough teeth in the plan 

consequence-wise to be effective for the ones we are trying to reach the most.” 

One participant reflected on comments regarding consequences made during the focus 

group session in which she was involved. She aptly summed up the group’s discussion by 

saying, “We have a lot of strategies … but a consequence should be something that when it 

happens to you, you don’t want to do that again. I think our consequences have gotten to the 

point that it is no big deal [for students who frequently misbehave].” 

In addition to describing the program’s impact on teachers’ approaches to behavior 

management, interviewee and focus group members’ comments appeared to indicate that 

implementing the program strategies had a definite impact on their classroom instruction. 

Impact on Teaching 

In describing the impact of the program on teachers’ perceptions of behavior 

management it is also important to examine the relationship between their perceptions toward 

behavior management and the teacher’s primary role—teaching. To learn more about this 

impact, during interviews and focus group discussions, I raised the question, “How has 

implementing the Discipline with Unity behavior management model made an impact on your 

teaching?” An examination of the responses helped contribute to the description of teachers’ 

perceptions of behavior management in relation to its impact on their classroom instruction after 

the discipline program was implemented. 
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A variety of opinions were provided by the teachers regarding the program’s impact on 

their instruction; however, an examination of interview and focus group comments revealed 

several consistent themes that prevailed in teachers’ responses to this question. The themes 

indicative of program impact included: (a) increased teaching time, (b) increased understanding 

of students’ needs, (c) intensified focus on behavioral and academic goals, and (d) increased 

focus on teaching discipline and social skills.  

Increased teaching time. At least half of the interviewees offered comments that 

appeared to indicate the plan allowed them to have more effective teaching time. Teachers 

reported that while it may have taken more time initially to teach the rules and to demonstrate 

consistency, it took less time away from instruction in the long run. They testified that when 

children understood the expectations and consequences they were more attentive, and teachers 

could spend more effective time focusing on instruction and academic performance standards. 

They maintained that the plan had also been more time efficient because it helped students stay 

focused and involved regardless of where they were on the school campus. As one teacher stated, 

“It [implementing the plan] took a lot of time at the beginning of the year, but now it takes less 

work and helps us have more time to teach.” Another explained, “Instead of it [the discipline 

plan] always being different, the kids know what we are going to do and what to expect so we 

are able to get our work done.”  

Interviewees’ comments seemed to reveal that they believed increased instructional time 

was due to several factors including students staying on task for longer periods of time.  

I think it has given me more time to teach because it has helped the kids stay on task a 

bigger percentage of the time because I don’t have to call them down constantly and talk 

to them…. I might have to stop for a second and talk about which rule they broke, 

especially since I am working with Special Education students, to make sure they 

understand what they did wrong. I don’t have to spend as much time on discipline as I did 

in the past.  

Others explained their perception that students were more encouraging of each other; 

therefore, the teacher could spend less time resolving conflicts and more time on instruction. As 

a team leader reported: 

It has helped my kids to work as a team, and they encourage one another instead of only 

looking out for themselves and instigating more problems.… Instead of trying to tear 
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each other down in a negative way they actually act more positive toward each other 

which has allowed me more teaching time. For example, one of my special needs 

students had a situation the other day, and he blurted out in the room. He started 

screaming and immediately my student who is my attention helper stood up, did the Code 

Zero [a warning signal for everyone to stop and listen], the students got quiet, and I was 

able to handle that situation with that child … so the others could keep busy with what 

they were doing. That has definitely helped.  

Another teacher described her similar experience with the program. 

I would say it helps me get the class under control.… It helps them work together better 

so that we can move on without so many interruptions…. You see the students saying we 

need to do this together so we can earn a link in our [success] chain or whatever. Once 

your transition time is moving smoothly, you can move from one activity to the next. 

You get more teaching time.  

Interviewees generally held, “It allows me more time to teach in the long run.” One 

veteran teacher explained, “It has not really affected my teaching style, but how I deal with 

behavior has been more efficient in saving time.”  

In contrast, several teachers speculated about the amount of time that was spent 

reviewing the program rules and talking with students about appropriate behavior. Participants in 

one of the three focus group sessions offered similar comments related to the amount of time that 

was spent contacting parents and implementing program strategies. “There is loss of instructional 

time…. That’s not fair to the teacher either.”  “So much time was spent on doing these things 

that I felt I didn’t have time to teach the kids.” “We don’t have a paraprofessional in the 

classroom to cover for us while we call the parents so we have to do that later and it takes time.”  

However, it should be noted that these comments were limited to a few participants in only one 

focus session. 

Increased understanding of students’ needs. Another common theme that emerged 

during interviews was the program’s impact on helping to increase teacher understanding of 

students’ needs and allowing more time to develop meaningful relationships with students. 

Interviewees also seemed to believe that involvement in the program helped to create more 

resilient teachers. This belief appeared to be reflected in comments such as, “I think it has made 

me a stronger teacher … a more understanding teacher.”  
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Another teacher offered this testimony:  

I think that my focusing on the positive with the students has allowed us to develop more 

of a relationship to where we are more committed to each other and to follow through 

with what I want them to learn as opposed to butting heads with me. 

Several focus group participants voiced similar feelings. “I try to make a big deal about 

following the rules with my students. I want them to know that I really care about them making 

the right choices.” “When they know we care about them, they will care more about what we 

teach.” 

Participants offered examples of how students had also become more sensitive of each 

others’ needs. One participant explained how students took additional steps to support and 

redirect each other when they got off task. 

It gives you a real opportunity to work with an individual child, or your class works as a 

team. The other children can help them learn because they can also redirect them 

[students who are misbehaving] and encourage them to do the right thing.  

Intensified focus on behavioral and academic goals. A number of interviewees’ 

comments described the program’s impact on providing more specific behavioral goals on which 

teachers could focus. With the shift in focus toward the positive and reinforcing students who 

were doing the right thing, students were encouraged to be more attentive to what was being 

taught. An inclusion teacher working with exceptional students explained how implementing the 

program had worked in her classroom to help keep everyone, including the teacher, on task. 

I think that it [implementing program expectations] has kept me sane. I told you that I 

have a lot of children with special needs. At this point, because they [students] are on task 

it helps me to focus on what I am doing, the [academic performance] standards that I am 

working on. If everything was chaotic, I think I would lose my place, and I could not 

focus on why we were there if I were constantly trying to work on one child. If we could 

not come together, I think it would cause a lot of chaos in the classroom.  

General education teachers offered similar comments. As one explained:  

It has helped me to help the kids stay focused and involved in what is going on in their 

classroom and actually in the whole school—not just in here where I’m teaching but with 

their other classmates at lunch, recess, or wherever they are going from place to place.  
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It has been helpful to me. It has given me more specific goals to focus on. It has made me 

focus more on the behavior itself rather than asking questions about why the student is 

behaving in a particular way.  

Focus group participants expressed similar sentiments when discussing the behavior 

management program’s impact on teaching. They noted that teaching appropriate behavior 

helped to provide focus and was thus paramount to teaching academics. “There is more focus 

throughout the building, and when that focus is there you can teach.” “It has helped me be more 

consistent with behavior management and consequences. I use to be so busy teaching, but this 

has helped me be more focused on what students need to learn … behaviorally and 

academically.”  

Increased focus on teaching discipline and social skills. Interviewees and focus group 

participants also described the increased focus on teaching discipline and social skills after 

implementing the behavior management program. An interesting observation made by 

interviewees and focus group members was their assertion that the school’s role today has 

changed in relation to teaching social skills. They contended that teachers have assumed more 

responsibility for teaching children appropriate social behavior. Interviewees maintained that 

teachers can no longer assume children come to school knowing how to behave. Instead, 

increased time has to be spent in discipline training and modeling behavior. As reflected in an 

interviewee’s narrative: 

I think the main way [the program has impacted my teaching] is that we expect children 

to know how to do certain tasks, to do things in a certain way. In this day and time, we 

can’t expect this any more…. We assume they know how to sit at a table and know how 

to behave when they eat lunch. But we have to teach them. We have to teach them how 

we want them to do it because they probably do it differently at home, if they do it at all. 

I think that has changed me because I thought that when I started at GP that everyone 

takes care of their children like we take care of our own … sit at the dinner table and 

things like that.… But parents are not expecting them to do it anymore so it is just adding 

to our lists of tasks that we have to do. It has redirected my teaching to include more 

discipline training. 
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Another interviewee described the role of teachers in finding out which strategies work 

for each child and helping them understand the discipline program expectations. She offered this 

explanation: 

There are no textbook children; therefore, sometimes you have to go outside the box…. 

Sometimes I have had to go outside our own discipline plan to find out what strategy 

works for them … because sometimes it [the plan] does not always work for me. Then I 

find a way to help the children understand what’s expected. 

In contrast, some teachers appeared to be skeptical about the amount of time that was 

spent teaching and reviewing the rules and talking with students about appropriate behavior. As 

one teacher clarified: 

We go over the rules and do reminding, a lot of redirection, try to carry on conversations 

between the student and myself to talk about what is happening at the moment, what 

triggered it, what you could have done differently. That takes a lot of time. 

Focus group members’ comments seemed to indicate that they agreed a great deal of time 

had to be spent teaching and re-teaching expectations, as needed. However, they appeared to 

believe that it was essential for teachers to remember the importance of teaching discipline skills 

and reminding students to follow the established discipline procedures. As one participant 

explained: 

The students need to understand the meaning behind what they are saying. I think that we 

should have assemblies at the beginning of and during the year where the administrators 

talk about what the rules are, what the rules mean, [and provide] examples of what it 

means to be following the rules. That way they know it is not just coming from the 

teachers; this is a school-wide rule that everyone has to know. 

Another explained the importance of reminding students to practice using proper social 

skills. 

My kids love to try to be that person who is doing the right thing, but if I don’t remind 

them to walk they can be out there like the others trying to run in the hall…. We have to 

remember to remind them. 

One teacher expressed her agreement regarding the importance of teaching and 

reteaching appropriate social skills. 

 161



It is okay to reteach the kids because they sometimes forget. You do have to have 

reminders for discipline procedures whether it is in the halls or going to the library. We 

may have a holiday or something, and it is okay to come back and do that—to re-teach 

procedures…. Often we don’t think about that, but we have to do it if we want the 

program to work. 

Behavior Management Program Strategies 

To find out more about specific behavior management strategies that teachers had 

employed to deal with behavior issues, I presented another question. “What Discipline with 

Unity Strategies do you actually use to manage student behavior?” Interviewees and focus group 

participants were also prompted to describe situations where they may have used some of the 

skills they had learned. In response, both interviewees and focus group participants frequently 

described their experiences participating in the behavior management program and implementing 

program strategies as having been rewarding. They acknowledged that many of the program’s 

behavior management concepts and strategies they had put into practice had proven to be 

extremely useful in their approaches to managing student behavior. Examples of themes 

indicative of specific program strategies that emerged from an examination of interviewees’ and 

focus group participants’ narrative comments included: (a) flexibility, (b) visual cues, (c) on-task 

boards, (d) success chains, and (e) tangible rewards. 

Flexibility. An analysis of teachers’ comments appeared to show that the faculty 

perceived while it was essential to focus on the positive and emphasize consistency, as the 

program advocates, it was also important to remain flexible in selecting what strategies might 

work best with different teachers and in dealing with different students in different situations. 

“When children tire of certain strategies and they are no longer effective it is time to change.” 

As one teacher explained: 

I like the success chain [with links added for positive or improved behavior], but you 

can't use it forever. Code Zero [a warning signal for everyone to stop and listen] was 

working well at first but does not work as well now. You have to find other things that 

work. 

Teachers acknowledged that using strategies such as those suggested in the school-wide 

plan appeared to be helpful in building more consistent discipline strategies. However, they also 
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pointed out that regardless which management strategies a teacher selected, it was important to 

try new ones when what was being used was no longer effective. 

We tried the success chain and other positive suggestions from the plan. They worked 

pretty well for a while, but with my children things get old quickly, and we have to come 

up with something different. 

Most teachers reported that they tried to use the positive strategies identified in the plan 

but also remained flexible in incorporating strategies that had worked for them in the past. As 

one teacher said, "I use most of them ... depending on the situation at the time."  Teachers 

appeared to frequently use variations of the same strategy. For example, one teacher may have 

used success chain links to provide reinforcement for students' positive behavior while another 

used individual student success charts. 

Focus group participants also described their experiences in remaining flexible while 

implementing program strategies. While describing the use of time-saving management tools, 

one teacher offered this example of the importance of staying flexible:  

I diligently tried the Yes Card [behavior management strategy providing students an 

opportunity to earn back points toward rewards for appropriate behavior] the first year. It 

just did not work for me. For some teachers, it might have been a wonderful thing. The 

concept was good, and I was excited about it and tried to use it. But it was just not easy 

for me. I need something that I can quickly do, and the clipboard [strategy for ensuring 

consistency in recording misbehavior in various school settings] and student planner [for 

sending home daily behavior reports] work well or me. I have used other things that have 

worked too.  

Another participant offered this thought about being adaptable: 

It [the behavior management plan] has helped me a lot with managing the types of 

behavior I have in the classroom. We may have to change up the plan a little to meet our 

classes’ needs, but at least we have gotten a lot of good ideas to start with. 

Visual cues. Teachers being interviewed and focus group participants explained that 

behavior management cues such as behavior bracelets, Yes Cards, and Code Zero were 

frequently used as visual reminders to redirect off-task behavior. Teachers explained how the 

cues were implemented to manage behavior in their particular classroom situations. For example, 

one interviewee described how the visual signals helped students self-monitor their behavior. 
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They [the students] help monitor one another, and I like the behavior bracelets. You place 

three different color bracelets that the administrators gave the teachers on one arm. When 

students see you switch the band from one arm to another [when someone is off-task or 

has behaved inappropriately], they know the signal and what’s expected without someone 

telling them.  

Another described how she had adapted the Yes Card to meet her students’ needs. 

I use my own variations of the Yes Card…. For example, with one of the children I use a 

sticker chart and he can earn his way to doing different things. We meet and talk about 

the behavior the student needs to work on. We start off with 3 numbers on a chart 

[instead of the letters Y – E – S] on his desk. Each time he chooses the right behavior 

throughout the day, we cover up a number with a sticker. He gets to choose the sticker … 

so it is not a lot of work for me…. When he earns three stickers for that day, I rewrite the 

numbers, and he starts over the next day…. It is a good way for him to have movement. 

He actually gets up when he earns a sticker and goes to the place where I keep the 

stickers to get one. He makes the connection between doing something good and 

rewarding himself.  

Teachers also described the value of using Code Zero throughout the school as a visual 

reminder to quiet down and redirect misbehavior. One interviewee offered this description. 

We have used Code Zero [a warning signal for everyone to stop and listen indicated by 

raising a closed hand], and they all understand it. It has been a universal signal 

throughout the school that means to be quiet, stop misbehaving, and get back on task. 

Using it works well because it could be the coach, the parapro, the art teacher … anyone, 

and if you say “Code Zero” they know that they all have to be quiet and do what they 

have been asked to do. 

Focus group members offered similar examples. As one participant explained: 

I think all the students in the school know the Code Zero sign. That is nice because I do 

have recess duty where I work with three other classes, and it helps to keep them under 

control. They all know that signal and it works.  

Another participant added, “I think that someone mentioned … Code Zero. I take up the 

whole community for parent pick-up, and when I say Code Zero they know what that means. The 

unity [of having universal signals] has helped.” 
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On-task boards. Teachers reported that they also used variations of behavior tracking 

systems such as on-task boards which proved to be quite effective in acknowledging and 

reinforcing positive behavior. As one teacher commented: 

One of the other things I like to do … we have a beehive in my classroom with 

everyone’s name on it, and if students are being good they are on the hive. If they get 

warned too many times or get too many misbehavior marks, they get moved to the yellow 

hive so it gives them a signal to know that they really need to watch their behavior. If 

they move to red, then there is a consequence for going to red. If they stay on green, a 

student gets to select the class reward. The reward doesn’t have to be something you buy. 

It can be as simple as selecting a story for the teacher to read aloud, leading the line, or 

earning extra recess time. 

Another teacher described her use of individual behavior tracking charts. 

I was using the Wee Bee [school mascot] hive where the students go in and out of the 

hive, but I have found this year that it works better to use individual charts that I can put 

stickers on every day. I think that by doing that kind of individual chart coupled with the 

success chain we are coming at it from both angles.  

Success chains. Teachers’ comments in interviews and focus groups appeared to reveal 

that they thought variations of success charts and success chains for both individual classes and 

the entire school had proven to be particularly effective in promoting positive behavior. Students 

worked toward earning links for appropriate behavior, and when the chain reached a designated 

length everyone in the class or school was rewarded.  

The success chain works. When people give us compliments for things like walking in 

the hallway quietly or anything they have done particularly well, we add a link to our 

success chain. If I think they have done a really good job or I can praise them for 

something I will add links to the chain. Once our chain has touched the floor, we have a 

celebration. At that point, we use our math skills such as graphing. We take ideas from 

the class of things they would like to do or rewards they would like to earn. We vote and 

tally. We might make a bar graph [after we make tally charts] so we tie activities in with 

GPS [academic Georgia Performance Standards].  

Tangible rewards. Again, the theme of providing systematic positive reinforcement for 

meeting and exceeding performance criteria, another key element of successful discipline 

 165



programs, emerged during the conversations. Examples ranged from intangible rewards such as 

compliments to tangible rewards such as items selected from the teacher’s treasure chest. 

Interviewees described various types of reinforcement incentives they used in their classrooms 

that they felt had been successful for managing student behavior. For example: 

They [students] really like to get a compliment for everything. They have worked 

towards that. For example, I might say that I am looking for someone who is doing a 

behavior that is desired whether we are looking for good behavior in the lunchroom or 

something else. It is sort of like the mystery person [strategy of informally tracking 

behavior and rewarding student(s) observed consistently demonstrating appropriate 

behavior at the end of the day]; this has really worked well for that. I have something like 

a little pencil sharpener, and I might say that I am going to give this to whoever does 

what I have asked them to do. I don’t necessarily reward for every good behavior, but 

they know that good behavior is expected so every now and then I do give an incentive. 

They look forward to it.  

Another teacher described the value of frequently changing the type of positive incentive 

reward being used. 

We have a physical reward at the end of the week. I have a treasure chest for positive 

behavior. With my children, you are changing it frequently so they have something 

different to look forward to. They need that constant feedback.  

Participants in all three focus group sessions referred to their positive experiences with 

implementing program strategies such as those previously described (e.g., Yes Card, Code Zero, 

on-task boards, success chains, tangible rewards) and added that rewards can also come in the 

form of positive comments to parents. As one teacher noted, “I have a daily behavior contract … 

there is a space for kind words so that we can record when they say something nice to someone 

or helped someone else do something. That goes home to parents to sign.” “It has helped me 

with documentation … the positive notes home to parents. You know which notes you send 

home will work with each child.” 

Summary 

 In summary, an analysis of teachers’ narrative comments provided during interview and 

focus group discussions appeared to indicate that teachers believe that the behavior management 

program has had a definite impact on their perceptions toward behavior management. Faculty 
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members’ comments appeared to suggest that they believed the program had a positive impact 

through providing a positive focus, administrative support, clearly defined expectations, 

consistency and unity of implementation, a variety of behavior management strategies, an 

increased understanding of students’ needs, and increased instructional time. However, teachers’ 

narratives also seemed to indicate that more options are needed for dealing with students who 

frequently misbehave or disrupt class and that instructional time is often lost when reviewing 

guidelines with these students. Also, at the end of program Year-2 teachers’ responses appeared 

to indicate that the faculty seemed less committed to following program guidelines and that 

teachers were less trustful of each other. In addition, they seemed to believe that although they 

felt more empowered in being able to deal with misbehavior in their own classrooms, as time 

passed teachers began relying more on administrative authority to handle discipline issues. 

As discussed in this section, the investigation appeared to reveal that the behavior 

management program had both positive and negative impacts on teachers’ perceptions of 

behavior management. The study continued on to examine the impact of the comprehensive 

behavior management program on school climate. The results of this investigation are discussed 

in the following section.  

Research Question 1-c 

Impact on School Climate 

Like people, schools have their own characteristics or climates. Anderson (1982) 

described organizational climate as the general feel of the school as perceived by those who 

work there or attend class there; it is the common “we feeling” along with the interactive life of 

the school. According to theorists, the collective perception of individuals is something that is 

climate. “Although one may argue that perceptions are not objective reflections of ‘reality’ (but 

may be influenced by subjective factors), the point is that whatever people in the organization 

perceive as their experience is the reality to be described” (Owens, 1987, p. 298).  

In this section, the following question guided the inquiry. “What impact has the 

implementation of a school-wide behavior management plan (i.e., Discipline with Unity) had on 

school climate?” To help determine the impact of implementing the school-wide positive 

behavior support program on school climate, I examined teachers’ responses to selected 

questions regarding safe and orderly school climate, climate of high expectations, and 

opportunity to learn/time on task from the 2006, 2007, and 2008 Correlates of Effective Schools 
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Staff Perception Survey administered annually by the school district to all instructional staff. 

Using qualitative data content analysis, I also examined teachers’ narrative comments regarding 

school climate provided during in-depth interviews and focus groups with teachers at the school 

site. I coded and sorted the qualitative information by themes and identified recurring themes 

indicative of the program’s impact on school climate. 

Correlates of Effective Schools Staff Perception Survey 

Research shows that school climate can affect many areas and people within schools. For 

example, a positive school climate has been associated with fewer behavioral and emotional 

problems for students (Kuperminc, Leadbeater, Emmons & Blatt, 1997). Characteristics of schools, 

such as the number and quality of interactions between students and teachers; students’ and teachers’ 

perceptions of their school environment; environmental factors (e.g., physical structure of a school 

building, state of cleanliness); academic performance; feelings of safeness, respect and trust; and 

order and discipline are among the various factors that both affect and help to define the broad 

concept of school climate (Marshall, 2004). Establishing an effective discipline program can have an 

important impact on ensuring a positive school climate.  

To help determine the impact of implementing the comprehensive school-wide discipline 

program on school climate, using PASW Statistics 17.0 (SPSS) and descriptive statistics, I 

analyzed the content of the results of the 2006, 2007, and 2008 Correlates of Effective Schools 

Staff Perception Survey. I compared the teachers’ responses from selected questions related to 

school climate on the surveys administered in the spring of 2006 (n = 71), 2007 (n = 58), and 

2008 (n = 68). The analysis focused on seven survey items that pertained to several key facets of 

school climate including: (a) safe and orderly environment, (b) climate of high expectations, and 

(c) opportunity to learn and student time on task. References to these features were included in 

survey items 6, 7, 8, 9, 10, 27, and 44 (see Table 4.9 for descriptive statistics).  

A one-way analysis of variance (ANOVA) was conducted to compare the mean rating 

scores for each of seven survey response items for Survey Years 2006, 2007, and 2008 (see 

Table 4.10). To assess pair wise differences among the three levels for the mean response rating 

scores, the Scheffé follow-up procedure (p = .05) was performed. The results of these tests, as 

well as the means and standard deviations for each of the groups, are summarized in Table 4.11. 
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Table 4.9: One-Way Analysis of Variance (ANOVA) descriptives for selected Correlates of Effective School Survey items.    
 

 
 

 
 

 
 

 
 

 
 

 
 

 95% Confidence Interval 
 for Mean 

 
 

 
 

 

Survey Item 

 Survey 
Administration 

Date 

 

N 

 

Mean 

 
Std. 

Deviation 

 
Std. 
Error 

 
Lower 
Bound 

 
Upper 
Bound 

 

Minimum 

 

Maximum 

6. To what extent is your school a safe and secure place to 
work? 

 
Spring 2006 71 3.75 1.143 .136 3.48 4.02 1 5 

 
  

 
Spring 2007 58 3.57 .993 .130 3.31 3.83 1 5 

 
  

 
Spring 2008 68 3.97 .930 .113 3.75 4.20 1 5 

 
  

 
Total 197 3.77 1.037 .074 3.63 3.92 1 5 

7. Describe the general condition of the physical plant of your 
school. 

 
Spring 2006 71 2.90 1.002 .119 2.66 3.14 1 5 

 
  

 
Spring 2007 58 3.17 1.062 .139 2.89 3.45 1 5 

 
  

 
Spring 2008 67 3.19 1.004 .123 2.95 3.44 1 5 

 
  

 
Total 196 3.08 1.025 .073 2.94 3.23 1 5 

8. 
Describe the state of cleanliness of your school. 

 
Spring 2006 71 2.68 .891 .106 2.47 2.89 1 5 

 
  

 
Spring 2007 58 3.03 .898 .118 2.80 3.27 1 5 

 
  

 
Spring 2008 68 3.22 .789 .096 3.03 3.41 2 5 

 
  

 
Total 197 2.97 .886 .063 2.85 3.09 1 5 

9. 
Describe the disciplinary climate in this school. 

 
Spring 2006 70 2.60 .939 .112 2.38 2.82 1 4 

 
  

 
Spring 2007 58 3.09 .923 .121 2.84 3.33 1 5 

 
  

 
Spring 2008 68 2.71 .811 .098 2.51 2.90 1 4 

 
  

 
Total 196 2.78 .910 .065 2.65 2.91 1 5 

10. 
Who assumes responsibility for discipline in your school? 

 
Spring 2006 71 2.42 .951 .113 2.20 2.65 1 5 

 
  

 
Spring 2007 58 3.05 .867 .114 2.82 3.28 2 5 

 
  

 
Spring 2008 67 3.01 .807 .099 2.82 3.21 2 5 

 
  

 
Total 196 2.81 .923 .066 2.68 2.94 1 5 

26. To what extent do low-achieving students present discipline 
problems compared to other students in your school? 

 
Spring 2006 69 2.75 .847 .102 2.55 2.96 1 5 

 
  

 
Spring 2007 58 3.02 .737 .097 2.82 3.21 2 4 

 
  

 
Spring 2008 68 3.03 .810 .098 2.83 3.23 1 4 

 
  

 
Total 195 2.93 .809 .058 2.81 3.04 1 5 

44. On the average, how frequently do students disrupt 
instruction during class in your school? 

 
Spring 2006 68 3.12 .955 .116 2.89 3.35 1 5 

 
  

 
Spring 2007 58 3.24 .979 .129 2.98 3.50 1 5 

 
  

 
Spring 2008 68 2.69 .918 .111 2.47 2.91 1 5 

 
  

 
Total 194 3.01 .974 .070 2.87 3.14 1 5 

          



           Table 4.10: One-Way Analysis of Variance (ANOVA) for selected Correlates of Effective School Survey items.  
    

 

Survey Item 

 

  

 

Sum of Squares 

 

df 

 

Mean Square 

 

F 

 

Sig. 

6. To what extent is your school a safe and secure 
place to work? 

 Between Groups 5.119  2 2.559 2.415 .092

    Within Groups 205.602  194 1.060   

    Total 210.721  196    

7. Describe the general condition of the physical 
plant of your school. 

 Between Groups 3.631  2 1.815 1.742 .178

    Within Groups 201.063  193 1.042   

    Total 204.694  195    

8. Describe the state of cleanliness of your school.  Between Groups 10.646  2 5.323 7.213 .001

    Within Groups 143.172  194 .738   

    Total 153.817  196    

9. Describe the disciplinary climate in this school.  Between Groups 8.080  2 4.040 5.080 .007

    Within Groups 153.487  193 .795   

    Total 161.566  195    

10. Who assumes responsibility for discipline in your 
school? 

 Between Groups 16.861  2 8.431 10.909 .000

    Within Groups 149.154  193 .773   

    Total 166.015  195    

26. To what extent do low-achieving students present 
discipline problems compared to other students in 
your school? 

 Between Groups 3.259  2 1.630 2.529 .082

    Within Groups 123.736  192 .644   

    Total 126.995  194    

44. On the average, how frequently do students 
disrupt instruction during class in your school? 

 Between Groups 10.801  2 5.400 5.990 .003

    Within Groups 172.194  191 .902   

    Total 182.995  193    
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Table 4.11: Scheffé post hoc comparisons for selected Correlates of Effective School Survey items. 
 

       95% Confidence Interval 

 
 Dependent Variable (I) Survey Year (J) Survey Year Mean Difference (I-J) Std. Error Sig. Upper Bound Lower Bound

6. To what extent is your school a safe and secure place to work? Spring 2006 Spring 2006      

     Spring 2007 .178 .182 .623 -.27 .63

     Spring 2008 -.224 .175 .441 -.65 .21

   Spring 2007 Spring 2006 -.178 .182 .623 -.63 .27

     Spring 2007      

     Spring 2008 -.402 .184 .095 -.86 .05

   Spring 2008 Spring 2006 .224 .175 .441 -.21 .65

     Spring 2007 .402 .184 .095 -.05 .86

     Spring 2008      

7. Describe the general condition of the physical plant of your school. Spring 2006 Spring 2006      

     Spring 2007 -.271 .181 .327 -.72 .17

     Spring 2008 -.293 .174 .245 -.72 .14

   Spring 2007 Spring 2006 .271 .181 .327 -.17 .72

     Spring 2007      

     Spring 2008 -.022 .183 .993 -.47 .43

   Spring 2008 Spring 2006 .293 .174 .245 -.14 .72

     Spring 2007 .022 .183 .993 -.43 .47

     Spring 2008      

8. Describe the state of cleanliness of your school. Spring 2006 Spring 2006      

     Spring 2007 -.358 .152 .065 -.73 .02

     Spring 2008 -.545(*) .146 .001 -.90 -.18

   Spring 2007 Spring 2006 .358 .152 .065 -.02 .73

     Spring 2007      

     Spring 2008 -.186 .154 .481 -.56 .19

   Spring 2008 Spring 2006 .545(*) .146 .001 .18 .90

     Spring 2007 .186 .154 .481 -.19 .56

     Spring 2008      

9. Describe the disciplinary climate in this school. Spring 2006 Spring 2006      

     Spring 2007 -.486(*) .158 .010 -.88 -.10

     Spring 2008 -.106 .152 .784 -.48 .27

   Spring 2007 Spring 2006 .486(*) .158 .010 .10 .88

     Spring 2007      

     Spring 2008 .380 .159 .060 -.01 .77

   Spring 2008 Spring 2006 .106 .152 .784 -.27 .48

     Spring 2007 -.380 .159 .060 -.77 .01

      Spring 2008      
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Table 4.11—continued: Scheffé post hoc comparisons for selected Correlates of Effective School Survey items. 
 

    95% Confidence Interval 

 Dependent Variable 
(I) Survey Year (J) Survey Year Mean Difference (I-J) Std. Error Sig. Upper Bound Lower Bound

10. Who assumes responsibility for discipline in your school? Spring 2006 Spring 2006      

     Spring 2007 -.629(*) .156 .000 -1.01 -.25

     Spring 2008 -.592(*) .150 .001 -.96 -.22

   Spring 2007 Spring 2006 .629(*) .156 .000 .25 1.01

     Spring 2007      

     Spring 2008 .037 .158 .973 -.35 .43

   Spring 2008 Spring 2006 .592(*) .150 .001 .22 .96

     Spring 2007 -.037 .158 .973 -.43 .35

     Spring 2008      

26. To what extent do low-achieving students present discipline 
problems compared to other students in your school? 

Spring 2006 Spring 2006 
     

     Spring 2007 -.264 .143 .186 -.62 .09

     Spring 2008 -.276 .137 .135 -.61 .06

   Spring 2007 Spring 2006 .264 .143 .186 -.09 .62

     Spring 2007      

     Spring 2008 -.012 .143 .996 -.37 .34

   Spring 2008 Spring 2006 .276 .137 .135 -.06 .61

     Spring 2007 .012 .143 .996 -.34 .37

     Spring 2008      

44. On the average, how frequently do students disrupt instruction 
during class in your school? 

Spring 2006 Spring 2006 
     

     Spring 2007 -.124 .170 .767 -.54 .29

     Spring 2008 .426(*) .163 .034 .02 .83

   Spring 2007 Spring 2006 .124 .170 .767 -.29 .54

     Spring 2007      

     Spring 2008 .550(*) .170 .006 .13 .97

   Spring 2008 Spring 2006 -.426(*) .163 .034 -.83 -.02

     Spring 2007 -.550(*) .170 .006 -.97 -.13

     Spring 2008      

                      

 Note. * The mean difference is significant at the .05 level. 
 
 
 



The Scheffé test compared the response mean rating scores for the three survey years. 

The analysis indicated that there was a statistically significant difference in the means for survey 

items 8, 9, 10, and 44 but no significant difference in the means for items 6, 7, and 27. Analyses 

of survey items in which significant differences were indicated will be discussed further. 

Analysis of Survey Items with Significant Differences in Means 

State of cleanliness. Survey item 8 stated, “Describe the state of cleanliness of your 

school.” A one-way analysis of variance (ANOVA) was calculated on respondents’ ratings of the 

state of cleanliness of the school among the three survey years. Results of the ANOVA indicated 

that response mean rating scores differed significantly across the three years for ratings of school 

cleanliness, F(2, 194) = 7.21, p = .001. Scheffé post hoc comparisons of the three groups 

indicated that the state of school cleanliness, which may be an indicator of a positive school 

climate and source of school pride, was perceived to be more orderly in 2008 (M = 3.22, 

SD = .79) than in 2006 (M = 2.68, SD = .89). However, Scheffé analyses also indicated that there 

was no significant difference in the state of school cleanliness between 2006 and 2007 (M = 3.03, 

SD = .89). Nor was there a significant difference from 2007 to 2008.  

Disciplinary climate. Survey item 9 stated, “Describe the disciplinary climate in this 

school.” Results of the ANOVA indicated that response mean ratings differed significantly 

across the three years on respondents’ ratings of disciplinary climate, F(2, 193) = 5.08, p = .007. 

Scheffé post hoc comparisons of the three groups indicated that the disciplinary climate of the 

school, as reflected in school and class behavior, was perceived to be more orderly in 2007 

 (M = 3.09, SD = .92) than in 2006 (M = 2.60, SD = .94). However, the disciplinary climate mean 

rating in 2006 was not significantly different from 2008 (M = 2.71, SD = .81) and, in fact, 

declined from 2007 to 2008. 

Responsibility for discipline. Survey item 10 asked, “Who assumes responsibility for 

discipline in your school?” A one-way analysis of variance (ANOVA) was calculated on 

respondents’ ratings of who assumed the responsibility for discipline in the school. Results of the 

ANOVA indicated that ratings differed significantly across the three years on responsibility for 

discipline, F(2, 193) = 8.43, p < .01. Scheffé post hoc comparisons of the three groups indicated 

that the practice of sharing responsibility for school discipline between teachers and 

administrators with teachers handling most discipline problems while receiving administrative 

support was perceived to be more evident in 2007 (M = 3.05, SD = .87) than in 2006 (M = 2.42, 

173 



SD = .95). In addition, the mean responsibility for discipline in 2008 (M = 3.01, SD = .81) was 

significantly different from 2006.  

Responses indicated that in 2008, teachers appeared to perceive that handling discipline 

was a more cooperative relationship in which teachers handled most discipline issues as opposed 

to referring most discipline problems to the office. However, the responsibility for discipline in 

2007 was not found to be significantly different from 2008 (M = 3.01, SD = .81).  

Disruption of instruction. Survey item 44 asked, “On the average, how frequently do 

students disrupt instruction during class in your school?” Results of the ANOVA indicated that 

the means differed significantly across the three years on frequency of instructional disruption by 

students, F(2, 191) = 5.99, p = .003. Although Scheffé post hoc analyses indicated that the mean 

number of disruptions impeding instruction in years 2006(M = 3.12, SD = .96) and 2007 

(M = 3.24, SD = .98) were not significantly different, there was a significant increase in 

classroom disruptions in Year-2008 (M = 2.69, SD = .92), where higher mean scores indicated 

fewer class disruptions.  

Survey Items with Non-significant Differences in Ratings 

Safety and security. Survey item 6 asked teachers, “To what extent is your school a safe 

and secure place to work?”  Results of the ANOVA indicated that response ratings did not differ 

significantly across the three survey years, F(2, 194) = 2.42, p = .092. However, 51% (n = 36), 

50% (n = 29), and 49% (n = 33) of the respondents for each of the three survey years 

respectively indicated that adults and students generally feel secure in the school. While faculty 

members appeared to believe there are some internal student-related problems, they do not tend 

to threaten the general sense of security. In contrast, only 10% (n = 7), 7% (n = 4), and 4% 

(n = 3) of the respondents for each of the three years respectively indicated that they perceived 

the school is not physically secure and that fear and concerns for physical safety are constantly 

present. (See Table 4.12 for Correlates of Effective Schools Staff Perception Survey results.)   

Condition of the physical plant. Survey item 7 stated, “Describe the general condition 

of the physical plant of your school.” Results of the ANOVA indicated that response ratings did 

not differ significantly across the three survey years, F(2, 193) = 1.74, p = .178. However, 51% 

(n = 36), 48% (n = 28), and 38% (n = 26) of the respondents for each of the three survey years 

respectively indicated that the school is clean, orderly, and well taken care of. An additional 19% 

(n = 13), 33% (n = 19), and 43% (n = 29) indicated that the school building is clean, orderly, and 
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well taken care of by staff and students and that the school is a source of school pride. Across the 

three years, there was a decrease in the number of staff who perceived that the condition of the 

school was generally not safe. For the three years respectively, 10% (n = 7), 7% (n = 4), and 4% 

(n = 3) of the respondents expressed this view. 

Low-achieving students and discipline problems. Survey item 26 asked, “To what 

extent do low-achieving students present discipline problems compared to other students in your 

school?” Results of the ANOVA indicated that response ratings did not differ significantly 

across the three survey years, F(2, 192) = 2.53, p = .082. For each of the three survey years 

respectively, an increasing number of staff, that is, 19% (n = 13), 28% (n = 16), and 32%           

(n = 22) indicated that when discipline problems occur, no identifiable group of students 

emerged as a major source of those problems. There was also a decrease in the perception that 

most discipline problems are caused by low-achieving students across the three years 

respectively, that is, 41% (n = 29), 26% (n = 15), and 22% (n = 15).  

Summary. In summary, the Correlates of Effective Schools Staff Perception Survey 

results appeared to indicate that respondents generally perceived that the school climate became 

more orderly during the first year of program implementation; however, their responses appeared 

to indicate that they also believed the climate had generally declined during program Year-2. 

Survey responses seemed to indicate that the faculty believed a more cooperative relationship 

had developed among teachers and administrators with teachers handling most discipline issues. 

This was in contradiction to the school-administered Discipline Survey results which seemed to 

imply that teachers had become more reliant on administration in program Year-2. However, 

respondents also appeared to believe that classroom disruptions had increased significantly 

during the second year of program implementation. At the same time, while respondents 

generally seemed to think that the school was clean and orderly, they did not appear to believe 

that class disruptions had reached a level that would affect their sense of safety and security.   
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Table 4.12: Correlates of Effective Schools Staff Perception Survey results. 
 

Safe and Orderly Environment 

  
Spring 2006 

N = 71 
Spring 2007 

N = 58 
Spring 2008 

N = 68 

 
Question 

 
Response Options 

Percent 
Responses

No. 
Responses

Percent 
Responses

 
No. 

Responses 

 
Percent 

Responses
No. 

Responses

        
This school is not physically secure. Fear 
and concern for physical safety are 
constantly present.

9.7% 7 6.9% 4 4.1% 3 

There is a general feeling of insecurity. It is 
not safe to be alone in the building and 
numerous incidents occur.

2.8% 2 3.5% 2 0% 0 

This school is secure from outside 
interference. There are occasional 
incidents that heighten concern throughout 
the building.

12.5% 9 27.6% 16 16.2% 11 

Adults and students generally feel secure. 
There are some internal student related 
problems, but these do not tend to threaten 
the general sense of security.

51.4% 36 50% 29 48.6% 33 

6. To what 
extent is your 
school a safe 
and secure 
place to work?

This is a secure building. Students and staff 
do not view security as an issue.

23.6% 17 12.1% 7 31.1% 21 

The condition of the physical plant is very 
poor. There is poor lighting, poor heating 
and air conditioning, unsafe class areas, 
unsafe play areas, peeling paint, etc.

8.3% 6 8.6% 5 8.2% 6 

This school is generally not safe. Repairs 
are needed throughout the building.

20.8% 15 10.3% 6 11.0% 7 

This school is generally safe. The physical 
plant does not interfere with the school 
program.

51.4% 36 48.3% 28 38.4% 26 

This school building is clean, orderly, and 
well taken care of by district maintenance 
staff, building staff, and students.

11.1% 8 20.7% 12 38.4% 26 

7. Describe 
the general 
condition of 
the physical 
plant of your 
school.

The school building is neat, bright, and 
comfortable. It is a source of school pride.

8.3% 6 12.1 7 4.1% 3 

The state of cleanliness of the school is 
very poor; floors are dirty, trash cans are 
not emptied, bathrooms are unclean, 
hallways and grounds are littered.

7% 5 3.5% 2 0% 0 

This school is generally not clean. Cleaning 
is needed throughout the building. 

35.2% 25 19% 11 14.9% 10 

This school is generally clean. The state of 
cleanliness does not interfere with the 
school program.

45.1% 32 56.9% 33 50.0% 34 

This school building is clean, orderly, and 
well taken care of by custodians, staff and 
students.

8.5% 6 12.1% 7 29.7% 20 

8. Describe 
the state of 
cleanliness of 
your school.

The school building is neat, clean, and 
comfortable. It is a source of school pride.

4.2% 3 8.6% 5 5.4% 4 
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Table 4.12—continued: Correlates of Effective Schools Staff Perception Survey results. 
 

Safe and Orderly Environment 

  
Spring 2006 

N = 71 
Spring 2007 

N = 58 
Spring 2008 

N = 68 

 
Question 

 
Response Options 

Percent 
Responses

No. 
Responses

Percent 
Responses

 
No. 

Responses 

 
Percent 

Responses
No. 

Responses

9. Describe 
the disciplinary 
climate in this 
school.

The climate is very chaotic. There is a 
sense of disorder and frequent disruption of 
school events and class instruction.

15.7% 11 5.2% 3 8.1% 6 

 There is a degree of controlled order. 
Frequent discipline problems occur and 
classes are often interrupted.

24.3% 17 17.2% 10 25.7% 17 

 There is general order in this school. 
Serious discipline problems are related to a 
small percentage of students.

44.3% 32 46.6% 27 52.7% 36 

 School and class behavior are acceptable. 
Classroom interruptions and school 
discipline problems are infrequent.

15.7% 11 25.9% 15 13.5% 9 

 The discipline management system in this 
school is consistently and effectively 
applied. School behavior is positive and 
students abide by school rules.

0% 0 5.2% 3 0% 0 

It is difficult to tell. No one is really 
responsible.

9.9% 7 0% 0 0% 0 

There is not a coordinated effort. Teachers 
handle discipline without support or 
assistance from the administration, or 
teachers tend to refer most of the problems 
to the office.

54.9% 39 25.9% 15 24.7% 17 

Teachers handle most discipline. The 
administration is generally supportive.

23.9% 17 51.7% 30 50.7% 34 

The teaching staff and administration share 
responsibility. Consistency and cooperation 
are present.

5.6% 4 13.8% 8 16.4% 11 

10. Who 
assumes 
responsibility 
for discipline in 
your school?

Students, staff, administration, and parents 
demonstrate acceptance and share 
responsibility for discipline and school 
behavior. All adults on campus act as 
though they are responsible for all of the 
students all of the time.

5.6% 4 8.6% 5 8.2% 6 
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Table 4.12—continued: Correlates of Effective Schools Staff Perception Survey results. 
 

 

 

Climate of High Expectations 
 
 

  
Spring 2006 

N = 71 
Spring 2007 

N = 58 
Spring 2008 

N = 68 

 
Question 

 
Response Options 

Percent 
Responses

No. 
Responses

Percent 
Responses

 
No. 

Responses 

 
Percent 

Responses
No. 

Responses

        
Almost all discipline problems are caused 
by low-achieving students.

2.9% 2 0% 0 2.7% 2 

Most discipline problems are caused by 
low-achieving students.

40.6% 29 25.9% 15 21.6% 15 

Low-achieving students cause slightly more 
discipline problems than other students.

36.2% 26 46.6% 27 43.2% 29 

When discipline problems occur, no 
identifiable group of students emerges as a 
major source of those problems.

18.8% 13 27.6% 16 32.4% 22 

26. To what 
extent do low-
achieving 
students 
present 
discipline 
problems 
compared to 
other students 
in your 
school?

Student misbehavior is not a problem due 
to a clearly understood discipline 
management system, consistent 
expression of universally high expectations, 
and teacher understanding of the 
multicultural characteristics of the student 
population.

1.4% 1 0% 0 0% 0 

 
Opportunity to Learn and Student Time on Task 

 

  
Spring 2006 

N = 71 
Spring 2007 

N = 58 
Spring 2008 

N = 68 

 
Question 

 
Response Options 

Percent 
Responses

No. 
Responses

Percent 
Responses

 
No. 

Responses 

 
Percent 

Responses
No. 

Responses

    
Classroom discipline is a problem. There 
are constant student interruptions that 
disrupt instruction.

4.4% 3 1.7% 1 8.1% 6 

Class disruptions occur regularly and often 
interrupt class instruction.

19.1% 14 19.0% 11 32.4% 22 

There are class disruptions by students, but 
they are not generally significant in 
disrupting instruction.

44.1% 31 46.6% 27 43.2% 29 

There are few disciplinary disruptions. Most 
behavior is task appropriate.

25% 18 19% 11 13.5% 9 

44. On the 
average, how 
frequently do 
students 
disrupt 
instruction 
during class in 
your school?

There are very few student disruptions. 
Class atmosphere is very conducive to 
learning for all.

7.4% 5 13.8% 8 2.7% 2 

 

Note: Percentages do not total 100% due to omission of non-response percentages. 
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Additional Survey Information Indirectly Related to School Climate 

 Analyses were conducted and results were discussed for the seven selected survey items 

directly related to school climate. However, further examination of the remaining 2008 

Correlations of Effective Schools Survey item responses revealed additional information 

indirectly related to the school climate at the end of program Year-2 that, while results were not 

significant, is worth noting. The 2008 survey was realigned to the Georgia Performance School 

Standards, and several additional questions indirectly related to school climate were added. In 

the survey section related to the Planning and Organization Standard, item 22 asked teachers to 

rate their degree of agreement with the statement that a safe, productive learning environment is 

planned and maintained by school staff and administrators. The analysis showed that 78% of the 

68 (n = 53) responses indicated that a clear, thorough plan for maintaining a safe learning 

environment is evident throughout the school and supports the work of students. This seemed to 

suggest teachers generally perceive that the learning environment is safe and supportive. 

When rating survey item 34 which relates to the Leadership Standard and states that the 

principal and school administrators provide a supportive learning environment for teachers and 

students, 20% of the 68 responses (n = 14) indicated that the discipline plan establishes standard 

operating procedures, is consistent, enables instructional staff and students to excel in their 

performance, and supports learning in the school. However, 65% (n = 44) of the responses 

indicated that while the school administrators provide support for learning and there is evidence 

of standard operating procedures, the discipline plan is not consistently implemented across the 

school. This seemed to suggest that the majority of the respondents perceived that the plan had 

not been consistently implemented in program Year-2. 

When rating survey item 38 which relates to the School Culture Standard and states that 

school rules, practices, and experiences foster a sense of community and belonging to ensure 

opportunity to teach and learn, nearly 40% (n = 27) indicated that the school rules and practices 

allow for a sense of community and facilitate personal growth. However, at the same time, 54% 

(n = 37) of the respondents suggested the school has established rules, practices, and experiences 

that could allow for personal growth and a sense of community among stakeholders; however, 

barriers prevent this from happening. This seemed to suggest that over half of the respondents 

perceived that barriers exist that interfere with stakeholder buy-in. 

In summary, 2008 survey item responses related to school climate seemed to indicate that 
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teachers generally perceived the learning environment was safe and supportive. However, results 

also appeared to suggest that respondents believed the behavior management program had not 

been implemented consistently and that while the school had established rules and procedures, 

barriers exist that interfered with stakeholder buy-in. 

Correlates of Effective Schools Survey Open-ended Responses 

The Correlates of Effective Schools Staff Perception Survey administered in 2006, 2007, 

and 2008 included two optional open-ended response items. Teachers were asked to identify the 

major strengths and most pressing problems at the school. To find out more about the impact of 

the behavior management program on school climate I used qualitative data content analysis to 

examine patterns in teachers’ open-ended item responses and to identify themes indicative of the 

program’s effect on the school climate.  

2006 survey. On the 2006 survey, out of 65 open-ended responses identifying the major 

strengths of the school, it appeared that none of the teachers identified discipline as a major area 

of strength. Only a few comments related indirectly to the discipline plan and its impact on 

school climate. One teacher stated, “In our school, I believe that we do truly care about the 

overall welfare of the child and want to provide an atmosphere that supports that.” Other 

comments described the supportive faculty and positive atmosphere in which teachers exhibit 

“genuine compassion and care.” In contrast, out of 64 open-ended responses identifying the most 

pressing problem or issue in need of improvement at the school, 34% (n = 22) of the responses 

identified discipline as the major concern. Teachers’ narrative comments appeared to indicate 

that one of their concerns was that the learning climate could be negatively affected “when you 

have to handle discipline problems all day.”  These respondents maintained that “there needs to 

be a better-defined school-wide discipline program” that will help to dispel the “negative tone” 

and “low morale” that arises when “teachers can’t handle or don’t know how to handle every 

discipline problem” and “there is not enough support from administration.”  

2007 survey. On the 2007 survey, out of 48 open-ended responses identifying the major 

strengths and greatest assets of the school, several general themes emerged that appeared to be 

indicative of the characteristics of a positive school climate. Strengths identified by teachers that 

met these criteria included: (a) parental support for the behavior plan, (b) support from 

administration, (c) supportive teachers who show flexibility, and (d) staff working together to 

develop a school-wide discipline plan. Comments seemed to indicate that teachers perceived a 
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supportive school climate was provided in which “staff worked together to develop a school-

wide discipline plan.” Teachers’ narratives also described the school’s atmosphere at the end of 

program Year-1 as “pleasant and welcoming – a place where teachers work hard to help students 

learn.” 

 In contrast, when identifying the most pressing problems facing the school, 23% (n = 11) 

of the 48 teachers’ remarks related to discipline. Comments associated with school climate 

appeared to reveal that teachers perceived several discipline program issues effecting school 

climate were still in need of improvement. Issues named by respondents that they felt needed to 

be addressed included: (a) getting teachers to be more positive in accepting changes to the 

discipline program, (b) identifying more consequences for inappropriate behavior, (c) providing 

more support from the administrative staff, and (d) establishing alternatives for students with 

more serious or recurring discipline problems. Teachers also indicated that although “discipline 

remains an issue that affects our school climate … we’re getting better at that.” 

2008 survey. On the 2008 Staff Perception Survey, the survey items were modified by 

the district to correlate to the Georgia School Performance Standards. Respondents were given 

the option to provide narrative comments in addition to marking their response rating for each 

survey item. At the end of program Year-2, out of 43 narrative comments describing the most 

pressing problem or issue in need of improvement at the school, 44% (n = 19) of the open-ended 

responses related directly to school discipline. In contrast, only 8% (n = 3) of the 40 narrative 

comments describing the school’s major strengths identified the discipline program as an asset. 

In describing the program’s positive impact on climate teachers provided comments that 

appeared to indicate that “the school has a nice environment. It is child friendly.” Others 

remarked that, “We have a lot of good ideas in place such as the school discipline plan to help 

make GP a better place” and “The language of student expectations is universal and usable by all 

staff.” However, a review of teachers’ open-ended responses also revealed statements that 

appeared to be in contradiction to the perception that faculty members were unified in support of 

the discipline program. Narrative comments overwhelmingly seemed to point out that teachers 

believed “our discipline program needs more work.” Comments also indicated that “consistency 

is the key, and that is not being practiced.” 

Summary. In summary, Correlates of Effective Schools Staff Perception Survey open-

ended survey responses appeared to indicate that at the end of program Year-2, a number of 
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teachers believed that school discipline was still a major concern and that the discipline program 

needed additional attention. Prior to implementing the program, the faculty had maintained that 

there needed to be a better-defined discipline plan. However, even after the plan was initiated 

teachers appeared to believe that more support and additional alternatives were needed for 

dealing with students with severe behavior problems. While faculty members seemed to believe 

that the program had positive aspects such as helping to establish a pleasant school environment 

and universal behavior expectations, consistency in implementation, a key component of an 

effective discipline program, was still lacking.  

In-depth Interviews and Focus Group Discussions 

To find out more about the program’s impact on the school’s climate, I also solicited 

information through in-depth interviews and focus group discussions with teachers. To obtain 

staff input, I asked interviewees, “How do you think implementing the Discipline with Unity 

model has impacted our school?” Focus group participants were asked, “In what ways do you 

think this program has affected the school climate?” Qualitative data content analyses of 

teachers’ responses to this question appeared to indicate there were mixed reports, both positive 

and negative, regarding the program’s impact on school climate. However, teachers reported 

more frequently that they perceived the comprehensive behavior management program had an 

overall positive impact on the school climate. Examples of the emerging themes indicative of 

positive program impacts on school climate included (a) the focus on positive relationships, 

(b) internalizing the use of social skills in teaching, (c) establishing a climate of uniform 

expectations, (d) increased communication regarding discipline and (e) promoting parent 

involvement. These connected themes were related to the outcomes of the initiative. Teachers’ 

comments also appeared to indicate that they believed the negative impacts on school climate 

frequently resulted from (a) a misunderstanding of office referral procedures, (b) the perception 

that administrators are not supportive, (c) lack of follow through, (d) resistance to change, and 

(e) a sense of skepticism and frustration experienced by some teachers trying to implement the 

program. 

Positive Impacts on School Climate 

Focus on positive relationships. At the end of the second year of program 

implementation, faculty members participating in interviews and focus groups reported that soon 

after launching the program they began to notice changes in the overall climate of the school. As 
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one interviewee stated when describing the program’s impact, “I think I have seen a difference in 

the overall tone. I think it is definitely calmer than it use to be.” An analysis of the interview 

responses indicated that, in general, the impact on school climate had been positive, partially due 

to the fact that the faculty perceived, “We are all somewhat on the same page.” Teachers 

emphasized the importance of ensuring consistency when working together to create a positive 

atmosphere. As one interviewee explained, “We have more consistency from one classroom to 

another so students know what to expect.” Teachers felt that “when we all have the same rules, 

everyone throughout the school knows what we are talking about.” 

The shift from a climate in which a number of teachers placed emphasis on punitive 

consequences toward an environment where the faculty used more positive approaches to dealing 

with misbehavior was noted by many of the teachers interviewed. Among the positive outcomes 

that appeared to be identified through this study was the report that teachers were using a calmer 

approach to addressing disciplinary situations. This was substantiated through teachers’ 

descriptions of their changes in attitude toward dealing with students. As one teacher stated, “I 

think I am a little more pleasant. I … talk to my kids more instead of raising my voice a lot.”  

Implementing the school-wide program also resulted in some teachers shifting their 

attitudes toward focusing on being more positive when deciding what consequences to use with 

misbehaving students. Teachers’ comments seemed to indicate that “the teacher talk about 

students even seemed to change.” Instead of portraying an attitude such as, “If you don’t do this, 

I am going to send you to the office…. Now, there is not so much negative.… The focus is on 

the positive, and students are given an opportunity to correct and make changes.” More 

importantly, the teachers thought it [the program] was good for students.  

Internalizing the use of social skills in teaching. A review of teachers’ narrative 

comments appeared to indicate that the faculty realized the importance of instilling certain 

teaching patterns that would help create a positive school climate. They seemed to realize that for 

the initiative to succeed, it was necessary to teach and model the expected skills at the beginning 

of the year and to reinforce them throughout the year. As one teacher commented when 

describing the importance of teaching and modeling appropriate behavior: 

If I teach that [the behavior expectations] in the very beginning, I can get that out of the 

way because they [the students] know what I expect from then on. Teaching in those first 

couple of weeks … that is worth its weight just to get the initial training out of the way. 
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We take them to lunch the first day, and we assume they know how to go through the 

line, to sit down, to talk quietly. We need to teach them, to model behavior.  

After implementing the behavior management program, it appeared that some of the 

teachers began to more fully internalize the importance of reinforcing the use of appropriate 

social skills and problem solving in their teaching. They appeared to make use of the teachable 

moments throughout the day using natural situations where applying appropriate social skills 

would make a difference. As one focus group participant explained:  

At one time, if somebody were running in the hall … a teacher might grumble and say 

something like, “There’s that kid now. He never listens to anyone.” Now, I don’t hear so 

much of that. More often than not, they will say, “You were running on the way back 

from lunch. What should you have done instead?” 

Establishing a climate of uniform expectations. Establishing a climate of uniform 

expectations was identified by many teachers as a very positive program outcome. Faculty 

members also perceived that the plan appeared to make a difference in students’ behavior and 

helped unify the faculty in their understanding of behavior management program expectations. 

An examination of teachers’ narrative comments also seemed to suggest that the school 

discipline plan “helped everyone to be on the same wave length so that consistency in 

implementing procedures could increase.” Teachers appeared to believe this made their job 

easier because they all had the same basic understanding of how to deal with misbehavior 

throughout the school.  

Faculty members also explained that having a clear set of expectations established for all 

stakeholders helped both teachers and students have a clear understanding of what their role 

should be in adhering to discipline guidelines. According to the teachers’ accounts of the 

program’s impact on school climate, “The emphasis on consistency seemed to have an impact on 

the behavior of a majority of the students.”  As one teacher’s statement illustrated, “I think that 

pretty much you see the consistency of desired behavior [school-wide]. There are only a few 

[teachers] from time to time that may not be as structured as others, or it may just be their way.”  

Teachers’ interview comments appeared to suggest that the program had been successful 

for those who followed the procedures and implemented the plan, as intended. An interviewee 

offered this observation. 
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I think that [it worked well] for the teachers that are utilizing it and going through it to 

see what works and what doesn’t.… It [the plan] has helped them to deal with some 

aggressive behavior and simple behaviors such as talking out loud, not staying seated, or 

staying on task. I think when they have gone through the different steps … it has proven 

to be successful for them. 

Focus group participants in all three groups generally seemed to agree that “we’re more 

unified on the rules,” and “it has helped us to be more consistent with behavior management and 

consequences.” As one teacher explained, “I think it has affected school climate in a good way 

because every teacher, parent, and student knows what is expected so there should not be any 

questions about the discipline plan.”  

Increased communication regarding discipline. Additional information regarding the 

program’s impact on climate was revealed through an examination of teachers’ narrative 

comments in response to the question asking them to identify what they liked most about the 

behavior management program. Several additional themes frequently emerged in teachers’ 

discussions of what they perceived to be the real benefits of the program. Among these was 

increased communication regarding discipline.  

One of the key factors of an effective behavior management program is creating a climate 

where high behavioral expectations are communicated to everyone (i.e., students, teachers, 

support staff, and parents). Interviewees described the plan as “user-friendly, effective, and 

logical with logical circumstances.” In addition, they identified continuous communication as 

one of the main benefits of the Discipline with Unity program. As one teacher summed it up, 

“We know that there is constant communication between the teacher, the administrator, and the 

parent. I like that because things aren’t just in our hands. We have support from all the 

stakeholders.”  

One of the resource teachers emphasized the importance of clear two-way 

communication in determining how to best meet children’s needs, especially since not all 

teachers have a full day interfacing with students. 

I would say the best thing [about the discipline program] is the communication … two-

way because I am a resource teacher, and I don’t have a full day of interaction with the 

students, and the home-room teachers don’t have a full day of interaction. We need that 
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clear communication where we can all work together and figure out what is best for each 

child.  

Focus group participants described the benefit of having information regarding students’ 

behavior available that they can share with parents. “It makes great documentation in parent 

conferences.” “It has helped me with documentation … the positive notes home to parents. You 

know which notes you send home will work with each child.”  

A focus group member’s description of the importance of keeping parents informed about 

their child’s behavior mirrored similar comments of other participants. 

It has made me more aware and consistent with keeping up with their behavior, recording 

it, and letting the parent know. I have a daily [checklist] that goes home to the parent that 

they sign…. This helps keep parents on board with what we are doing.” 

Promotes parent involvement. Maintaining close connections to the community and 

parents has been identified as one of the core elements of a successful discipline plan. In addition 

to describing the program’s role in opening up the lines of increased communication, many of 

the interviewees’ and focus group participants’ comments stressed the role that increased parent 

involvement had played in helping to ensure a more positive school climate and promote 

appropriate behavior. Teachers’ comments appeared to indicate that they believed a more 

positive climate had been made possible through more active parent participation. As one 

interviewee explained, “The Discipline with Unity Plan incorporates the parent … places the 

responsibility on the parent … or gets the parent involved.” “When the parents are involved, the 

parents are willing to do whatever it takes to get their children back on track.”  

Teachers participating in interviews described various types of parent involvement that 

had occurred at the school. Regardless of the type of contact, parent support was thought to be 

vital if the behavior management program was to work. One interviewee stated, “If I make a 

phone call to the parent, I have the student talk to the parent too. It gets their attention.” Others 

related personal experiences similar to the following: 

When I call, I have had some parents come immediately to school. I have had some 

parents ask to speak to their child over the phone. They give you contact numbers, and 

the students know if they get out of control that their parents are going to be called. For 

most children, that is very effective. So the parent support is very, very important for this 

to work. 
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Other interviewees described the importance of communicating with parents through 

student planners that were sent home daily to keep parents informed about student performance, 

both academic and behavioral. 

The planners that we use have been an excellent way to keep in touch with the parents 

and with making sure they understand what is going on in the classroom. I believe in 

consequences and in children knowing those consequences. Knowing that, they get along 

well most of the time, and they know what is expected of them—both parents and 

children—and I find in doing that I get the cooperation of the parents. They have been 

very cooperative and have been very willing to work with me. We do have a few cases 

where it has been hard to contact the parents and reach them. But, there again, you have 

to take into consideration that a lot of them are being raised by grandparents. They are 

doing the best they can.  

Focus group participants in all three groups also seemed to emphasize the significance of 

parent involvement and accountability in implementing a successful plan. “The parents are the 

lifelong teachers. We only have them for a year or two.” “Somewhere along the line parents need 

to be held more accountable for their students.” However, teachers also stressed that “parents 

frequently do not feel equipped to deal with student misbehavior.” As one participant explained, 

“I had a parent who said that some of the children should be picked up at the hospital and taken 

to a place to raise them.” Participants suggested that providing parent training in how to work 

with their children could perhaps help rectify this sense of helplessness. 

Maybe it could be a requirement that parents come in for some sort of training if their 

student continues to misbehave. We have to pull that accountability in from the parents’ 

side as well as the children. We can instruct these children. We can give them the best, 

but when they leave here in the afternoon they are going back to a more powerful force in 

their lives. We only have them so many hours in the day. They need the best environment 

we can give them while we have them. They leave us, and they go back to their 

environment, and even when parents are abusive, they still love them. 

Negative Impacts on School Climate 

While teachers spoke of numerous positive impacts on the school’s climate, participants’ 

comments also indicated that some of the faculty perceived a degree of tension in the educational 

environment when discussing the school-wide behavior management program. Teachers’ 
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comments appeared to reveal that an underlying sense of frustration was evident among some 

faculty members. “Even though we have a lot of good things … there has been a sense of 

frustration with some people.” Based on an examination of their narrative comments, this 

sentiment appeared to be due to several factors that emerged as recurring themes in their 

dialogue. These elements included (a) the perception that at times administrators were not 

immediately responsive or supportive of teachers’ needs, (b) a misunderstanding of office 

referral procedures, (c) resistance to change, (d) a lack of follow through by some students and 

staff, (e) insufficient parental support, and (f) a sense of skepticism about the program’s impact. 

Perception that administrators are not supportive. In effective schools, teachers at all 

academic levels work together to develop and support a school-wide plan that fosters a positive 

school climate and student-centered learning environment (Duke, 1986, 1990; Safran & Oswald, 

2003). One of the key components of a successful positive behavior support discipline plan is a 

visible supportive principal. Conflicting opinions regarding the theme of administrative support 

for teachers were presented during the in-depth interviews and focus group sessions. While some 

teachers reported that implementing the plan had helped to create a more supportive 

environment, others stated that “they feel they don’t get support from the administration, and that 

is frustrating.” 

 Teachers’ comments appeared to indicate that many of the teachers felt completely 

supported by the administration. For example, one interviewee maintained, “We know that 

whenever we bring a child to the office that we have tried the steps that we need to try before we 

come up here. They [administrators] are very supportive.”  

Other interviewees described similar experiences regarding administrative support. As 

one teacher noted: 

I have always been supported. The techniques and strategies I have been given have 

helped me deal with a lot of behaviors in my room so that I do not have to refer a lot of 

students to the office … I think it [referring students to the office for misbehavior] is 

happening less now because of this plan.  

Another shared her point of view that administrators did their best to help them solve 

their behavior problems. 
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I have had pretty good success with it [the behavior management plan]. I know when it 

reaches the point that administration needs to come in, they work to the best of their 

ability to try to solve the problem. I have a lot of support.  

Contradictory statements regarding administrative support were also provided during the 

focus group discussions of the program’s impact on school climate. While some participants 

emphasized that “sometimes they don’t feel they get the support from the administration” or that 

“the teacher needs to be reassured” others agreed with interviewees who maintained, “I have 

always had support.” 

During the conversations in one focus group session, some teachers indicated that at 

times they felt administrators were not immediately responsive or supportive of teachers’ needs. 

However, members of two focus groups reported that teachers’ perceptions regarding lack of 

administrative support were unwarranted. As one participant maintained, “Some of the things I 

hear people talking about taking students to the office for are absolutely ridiculous…. That is 

where some of the problem is.”  

While some teachers indicated that they felt there was a lack of administrative support, 

they also perceived that “administrators’ hands are often tied,” especially since the In-School 

Suspension (ISS) program had been eliminated at the beginning of program Year-2. Others 

admitted that some co-workers had not followed the plan while others consistently administered 

the designated consequences within the classroom or team setting before sending students to the 

office. Many of the participants maintained that teachers should be consistent in trying to handle 

behaviors themselves before initiating an office referral. Focus group members eagerly voiced 

their opinions on the matter. One participant held that teachers frequently did not want to deal 

with behavior issues but had no problem referring students to the office for minor infractions. 

I just think that teachers should try to handle most behaviors in the classroom. The 

administrators are there for support, for those extremes. They are there to hear us and 

help us, but it is just a perception thing [italics added]. I think sometimes some of my 

colleagues don’t want to deal with the little stuff. They go up to the office for the least 

little thing. 

Another teacher simply stated: 

For some people, everything is a problem. I know that there are certain teachers who 

bring children to the office for every little thing…. If you want to get the most bang for 
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your buck out of administrators, do not send them on the small stuff. When you do send 

them, by George, something is going to happen to those children because they [the 

administrators] know that you have made every effort to deal with it. 

Focus group members’ comments appeared to indicate that they generally had no 

difficulties in obtaining administrative assistance when dealing with discipline issues as long as 

they followed the designated procedures for referring a student to the office. One of the 

participants reflected on her experience with the office referral process.  

I don’t usually take the child to the office first. I walk in there and tell an administrator 

that this is going on. I have talked to the parent, and now I need you to document it in the 

office. I just leave the child and let them [administrators] do what they want to do. I don’t 

worry about it anymore after that. I go back [to my classroom], and I have not had a lot of 

problems with getting a lot done by the administration. I just make sure that I have done 

what I am supposed to do so that when they call a parent they are not surprised … 

because they [the administrators] don’t know all the details. I just try to envision myself 

behind that desk, and the teacher comes in all upset because the child did something. If 

you prepare them you get a lot further with them. 

Participants also acknowledged that “the administrators are very busy. We have over 800 

students here.”  “I know there is a lot more to their [administrators’] job than we see—the time-

consuming part. With our school being so large, it is hard for them to be everywhere with so 

many classrooms.” In spite of this acknowledgement, teachers strongly maintained that when 

they had followed the program’s procedures and needed to advance to the next discipline referral 

tier they wanted to be reassured that their administrators were there for them. This sentiment was 

evident in teachers’ statements such as: 

We would like the administration to acknowledge that when we send kids to the office 

most of us have tried everything we can think of. When we send a kid to the office we 

want action. We have had it. We have tried everything we can think of. We have called 

the parent … the kid is still being continuously disruptive. We want immediate action. 

Another teacher added: 

If we do have a problem child and take him to an administrator they need to respect us as 

professionals and know that we have tried everything and that something needs to be 

done at that point…. If you are going to take a child to the office you are going to lose 

190 



instructional time…. If we get to that point, administrators need to know that this is 

serious. This is keeping me from teaching. 

Misunderstanding office referral procedures. Participants in the first focus group 

session commented that although everyone received school-wide behavior program training, they 

had encountered teachers who still appeared to be unsure of the procedures for referring a 

student to the administration. A member of one focus group presented this explanation: 

I think there are some that still don’t understand the procedure for taking students to the 

office. As far as climate goes, there is a lot of frustration there with those teachers. 

Sometimes they [the students] may be redirected back to the classroom because the 

teachers did not call the parent first or follow the proper procedures. Sometimes it is just 

too hard to do it because you do have other children in the room. 

At times, some faculty members appeared to be unsure whether certain strategies were 

suggestions or mandatory program requirements. A member of the first focus group described 

her experience with implementing the various program strategies.  

I felt a bit of confusion…. There seem to be so many program components. We have the 

clipboards we are using to track misbehavior. We have the success chains and on-task 

boards. Mine [on-task board] happens to be a ladybug with spots on it … and the Yes 

Card. It’s a nightmare trying to keep up with everything. I ask myself, “Is it something 

that we have to do, or is this a resource we can try?” It is not really clear to me. I think we 

need to be more specific in presenting that.  

Resistance to change. While most teachers appeared to believe that the program had a 

positive impact on the school climate, the theme of resistance to change also emerged during 

conversations with teachers in both interview and focus group sessions. When describing what 

they perceived to be the greatest challenge in implementing the Discipline with Unity plan, 7 of 

the 14 interviewees identified this barrier. As one teacher stated, “Some teachers have a hard 

time changing … especially those that have been here longer have a difficult time accepting 

change.” Teachers’ comments seemed to suggest that because some faculty members appeared to 

have been resistant to change they were not consistent in their implementation of the behavior 

management program. The reason for the lack of follow-through by some faculty members was 

attributed to not taking the time to fully learn the plan or shifting to something different before 

determining whether the program was working to improve student behavior. Interviewees’ 
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comments appeared to suggest that there was a difference of opinion among teachers when 

describing fidelity to the plan. 

We still have some teachers with attitudes about it [the behavior management plan]. 

Maybe, they don’t give the plan long enough to work. Sometimes I catch myself doing it 

for a while, then putting it down and trying something different. Maybe I didn’t stay with 

it long enough to see if it really works. Maybe it just wasn’t comfortable to me to do it. I 

think we do that a lot of times, and if we would stick with it … give it a little more time to 

work, it might work out better [italics added]. 

Interviewees generally acknowledged that the resistance did not appear to be evident 

throughout the entire school community. Interviewees pointed out that they believed the 

resistance was limited to a few individuals who were not ready to embrace the new discipline 

model. As one teacher explained: 

I think it is just a few different teachers, in general, that might not be implementing the 

plan fully. There may be some that are not ready to come on board with a discipline 

model in the classroom, maybe some that haven’t taken the time to read and learn more 

about it, and maybe some that are just not willing to make changes. 

Lack of follow-through. Focus group participants seemed to believe that part of the 

challenge in ensuring a conducive learning environment that supports the school-wide discipline 

program was the lack of follow-through by some teachers. This sentiment was reflected in 

statements such as, “We are not always following through on what we said we were going to 

do.” “We do it for two or three days, and then a lot of teachers … go and do their own thing.” “It 

is all important… We just need most people doing it.” Interviewees also acknowledged that “for 

the plan to be successful, it must be supported by everyone” and that “the focus should be on the 

children” for whom the program was designed. As one individual stated when describing what 

she felt was necessary to provide conditions that promoted positive behavior, “It is going to take 

all of us sacrificing … I am not here for me. I am out there for the children.” 

Insufficient parental support. Maintaining a close connection to parents and the 

community is a key component of an effective discipline program. To create a supportive 

learning environment, parental support for school programs is essential. Conflicting statements 

describing the role and degree of parent involvement were provided in interviews and focus 

group discussions when identifying challenges to program implementation. While one train of 
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thought commended the program for helping to increase parental involvement, another continued 

to argue that the school had a long way to go in attaining sufficient parental support. A number 

of interviewees’ comments, in general, appeared to indicate  that they felt that parents today are 

not as supportive as they had once been, and this made program implementation and creating a 

supportive school climate more difficult. The inability to contact parents was frequently cited as 

a major problem. This frustration was described by one interviewee. 

I would say [trying to ensure] parent contacts is challenging because at this age, it is so 

important to get the parents involved. When you call, there is no phone number or you 

call and you can’t get a hold of them or you send notes home and they don’t come back.  

I have a tendency to revert back to my many years of teaching. I still feel that discipline 

starts at home, but we don’t have the advantage of having the types of parents that we had 

many years ago. We need to take into consideration where some of these students come 

from at home each day. So … I try to be a little bit more lenient so that when I do come 

up to a problem, I like to face it head on…. I try to call my parents.  

Several interviewees and focus group participants appeared to believe that part of the 

problem was due to the changes in parents’ and children’s attitudes that had developed over time. 

One interviewee explained her belief that today’s parents and children are different than they 

were a few years ago, and this made dealing with discipline issues more difficult. 

Parents may be different, but the children today are different too. Five or six years ago, 

you could tell a child to sit down and they did it. Now, it is like they did not hear you or 

they are tone deaf to what you are saying. I don’t know what causes that, but today it is 

like children have to be entertained more so than the kids 10 years ago because they 

feared authority. Today they do not fear authority as much, and they almost have to win 

prizes. They want to know what they are going to get for it rather than having that good 

feeling about themselves about doing the right thing. They want a reward for doing the 

right thing. I think you should have a feel-good feeling for doing the right thing. You 

don’t win something every time you do something right. That is not life.  

Focus group participants in two sessions provided insights into why there appeared to be 

a lack of parental support. “We are going through a time where parents want to be a friend before 

being a parent, and they’re afraid they are going to do something wrong. We’re going through a 

time when some people don’t know how to be parents.” “This year we had parents that don’t 
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know what to do. They don’t know what punishment to use.” “Some of the parents are so 

young…. A child may be raising a child and not know what to do. So many young parents have 

… pretty much raised themselves too. They don’t have any skills to help out.” “In some cases, 

the students may stay with an uncle, aunt, or grandparent so the parent still isn’t in the scene.” 

Skepticism. A sense of skepticism about the program’s impact on school climate seemed 

to emerge when meeting with some interviewees. Their responses appeared to indicate that some 

teachers had developed a negative attitude toward the behavior management initiative and were 

generally skeptical about the plan’s impact on the school climate, especially as it related to 

dealing with students who frequently disrupted the learning environment. Teachers’ apparent 

frustrations in dealing with these students were revealed in a number of interviewees’ remarks. 

One interviewee’s description typified other comments provided during the staff’s exchange of 

ideas. 

I definitely do think we need to do something with the more severe behavior problems. 

That has really affected the school climate [italics added]. There are some teachers who 

have really gotten depressed. They are looking for a solution to the problems that some of 

these children are having. There has to be some way that we can address these children 

with behavior disorders without interfering with their academics and without them 

interfering with the academics of other children. I think that is where they feel sometimes 

that their hands are tied. They ask, “What else can I do … when the strategies we have 

tried to handle the situation did not work, and it seems we don’t have many other choices 

left?”   

One interviewee shared this insight. 

It could be too that it's not just the plan, but because of the placement of the EBD 

students. They have such unique needs that it may not be the plan. They have more 

intense needs … whether it is intense instruction or more assistance. If they are EBD, 

they need help not just with academics but with behavior, as well.   

It also appeared that a number of teachers were also skeptical about the program’s 

adequacy to provide consequences that they deemed strong enough to address severe behavior 

issues. This concern was personified in an interviewee’s comment. 
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There need to be more consequences for severe behavior. Students need to understand 

that there are negative consequences at times. They need to learn that the same values 

apply in school and in real life situations.  

Although most focus group participants appeared to agree that they “think behavior has 

improved with most students,” their comments reflected similar concerns and frustrations in 

dealing with students demonstrating chronic misbehavior. However, it should be noted that such 

remarks appeared to be restricted primarily to several participants in one of the three groups. 

Also, rather than specifically delineating the underlying reasons for their dissatisfaction with the 

behavior program, the comments provided were more often generalities such as, “There has been 

some frustration with some people.” and “Even though we have a lot of good things, I think you 

hear some frustration too.”  

Climate in Non-classroom Settings 

Many preventive efforts to ensure an orderly school environment throughout the campus 

were initiated as a part of the behavior management program. As the faculty endeavored to 

develop a program that addressed their concerns, they paid particular attention to the climate not 

only in the classroom but throughout all areas of the school. One area of continuing interest and 

conflicting opinions identified by interviewees and focus group participants was the cafeteria. 

While they appeared to agree “in general most people are working on the same goal” and “they 

know what is expected of them … in the cafeteria,” faculty members had conflicting opinions 

about the success of the plan in managing behavior in the cafeteria area and its impact on the 

overall climate of the school. Interviewees expressed feelings that some teachers held unrealistic 

expectations for student behavior in the cafeteria. One teacher described her personal thoughts 

about the cafeteria plan and student conversation. 

I have been thinking about the lunchroom plan. I don’t think we should worry about the 

talking so much as long as they are not running around or throwing food. Who really 

cares if they talk while they eat? How else do you learn to communicate? How else do 

you learn to be social if you are told to be quiet all the time? If they have talked all the 

time and run out of time to eat, they are going to be hungry and they will learn. I don’t sit 

at my table with my grown-up colleagues and not talk. I do think we have to learn to talk 

with an inside voice, but we have so many people in there that it is going to seem a bit 

loud. 
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Other interviewees saw the issue in a different light and felt that student behavior in the 

cafeteria area was no longer a problem. Several individuals shared the opinion that while the 

cafeteria may have once been an area of major concern, they perceived behavior had improved 

when everyone accepted what had to be done to make things better in this area of the campus. As 

one teacher stated: 

I think that our issue with the lunchroom was one of our rough spots, but I think it is 

always going to be that way when you start considering [how to coordinate] duties, 

breaks, and lunchtime. I think that was the main struggle we had to get over, but once 

everyone did and realized how important it was I think it has gotten better.  

Summary 

In summary, an analysis of interviewees’ and focus group comments indicated that 

faculty members’ perceptions of the program’s impact on school climate were mixed. It appeared 

that teachers generally believed that the program had helped to promote a positive atmosphere in 

which staff taught and modeled appropriate social skills, established a climate of uniform 

expectations, and increased the lines of communication regarding discipline among teachers and 

parents. However, comments also appeared to indicate that some faculty members perceived 

negative impacts on school climate were still evident. They seemed to believe that this negativity 

was a result of several factors including mixed views of the level of administrative support, 

misunderstanding the office referral process, a lack of consistency and follow-through in 

carrying out the established expectations, and a general resistance by some teachers to the 

changes required in implementing the program, as designed. While faculty members’ remarks 

seemed to imply that they generally felt the program helped to promote communication with 

parents, some maintained that lack of parental support was still an obstacle in maintaining a 

positive school climate. At the end of program Year-2 some teachers appeared to remain 

skeptical about the program’s capacity to meet the needs of disruptive students, and conflicting 

opinions were expressed regarding the program’s impact on the climate in non-classroom 

settings. 

The study continued on to identify and examine the revelatory themes that emerged from 

teachers’ narratives of the implementation of this school-wide behavior management program. 

The results of this investigation are discussed in the following section. 
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Research Question Two 

Revelatory Themes 

The primary research question that will guide the inquiry in this section is, “What 

revelatory themes emerge from teachers’ narratives of the implementation of this school-wide 

behavior management plan?” To answer the question, I used qualitative data content analysis to 

examine and code teachers’ narrative comments gathered during individual in-depth interviews 

and focus group discussions. For the purpose of this study, the revelatory themes were identified 

as those patterns describing teachers’ beliefs that emerged repeatedly throughout the discussions 

regardless of the question being asked. The analysis focused on identifying comments that 

disclosed teachers’ deep-seated emotions and beliefs regarding program implementation.  

An analysis of comments made during conversations held with interviewees and focus 

group participants concerning the impacts of the Discipline with Unity behavior management 

program revealed that when teachers’ underlying emotions and inherent beliefs regarding 

program implementation surfaced, they sometimes appeared to be contradictory. Through an 

analysis of the teachers’ narratives, it became apparent that implementing the program had been 

an even more complex process than originally anticipated. In the course of numerous 

discussions, teachers passionately expressed their feelings of success intermingled with an 

inherent es, resentment toward the implementation of the behavior 

management program. In spite of the fact that the program had been in place for nearly two years 

at the time these conversations took place, some teachers remained skeptical about the initiative. 

In some cases teachers were supportive yet defiant. Teachers’ emotions were particularly strong, 

yet mixed, when asked to present recommendations for program improvement and when asked 

what advice they would give to other schools that were thinking about developing and 

implementing a comprehensive behavior management program.  

Several recurring themes came to light as teachers described the challenges of program 

implementation and suggested ways to tackle these obstacles. When identifying 

recommendations for improvement based on their personal experiences with the discipline plan, 

teachers’ responses consistently focused on several key areas of interest. e 

particularly sensitive and outspoken when expressing their points of view about (a) chronic 

offenders, (b) insufficient consequences for inappropriate behavior, (c) inadequate support for 

new teachers and those having difficulty dealing with behavior issues, and (d) inconsistency in 

 sense of frustration and, at tim

 Teachers appeared to b
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follow-through. These mounting concerns were in direct contradiction to the program’s intended 

outcomes. The recommendations for program improvement offered by interviewees and focus 

group participants paralleled these themes and strongly advocated the provision of (a) additional 

assistance for chronic offenders, (b) additional consequences, (c) ongoing discipline program 

training and support through efforts such as mentoring, and (d) ensuring consistency in follow-

through.  

Additional Assistance for Chronic Offenders  

 The most frequently identified concern and suggestion offered by teachers for program 

improvement related to the situation of the chronic or repeat offender. As one interviewee 

summed it up: 

We still need to address the small percentage of the children that don’t have behaviors 

significant [enough] to put in a special class, but they are constantly causing minor 

disruptions, and the positive things don’t affect them. We need to come up with some 

more ways [to help those students].  

While research has shown that negative consequences have proven to be ineffective in 

deterring inappropriate behavior, in most cases, teachers persisted in their belief that sometimes 

removal from the classroom might be beneficial. As an alternative to suspension for severe 

behavior problems, a number of teachers strongly expressed their feelings that as part of the 

behavior management plan, the school should provide a more appropriate alternative setting 

where students could de-escalate. In addition, some teachers insisted that this time-out area 

should not be characteristic of traditional In-School Suspension programs which frequently 

became a place to which a student was assigned for a specific amount of time because of 

disruptive behavior and subsequently missed important instructional time with teachers. A 

number of teachers strongly argued that they preferred a program that would provide students an 

opportunity to receive academic instruction while receiving assistance in problem solving to help 

them understand why their behavior was inappropriate and what their other options for dealing 

with the situation were. Faculty members’ comments appeared to imply that they supported this 

suggestion. “For severe behaviors, there needs to be something especially for them because they 

are interfering with teaching as well as the other students’ learning.”  

The plea for additional support in dealing with students with chronic misbehavior issues 

remained consistent throughout the interviews and focus group discussions. Interviewees 
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advocated providing a place where misbehaving students could go for a time-out period while 

receiving instruction in social skills. As one teacher stated: 

We need some type of time out where they [chronic offenders] are not just isolated from 

other children. It is not a fun time and, at the same time, they are taught social skills. I 

don’t think it is terrible for a consequence to be negative when it reaches a point that 

there is a constant disruption in the classroom. 

Another interviewee went on to explain: 

Maybe we need some sort of time-out room … when the teacher is frustrated or doesn’t 

know what to do … somewhere the child can go to have some “calm down time.” In our 

community we have an out-of-room timeout with another teacher in the area. I think it 

has been effective. It gives me a few minutes to gather my thoughts so that I am not 

heated or upset so that I can deal with the student. It removes the student from his or her 

comfort zone and allows them time to cool down and really think about what they have 

done so that they are feeling a bit more uncomfortable until they are ready to come back 

and make things work.  

 Another teacher maintained: 

We need some kind of program that helps them understand why their behavior is wrong 

and what their other options are … a time-out period where if they are consistently not 

following the rules, you can say, “This is where you need to go to get yourself re-directed 

… so you can understand what you need to do to get back in the classroom to do the best 

you can and do well academically.”  

 Interviewees clearly appeared to believe that such a program could provide an alternative 

for a student who might benefit from an environment which would allow him an opportunity to 

calm down before losing control of his temper or reacting inappropriately. One teacher shared 

this perspective. 

There has to be some place for them [chronic offenders] to go to de-escalate outside the 

classroom. It can’t be sitting up at the office…. That is one thing that I feel is so needed, 

and I don’t mean just a special education need.... A kid … who goes ballistic or does 

something violent needs a place to go. The time-out room is what I feel could be an 

option. Let’s say that I have a student … who is about to be in a bad situation…. He 

needs to de-escalate because he has an attitude problem, or he needs to chill out—not 
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necessarily that he is ready to go to the office because he hit someone or something like 

that—he just needs to calm down. A trained monitor could be on stand-by and take him 

to that place to de-escalate. It does not have to be a constant ISS. 

Focus group participants also appeared to believe that “we could have In-School 

Suspension (ISS) or a Conduct Class. They [referred students] do not just sit there and waste 

time. They are actually taught more about following the rules.” Faculty members made 

comments insisting that “they need instruction that teaches them acceptable behavior, character, 

respect.” 

Focus group participants added that the program could be one that focuses on “problem 

solving with consequences.” One focus group member strongly emphasized her belief that an 

alternative to Out-of-School Suspension which meets a student’s educational needs while 

addressing misbehavior was vital. 

For the ones giving me problems in my room, I have even gone with the Parent 

Coordinator or by myself on home visits. That has really kind of woken me up to the type 

of home life that some of these children have. I have one student whose family has no 

transportation. I commend the mom. She takes public transportation to work. But where 

she lives, I am really afraid to go by myself so my son goes with me. It is really horrible. 

He does some things in my room that are really not the type of behavior that needs to be 

going on. So if this child gets suspended and is already academically low, he’ll get even 

further behind. That has woken me up, but I feel that there must be something in our 

school system that we can do to leave him here [in school] but pull him out of the room 

until his behavior is corrected so that educational needs are still being met.  

Another recommendation that recurred frequently for dealing with the chronic offender 

was the provision of additional counseling, especially in anger management, problem-solving 

strategies, and social skills. Focus members and interviewees consistently maintained that it was 

essential to provide more options for dealing with challenging students than offering a program 

that taught problem-solving skills. One teacher’s comment aptly described what many teachers 

seemed to believe was essential at the school site. 

I would say we need counseling in anger management and problem-solving strategies. I 

know we have I Can Problem Solve [program for developing problem-solving skills] but 

perhaps if we had something a bit more intensive.... I think that anger management, 
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problem solving, and social skills are all important. “What does it mean to get along with 

others? What does it mean to be a friend?” Social skills training that may or may not have 

happened at home to come to school might help. 

A focus group member described the apparent need for more immediate intensive 

interventions coupled with individual counseling to address students’ needs rather than relying 

solely on group sessions.  

I would like to see more counseling type programs. I know that we have some in place, 

but they are for a limited number of students and for a limited period of time. If students 

don’t start at the beginning of the program, they have to wait maybe a month or two 

before they can cycle in. I would like to have it so that our counselor could do some more 

one-on-one intense intervention and get down to the nitty-gritty, because sometimes 

students in a group do not do as well as they do when it’s a one-on-one situation.  

In addition to providing additional assistance for chronic offenders, teachers felt that 

additional consequences for misbehavior were also needed.  

Additional Consequences 

  Teachers’ overall comments generally indicated that they fervently believed the school-

wide behavior management plan worked well in most situations. However, a primary concern 

frequently identified by interviewees was the apparent inadequacy of the designated positive 

consequences to deter the misbehavior of a small portion of the student population. Despite the 

fact that research presents compelling arguments against using negative consequences, teachers’ 

comments confirmed that they felt strongly that constantly emphasizing positive reinforcement 

did not prepare students for what happens in real life. Their deep support for providing additional 

consequences for inappropriate behavior that are more stringent may be illustrated in the 

following interviewee’s testimony. 

The plan works really well for at least 80% of the students, and then there are those one 

or two that need outside help. There are those in that gray area that I feel like we need to 

come up with something more…. I know we want to give positive consequences as much 

as we can … but sometimes we need negative consequences because when they [the 

students] grow up and grow older there are negative consequences if they do not follow 

the rules. 
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 Teachers also appeared to insist that providing positive rewards was not always a 

sufficient means of promoting appropriate behavior because children have already received so 

much. 

We need more consequences because we have already rewarded them. We have been 

positive. We have given parties for the whole class being good…. Children get so much 

these days that sometimes it takes a little more to get their attention. 

Several interviewees argued that they believed it was essential for students to experience 

negative consequences when they did not follow rules. One went so far as to say, “Some students 

need to have more of a fear when it comes to consequences.”  A focus group participant offered 

this sarcastic comment, “We have no negative consequences for this child. The only thing the 

behavior interventionist told me to do was to set up an incentive chart. This hasn’t helped. So 

what if he does not get a prize today. Boo Hoo!” 

However, when teachers were asked what additional consequences they would 

recommend, they appeared to be stymied. A typical response to the question was, “I really don’t 

know at this age level what the appropriate consequence would be for them.”  Even a veteran 

teacher with over 30 years teaching experience was puzzled as to what action should be taken in 

these circumstances.  

We need a lot more consequences. I think we have done a good job of focusing on the 

positive. Perhaps I am “old school,” but I think they need to start learning at some point 

that there are negative consequences for negative behavior. I don’t know what those 

consequences should be. I just don’t know [italics added]. 

This same sense of bewilderment was expressed by a focus group participant who 

declared, “I do think there need to be more consequences added. But no one has been able to 

pinpoint what those consequences should be.”   

In general, the faculty appeared to remain unclear as to what specific additional 

consequences could be provided that would successfully help deter inappropriate behavior. 

However, they seemed to be clear about the need for providing ongoing discipline program 

training and support for all stakeholders if solutions to the puzzle were to be found.  

Ongoing Discipline Program Training and Support 

All instructional staff had participated in a number of professional development sessions 

designed to ensure that all stakeholders were well-versed in the behavior program’s expectations 
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and strategies. Teachers repeatedly maintained that ongoing training and support related to the 

school-wide behavior management program should be provided for all stakeholders including 

new and veteran teachers as well as students and parents. They appeared to believe this training 

would help to ensure that the behavioral expectations, clear rules, and established procedures 

were communicated to everyone and would subsequently promote continuous unified 

commitment to the program. The theme of having everyone understand the expectations and 

enforce them consistently also emerged as an important aspect of the program that should be 

frequently reinforced, especially for those teachers that referred large numbers of students for 

minor infractions.  

Interviewees offered suggestions for providing training that focused on program aspects 

such as creating stakeholder buy-in. One interviewee shared this insight.                

I still think that we need training with teachers who are just referring too many children 

to the office for minor things…. We need to help them understand that there are bigger 

battles to fight than things like “He won’t do his work,” “She won’t answer me,” or “She 

won’t go to lunch.”  

Others described the importance of reviewing the different facets of the comprehensive 

program with new and returning faculty at the beginning of and during the school year. As one 

interviewee suggested: 

If you go over the plan at New Teacher Orientation, it might be good to have small 

groups. Maybe you could have someone from each learning community along with an 

administrator go over the plan. Maybe instead of reviewing the whole plan they could 

know what committee member to go to with their questions or to get additional support.  

Faculty members also held that teachers serving as behavior coaches could perhaps be 

available to demonstrate effective behavior management strategies and to assist teachers with 

frequent referrals.  

Maybe we could create more buy-in by having coaches go into classrooms where 

teachers had a lot of referrals or said they did not understand the plan. Coaches could 

demonstrate real life classroom management behavior, showing them how to manage the 

class first hand. Maybe the school counselor or psychologist could help coach in this area 

or the academic coaches could incorporate discipline strategies to show real-life 

examples while they are modeling a lesson. 
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Others stressed the importance of providing training for parents regarding program 

expectations and their role in supporting their children. 

We could get information across to parents and students by having a parent night where 

you … explain everything. You might not have everyone there, but put it out there on the 

table and say, “This is what’s happening. These are the expectations. This is what I need 

you to do [to help support your child].”  

Perceptions were also revealed through examining focus group session narrative 

comments. Participants in the first focus group appeared to confirm that periodic training with 

opportunities for clarification and review was important for all faculty; however, they also 

maintained it was especially important for new teachers. “We need to work on new teachers’ 

training.”  “If you have a new group, readdress it and present it again to everyone.” They also 

reiterated that it was important to “have everyone read the plan again and make sure that 

everyone understands what’s expected.”   

Discipline Mentor Program 

To ensure a unified staff commitment to program implementation, a number of 

interviewees and focus group participants strongly advocated the development of a well-planned 

discipline mentor program. “New teachers have a mentor. Maybe they (new teachers) could have 

a Discipline Mentor who is well versed in the plan.” “New and veteran teachers … need 

refreshers occasionally and need verification of their ideas.” “As teachers review the program, 

they could examine what worked and did not and pull in ideas from both veteran and new 

teachers.” While most teachers appeared to believe that the plan was on its way to being 

successful, they also saw the benefits of identifying teachers who successfully implemented the 

program, sharing strategies that proved to be successful, and going to their team mates to provide 

support.  

Teachers offered suggestions as to how a discipline mentor program could be organized. 

One suggestion that was frequently offered was the provision of a mentor in each learning 

community. 

Maybe we could make sure that every community has at least one person who can be a 

mentor to the others, a “go-to” person to provide suggestions who could be an expert on 

the plan in each community and then let the teachers ask them if they need additional 

suggestions.  
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Another suggestion was to assign a mentor teacher that fully understands the program to 

provide ongoing assistance to each new faculty member. 

I think the only way we can improve it [the discipline plan] is to make sure that anyone 

who comes in that is new has a direct connection with a mentor teacher that fully 

understands the plan and can give suggestions to help manage the classroom which will 

make their transition into our school a lot easier. They should not just be given a manual 

but make sure they understand the strategies and things they need to be doing.  

Faculty members also described the tremendous value of sharing behavior management 

strategies that they had personally tried onsite and found to be effective. 

Teachers could share ideas with each other.… I think we need a few more strategies in 

the classroom that are actually usable ... maybe a few more ideas that other teachers have 

tried that we could share. What I would like to do is get some ideas that are tried and true 

and put in a guide or booklet that we might be able to use next year. There are so many 

good things that are going on here in-house.  

One interviewee even compared the concept of sharing proven behavior management 

strategies that could be implemented on a daily basis to participating in a great discipline class. 

If I knew which teachers had awesome discipline strategies that they use to keep children 

in their desks or to keep children working I could go to them. It could be like an awesome 

discipline class where we go to those teachers for advice. 

Focus group participants also shared their insights on how teachers would benefit from 

receiving discipline suggestions from experienced teachers. “They [new teachers] could mentor 

with someone like S. B. who has 25 years experience in their own learning community that they 

can go to and say, “This works for me and that doesn’t.”  

A focus group member offered this example of how the mentoring process could be 

implemented to assist teachers needing additional support. 

They [teachers needing assistance with managing behavior] would enjoy hearing ideas 

from experienced teachers – like the ticket idea [the behavior incentive in which tickets 

received for good behavior could be exchanged for a reward] or the composition sticker 

book [the behavior incentive strategy in which stickers received for good behavior could 

be exchanged for a reward]…. Those things don’t cost a lot of money. Everyone has an 
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idea. Even if you are a new teacher, you can throw an idea out there and let everyone take 

a look at it. 

Ensuring Consistency in Follow-through 

Interviewees reflected that they felt the plan worked well for the most part, but they also 

seemed to clearly realize that it would be helpful if everyone was more consistent in adhering to 

the discipline procedures even when teachers protested about implementing the plan. “Everyone 

needs to be more consistent and follow through with what we said we would do.”  “I think it 

would work if we realize we have a good solid plan in place and stick to it …. I know some 

people are going to complain, but we don’t need to change every time someone complains.”  

The theme of consistency in program implementation also rang out during focus group 

discussions. Teachers maintained, “We need to stay consistent. Instead of saying, ‘That is not 

working so after I try things for a while, then I am changing them again.’ We need consistency!” 

[italics added].  

Teachers identified some of the difficulties the faculty had in implementing the school-

wide behavior management program with fidelity. One teacher being interviewed summarized 

how she and her team mates felt about the fundamental value of consistency.  

I still think there isn’t anything wrong with our plan. We are not always following 

through. We are not all being consistent. We have to find out which battles are worth 

fighting. They may be different in each room. I don’t think we need any more rewards or 

more consequences. It is just a matter of following through with what you expect children 

to do or not to do. Your expectations have to be known. Then you just have to follow 

through.  

Another interviewee expressed her position on the importance of enforcing the plan. Her 

description epitomized the feelings of other interviewees and focus group participants. 

Maybe if we would follow through with things more, we would find out if it works or 

not. But, we need to give the plan more of a chance. We don’t give it enough of a chance 

before people want to throw it to the wayside, and we have spent a lot of time developing 

the plan….We need to enforce the plan. How can we say something does not work if we 

are not doing it?   
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Teachers’ deep-rooted convictions were also clearly apparent when describing what 

advice they would offer to other schools who might be thinking of developing a similar behavior 

management program. 

Advice for Other Schools 

Two primary themes emerged when discussing advice that the faculty might offer to 

another school who might think about developing and implementing a school-wide plan. These 

included the importance of (a) soliciting input from all stakeholders and (b) remaining consistent 

yet flexible enough to be willing to revise what does not work.  

All interviewees agreed with the importance of involving everyone in developing a 

school-wide plan that works to improve behavior while supporting academic learning. They 

maintained that it is vital to “ask advice from the whole staff before you write or put anything 

down.” “The plan should be something more than a document created by administration or staff 

alone. Instead, they should work in conjunction with each other to design a plan that is 

appropriate for their specific setting.” “What it [the plan] gives you are real-world strategies that 

anyone can use. They are not just good ideas that someone sitting in an office came up with. 

They are strategies that real educators have used.” 

Others offered suggestions for encouraging the involvement of all stakeholders. 

[It is important to] cover all areas … parents, teachers, administrators, and students. Be 

sure the students understand that their behavior has a lot to do with their academic 

learning and … their social interactions with others. Help them understand that things 

they do have an effect on other people, not just themselves.  

Teachers explained that the faculty appeared to grow particularly frustrated when they 

felt they weren’t receiving full administrative support. However, they frequently disagreed over 

what was meant by support. For many teachers it was defined as “sending a child home 

whenever he misbehaves.” Others frequently exclaimed, “I don’t care what you do with him! 

Just get him out of my classroom!” Interviewees and focus group participants described the 

importance of administration and teachers working together to develop the plan to ensure that 

everyone is held accountable when something does not work as planned. As one interviewee 

maintained: 

I really think that the administration and faculty need to get together and have the same 

goals … the same plan … just to be on the same wave length. Things should be discussed 
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as a school. Don’t leave it up to administration to come up with it. Don’t leave it up to the 

faculty to come up with it. Come up with it together as a group so that when something 

does not work, someone can’t say, “Uh-uh … that was your decision, or it was an 

administrator’s decision.” It was everyone’s decision. 

The faculty held that it was essential for everyone “to be on the same page” when 

implementing the plan. However, it was equally important to note that “one size does not fit all. 

You have to do what works for your school. Try and revise, as needed.” A discipline committee 

member shared her reflections based on two years of program involvement. “It is not going to be 

perfect the second year or even the third year, but if you keep at it and you are very consistent … 

things get better. You have to be very consistent. You can’t do it one day and not the next.” Her 

sentiments were shared by other interview participants. “You can’t expect it to work overnight. It 

takes time, revision after revision.” “Every change takes time. They [stakeholders] need to know 

that there are going to have to be changes, that you can’t just print it [the plan] out and expect 

everything to work.”  

Interviewees and focus group participants insisted that it was vital for everyone to be 

involved in supporting the behavior management process in order to ensure much needed buy-in. 

However, they also maintained that it was equally important to regularly monitor the plan and 

make modifications when plan components appear not to be working. One teacher aptly 

summarized the importance of being willing to revisit the plan and to make necessary changes if 

the program is to succeed. 

We need to jump in and do what works. We need to keep finding out what works and get 

rid of what doesn’t. We don’t need to be close-minded. It [the behavior management 

program] is not going to be perfect. Not everything is going to work, and you need to 

revisit it often, especially the first year. Even the second year or the third year you need 

to be ready to make changes. 

Summary 

 An analysis of teachers’ narrative comments revealed that faculty members held 

extremely strong convictions regarding certain aspects of implementing the comprehensive 

behavior management program. These emotions were particularly apparent when presenting 

recommendations for program improvement and discussing advice they would give other schools 

who might be thinking about developing and implementing a similar program. Interviewees and 
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focus group participants strongly advocated the need for providing (a) additional assistance that 

would address the behavioral needs of chronic offenders without sacrificing academics; 

(b) additional consequences that were reflective of real-life situations; (c) ongoing discipline 

program training and support for all stakeholders; and (d) consistency in adhering to the 

program, even when people protested against program implementation. They suggested that 

schools considering the development and implementation of a similar comprehensive behavior 

management program should consider the importance of (a) collaboration and soliciting input 

from all stakeholders; (b) holding everyone accountable when something does not work as 

planned; (c) remaining consistent yet flexible enough to be willing to modify what does not 

work; and (d) realizing that every effective program change takes time—time to develop, time to 

implement, time to monitor, time to revise, and time to succeed. 

The study continued on to examine the intended and unintended consequences of 

program implementation. The results are discussed in the following section. 

Research Question Three 

Intended and Unintended Consequences of Program Implementation 

To answer the third primary research question, “What are the consequences, both 

intended and unintended, of implementing the behavior management plan?” I used qualitative 

data content analysis to examine field notes and teachers’ narrative comments regarding 

implementation of the behavior management program. The information was gathered from 

transcripts of individual in-depth teacher interviews and focus group discussions with teachers. 

I coded and sorted the information by themes and identified recurring patterns indicative of 

program consequences. A discussion of the results of this examination follows. 

Intended Consequences of Program Implementation 

According to Warger (1999), when schools implement an effective unified school-wide 

discipline plan, they can expect results which, along with other outcomes, include: (a) unified 

commitment; (b) clear expectations; (c) improved student behavior, including time on task;  

(d) increased instructional time; (e) decreased discipline issues and office referrals; and  

(f) improved staff and student attitudes. Findings from research at the elementary school level 

support these conclusions (Horner et al., 2000).  

The effects of implementing the school-wide program targeted by this study mirrored a 

number of those outcomes associated with an effective school-wide plan. When teachers were 
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asked to identify what they liked most about the school-wide behavior management program, 

some of the features they identified included (a) unified staff commitment (b) clearly defined 

expectations and rules (c) improved student behavior, (d) increased instructional time,  

(e) decreased discipline referrals, and (f) improved staff and student attitudes. An analysis of the 

in-depth interview and focus group comments indicated that teachers appeared to believe that on 

the whole a number of the intended consequences of implementing the behavioral management 

plan were attained, at least to some degree. These attributes were evident in responses to other 

questions regarding program impact, as well. 

Unified staff commitment. Scott and Hunter, University of Kentucky professors (2001) 

assisting schools in the development and implementation of school-wide support systems, 

pointed out that “when the entire school staff is involved in determining and agreeing upon 

school-wide expectations, policy and consequences, staff consistency and resulting student 

success are far more likely” (p. 15). Teachers’ narrative comments indicated that evidence of 

unified staff commitment first emerged when the Discipline Leadership Team began working 

with the consultant who had developed the Discipline with Unity concept. Teachers interviewed 

described the importance of the commitment that had emerged when collaborating to review key 

components of discipline plans that had been successful elsewhere and to identify management 

strategies that could be incorporated into this school-wide plan. As a team leader explained 

during her interview: 

We worked together and looked at other successful schools and what they were doing. 

We took different ideas of things that were working in other places … we looked at our 

own school and the things that we felt we could make work. We tried to tie all that 

together. We tried to take the good ideas and bring them all together to make a plan that 

would work for us.  

 Teachers explained that they collaborated to adapt the behavior management plan to 

address the school’s identified need for a unified discipline program. As they worked together 

toward a common goal, attitudes toward behavior management were affected as their sense of 

unity and commitment grew. The chair of the discipline committee explained that: 

We all worked on the plan. We started by coming together realizing that we needed some 

type of unity and consistency in our discipline program so we met together … to come up 

with ideas of what we needed for a plan. We put those things together to have procedures 
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for the smallest things such as walking down the hallway and lunchroom behavior to 

classroom management. We came together, brainstormed, listened to teachers’ ideas, and 

put things together as a committee and re-delivered it to the staff.  

Another discipline team member described how the plan had been revised, as needed, 

based on teacher feedback and collaboration. 

We have written and rewritten the plan with feedback from the teachers using the 

information about what they see and want to see with the discipline plan …The entire 

staff gave suggestions, and we met and worked through the suggestions. We have 

listened to everyone’s feedback. It has been a good plan.  

Teachers also expressed the importance of all stakeholders working together to make a 

positive influence in students’ lives. As the Discipline Committee Chair stated: 

Before I became a part of all that [serving on the Discipline Committee] it was a struggle 

trying to manage my own classroom. I had a lot of challenging students that I had to come 

up with different interventions for. Working with the team in developing this discipline 

plan helped us all understand the positive influence that we all needed to make in their 

lives…. We needed more positive things to do with the kids’ reinforcements. Working 

with the team and other stakeholders has helped me to understand and go through that 

process in helping myself develop those things in my own classroom.  

Through this emerging sense of collaboration and cohesiveness, clearly defined 

expectations and rules were established that all instructional staff were expected to follow when 

managing student behavior. 

Clearly defined expectations and rules. Clearly stated expectations, understood by 

everyone in the school, coupled together with an array of appropriate strategies to address 

students’ behavioral needs, form the foundation for schools to deal effectively with student 

behavior (Meyers & Pawlas, 1989; Montague et al., 1997; Protheroe, 2005). When discussing the 

program’s strengths, interview participants stressed the importance of establishing a plan with 

clearly defined expectations and rules that were consistently implemented across the school. 

When working together to delineate expectations and procedures, Discipline Committee 

members reported, “We learned to do things on a school-wide basis.” Teachers seemed to 

believe that after implementing the program they were no longer dealing with students’ 

211 



discipline problems in isolation. “We are working together as a team now with the same goals 

and expectations.” 

During her in-depth interview, a Discipline Committee member reported how steps had 

been taken throughout all stages of plan development to ensure that the faculty worked together 

to create clearly defined rules and expectations that represented the entire school: 

We sought opinions from staff … used ideas from staff to make it a plan from the whole 

staff, not just from the committee. We talked about things that we could do as a whole 

staff and rules we should have to be consistent and successful in and out of the 

classroom. 

Interviewee and focus group participants appeared to be in agreement as they shared their 

thoughts regarding the importance of establishing and following through with clear behavioral 

expectations and procedures for all students and teachers. “You have to be consistent and follow 

through for it to work, but I would say that implementing it is clear and easy as long as you 

follow through.”  

Improved student behavior. As described in the analysis of the responses to the 

research question, “What has been the impact of the behavior management program on student 

behavior?” teachers indicated, “It has helped a lot” and “most everyone … is doing a really good 

job.” While “it depends on the [individual] student as to how effective it [the program] is 

working” “for most children … it is very successful.” As reflected in the testimony of both 

interviewees and focus group participants, the intended consequence of improved student 

behavior seemed to have occurred for most students. Teachers explained that “behavior has 

improved” and “for the average child, the plan has affected them in a positive way; it helps them 

behave.” 

When discussing the program’s impact, interviewees described their personal experiences 

with the plan’s effect on student behavior. One interviewee revealed that it was her belief that 

“for 95% of the students … it is very effective.” Others maintained that the school-wide plan 

“has helped the children be more aware of their surroundings, what is expected of them, and the 

consequences that they will have if they do not follow the proper procedures for behavior.” 

Interviewees held that “students are held more accountable for their actions.” “It has made 

students more responsible so we have less conflict and less resistance to following the rules.” Yet 
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the faculty also reiterated that while “behavior has improved for most students, you are always 

going to have those students with more severe behavior” that may need additional interventions. 

Increased instructional time. Preventive school-wide discipline plans stress the 

importance of a unified commitment to establishing and maintaining appropriate student 

behavior in an effort to preserve instructional and learning time. Both interviewees and focus 

group participants indicated that the plan “allows more effective teaching time.” Faculty 

members’ comments appeared to indicate that while implementing the program “took a lot of 

time at the beginning of the year, now it takes less work and helps us have more time to teach.” 

Others expressed the belief that “it has not really affected my teaching style, but it has been more 

efficient in saving [instructional] time.” One interviewee went so far as to describe the benefit of 

the revised discipline referral forms that were perceived to save teachers time previously spent 

documenting inappropriate behavior. She explained, “Streamlined referral forms have really 

helped me out because before I had to fill in every single thing instead of … having to check … 

whatever behavior is inappropriate.” 

Decreased discipline issues and office referrals. An analysis of interview and focus 

group comments also seemed to point out that “most everyone is using it [the plan].” Teachers 

appeared to believe that on the whole “behaviors are better and referrals to the office have been 

cut because people use the [plan’s behavior management] steps in their classroom before coming 

up to the office.” Teachers maintained that students “shouldn’t be brought up for little things. If 

it is an office referral, it needs to be for something major.” One focus group participant’s 

comment was reflective of sentiments expressed frequently during discussions. “I think that 

when teachers are sending a student to the office now, it should be for something more than 

being inattentive.” Teachers seemed to feel that office referrals decreased, in part, due to the fact 

that there was “less conflict and less resistance to following the rules.” In general, most of those 

engaged in conversations regarding the program’s impact also appeared to believe that they were 

supported by administration and had a variety of strategies to try before resorting to sending a 

child to the office. As one interviewee summarized: 

I have always been supported. The techniques and strategies I have been given have 

helped me deal with a lot of behaviors in my room so that I do not have to refer a lot of 

students to the office. The only time I think having a level 3 [office referral] consequence 

is needed is where a student might have hurt another child—not just because the teacher 
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is tired of working with them. I think at times we have had that. A child may have been 

sent up just because the teacher did not want to deal with it any more. I think it is 

happening less now because of this plan. Being on the discipline committee we have 

talked about how the referrals have decreased. They have gone down significantly. That 

has to be a positive change.  

Improved staff and student attitudes. When discussing program impacts, for the most 

part, interviewees and focus group members also appeared to indicate that they generally 

believed the plan had resulted in “improved attitudes for most teachers and students.” They 

denoted that the plan had “effective strategies” and was “user friendly.” Students appeared to be 

“more attentive and reinforced for doing the right thing.” Teachers affirmed that the plan was 

also very empowering for teachers. One interviewee’s comments describing what she liked most 

about the behavior management program aptly depicted teachers’ new-found sense of 

empowerment in managing their classrooms.  

What I like the most is that it gives the teachers an opportunity to manage the behavior in 

their own classrooms. Previously a lot of teachers felt that they were the teachers and that 

the administrative and support personnel were the ones who implemented the behavior 

management plan. I think it is very empowering for teachers to realize that they can 

manage their own classrooms.  

Interviewees’ and participants’ comments seemed to imply that “everyone is willing to 

help you solve your problems.” A focus group participant described the sense of trust that had 

developed between teachers and administration. 

Trust is important … the teacher has trust and knows that when something gets to that 

point [when an administrator is needed to handle misbehavior] that something will be 

done. The administrator has trust that the teacher has done what they should have done up 

to that point so there is that mutual trust. They both can say, “I have your back because I 

know you are doing the right thing.” 

While a number of positive program consequences were identified by those discussing 

the behavior management program’s impacts, it was also apparent that during the dialogue 

concerning the implementation of the behavior management program a number of unintended 

consequences had surfaced.  
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Unintended Consequences of Program Implementation 

While the school-wide behavior management plan contains all the key elements of a 

successful discipline program, an analysis of interview and focus group narrative comments 

revealed several unintended consequences of implementing the plan. The most surprising 

unintended consequence that I discovered was the unanticipated friction that had developed 

among the faculty during the second year of program implementation. The dissonance was 

apparent when interviewees and focus group participants responded to the questions, “What do 

you like most about the behavior management program?” and “What do you like least about the 

behavior management program?”  

While interviewees’ descriptions of the program’s impacts were generally positive, 

teachers who were having reservations about the program voiced their dissatisfaction and shared 

their feelings openly. As evidenced in previous comments regarding program implementation, 

the primary unintended consequences that reoccurred throughout the conversations included 

(a) staff frustration, (b) inconsistency in implementation (c) resistance to change, (d) the 

program’s inability to satisfactorily meet the needs of chronic offenders, (e) insufficient 

consequences, and (f) dependence on rewards and incentives for appropriate behavior.  

Staff frustration. While nearly all of the teachers interviewed implied that they believed 

the effects of implementing the school-wide plan had generally been positive, there were a 

number of faculty members who appeared to experience frustration with what they perceived to 

be the plan’s ineffectiveness in dealing with students exhibiting severe or chronic behavior 

problems. When describing what they liked least about the behavior management program, 

teachers also insisted that the options for dealing with inappropriate behavior had not worked for 

some children with more challenging behavior disorders and had even resulted in despair among 

some teachers.  

Focus group members seemed to agree with this perception. A special education teacher 

participating in the discussion shared the insight that providing students with positive rewards 

does not typify real-life consequences. 

It is good to be positive but not in every situation. If we give them rewards for being 

good that is not the way things will be in real life. I have students that the only way they 

are dealt with at home is with a paddle, yelling, and screaming. They don’t know 

anything else. That is not what I want to do, but they need something more.  
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Another participant added: 

It is a good plan, but there are some students that it is not working for. For my inclusion 

class, the behavior plan does not work as well because the normal everyday strategies 

don’t work so well with them…. You have to have strategies that are more hard core.  

Another interview participant revealed her impression that while some teachers may have 

experienced stress because of having to deal with students who were unable to control their 

behavior, only a limited number of students actually had recurring discipline referrals. However, 

teachers reported that these few students seemed to frequently impede the instructional process. 

To be honest, a number of teachers have been stressed this year because they have had 

students that seem to lose control of their behavior. I don’t mean many…. One or two is a 

lot if you have a real behavior problem in your room, and I think that those students with 

severe behavior problems should be addressed more because it does interfere with the 

teacher’s ability to focus on teaching the other children. 

 One teacher described the behavior plan as “mostly positive,” but added that “we’re still 

not quite there yet.” As she explained, teachers having difficulties with student misbehavior felt 

that when discussing the program with other faculty members, they were sometimes critical of 

the way they dealt with student behavior. As one interviewee’s comments appropriately 

described: 

I think when we do it [discuss program implementation] in a big group the conversation 

becomes negative, and we are dealing with a lot of different things. People think you are 

pointing the fingers at them if they don’t deal with it [student misbehavior] this way or 

that way. I know in our community it has made a big positive impact because we know 

what to do with all the kids. 

Focus group participants in sessions 1 and 2 also expressed the feeling that “there has 

been some frustration with some people … even though we have a lot of good things going on in 

the program.” Although some faculty members openly shared their frustrations regarding plan 

implementation, teachers seemed to feel that they were generally supported by other staff and 

administration. One participant emphasized that although she had observed some dissatisfaction 

with the plan teachers appreciated the fact that faculty members were encouraged to voice their 

opinions. 
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I have seen some frustration, but luckily we have the kind of staff where you can go vent 

and things will be okay. Even our administration is open to your coming in and venting 

…. You realize it will be all right. 

Additional comments offered in the second focus session appeared to contradict this 

statement. Participants explained: “Sometimes they [teachers] don’t feel that they get the support 

from the administration, and that is frustrating.”  However, several group members appeared to 

feel that this frustration was unwarranted because teachers did not always follow the protocol for 

referral. They perceived that the dissatisfaction, in part, was due to the fact that “there are some 

teachers that still don’t understand the procedure for taking students to the office…. Sometimes 

they may be redirected to the classroom because they did not contact the parent first or follow 

the proper procedures.” 

Participants from all three focus groups appeared to support the argument that “a lot of 

the teachers do make every effort … it has to be bad to send a child to the office.” However, the 

prevailing theme that teachers should assume more responsibility for their actions was 

exemplified in the statements, “It does not take a lot of voices to make a lot of noise…. I know 

that there are some that consistently send students to the office for things that teachers really 

ought to be able to handle themselves.” “The few sometimes stand out a lot because they do it so 

frequently.”  

One teacher tried to describe the aggravation she and her colleagues were feeling. 

Some of the things I hear people taking students to the office for are absolutely 

ridiculous. “He won’t do his work.”  “He won’t go to the lunchroom.” If that was all I 

had to deal with, my life would be a piece of cake. That is where some of our problem is. 

We are not doing all we can in our classroom first.  

In describing their experiences with office referrals, participants in the first focus group 

session appeared to generally agree with the sentiment expressed by one teacher, “I have always 

had support. My children were handled immediately.” However, faculty members also expressed 

their opinions that not all teachers were consistent in adhering to the office referral process. Plan 

supporters seemed to believe that lack of follow-through could possibly result in program failure. 

For example, one teacher maintained: 

It [the plan] could be very positive if we could give up a little bit of me, me, me and my 

time. I can be that way too sometimes if I am having a bad day or if I have had it up to 
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here. The bottom line is that we are here for these kids.… If every teacher on this campus 

is not doing everything they can do first [before sending a child to the office] the plan is 

not going to work, and we are falling down on the job. 

Inconsistency in implementation. Based on an analysis of narrative responses, the most 

persistent theme relating to teachers’ frustrations with the behavior management plan appeared to 

be inconsistency in implementation by some faculty members. Interviewees seemed to realize 

that implementing the plan with fidelity was crucial if consistent discipline procedures were to be 

maintained throughout the school environment. However, when interviewees were asked to 

identify what they liked least about the behavior management program, nearly half of those 

questioned commented that there had sometimes been inconsistencies in implementation. This 

perception was substantiated through interview remarks such as, “The only negative [with the 

program] is that it is almost impossible to be totally consistent with every situation because every 

situation is different. Every child is different.”  

Several acknowledged that “there is not always enough follow through, and consistency 

is important.” “The plan would work with every class as long as everyone would follow through 

with what we agreed to do.” One interviewee offered this perspective:  

What I like least is that we are not all following through on it [behavior management 

plan]. If we would all work it, then it would work. They [teachers] still want to run to the 

office for things like, “He refused to do his work.” They still want even the minor things 

to be taken care of by someone else. 

Contradictions between intent and action emerged when interviewees and focus group 

participants broached the subject of consistency in program implementation. While successful 

discipline plans stress the importance of consistency, one theme that surfaced during the first 

focus group discussion was the concern that although the program established clear expectations, 

some teachers were “not following through on what we said we were going to do.” Participants 

described their apprehension regarding inconsistencies in implementing the program as designed. 

“I think it is a very workable plan, but we are not all being consistent.” “That is the problem, we 

are not enforcing it.”  

On the other hand, participants’ observations in the second focus group session could be 

summarized in the statement, “It has helped me to be more consistent with behavior management 

and consequences. I used to get so busy teaching, but this has made me more focused. Those in 
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the third session appeared to agree. “I do feel that everyone is trying to get on the same page. We 

are headed that way.” “We’re more unified on the rules.”  

The physical education instructor had an entirely different perspective regarding the 

degree of teacher buy-in, as evidenced in the statement: 

When the students come to me, some [teachers’ behavior clipboards used to record and 

track individual student misbehavior] are so marked that they look like they are bleeding. 

Certainly a child can’t be that bad all day long. I know that there are some children that 

the teachers mark them if they just clinch instead of not sweating the small stuff. They 

don’t seem that bad to me. It is perception [italics added]. 

Conflict frequently arose among teachers when discussing inconsistency in implementing 

particular program components. Several interviewees and focus group participants noted that 

some teachers were particularly concerned about the impact of the perceived lack of follow-

through in implementing the plan in specific areas of the school, especially the cafeteria. When 

describing the cafeteria behavior management plan, they acknowledged that, “There are 

inconsistencies throughout different areas, including the cafeteria … not with just one of us.” 

They explained that perhaps the cafeteria behavior management plan was not as successful as 

they had hoped it would be because some faculty members were not consistently following the 

plan as it had been designed. 

The thing I like least is that some people have resisted following the plan. I think that the 

cafeteria has been the biggest thing that has come up. But if you look at the cafeteria, the 

plan that the committee put into place is not being used. When it is, it works a lot better 

than what we have than when we are not doing it. That is probably the area still that I 

think we are not doing ... the lack of consistency there. Even I am inconsistent myself at 

times … I think it [cafeteria behavior plan] is a very workable plan, but we are not being 

consistent.  

Teachers expressed their concern that some faculty members’ expectations for children 

were too rigid and even unreasonable, at times. They seemed to believe that teachers’ 

interpretations of the program guidelines varied, and this helped to contribute to the dissension 

among the faculty. For example, some teachers felt that children should be totally quiet in the 

cafeteria. “I don’t like the way some teachers don’t let them [their students] talk in the cafeteria. 

After all, they are kids…. We’re the adults, but we don’t eat without talking.’’  
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Others indicated that the cafeteria plan might need to be revised to meet the school’s 

changing needs. “Maybe it is because we haven’t found quite what works best there. With us 

being such a large school I think we might have to try different things.”

ironically, although teachers reported the cafeteria as being an area of concern, the comparison of 

discipline office referrals across the three-year period described earlier in this study indicated 

that, on the average, lunchroom misconduct had resulted in only one official office referral per 

year.  

Focus group members offered few comments about the cafeteria discipline program. 

However, their remarks were in line with those offered by interviewees expressing concerns 

about the plan. As a result of legislation that had been passed years earlier, teachers were entitled 

to a duty-free lunch period. However, circumstances had changed over the past several years. 

One teacher explained what had transpired.  

I was involved in the teachers association when the duty-free lunch legislation passed, but 

at that time we had a full-time parapro in every classroom. That paraprofessional could 

take that class to the lunchroom, and we had our free time. We do not have that 

paraprofessional now. So we are responsible for them. 

Teachers typically supervised students in the cafeteria for the first two weeks of school to 

teach cafeteria rules and procedures. Some teachers appeared to be resentful when they were 

asked to supervise their students in the cafeteria if the lunchroom monitors reported they were 

having difficulty with a specific class or student(s). One teacher was reported to have gone so far 

as to tell an instructional assistant who was serving as a cafeteria monitor, “You better not write 

up my students…. I write your review.”  

In spite of the dissension that seemed to surface when describing some of the perceived 

inconsistencies that had occurred during the first two years of program implementation, several 

participants’ comments appeared to indicate that some teachers still felt responsible for their 

students’ cafeteria behavior regardless of what the law said. “I don’t care what the law is. I don’t 

want a free lunch time if my children are out of control. I am not out here for me. I am out here 

for these children.” “It is going to take all of us sacrificing … and working together.” One 

interviewee remarked, “I don’t think implementing any of it [the program] has been real 

challenging. It’s finding something that works and sticking with it for some time [italics added] 

… that is important.”  Regardless of the efforts that were made to provide the faculty with 

 It could be noted that 
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ongoing program assistance, some teachers appeared to remain persistent in their resistance to 

following program guidelines.  

Resistance to change. The importance of stakeholder buy-in is an important component 

of a successful school-wide behavior management plan. However, when interviewees and focus 

group participants were asked to identify challenges to program implementation, resistance to 

change emerged as one of the main factors interfering with program implementation. An analysis 

of interview and focus group comments indicated that implementing the plan “has caused some 

people to balk because they think it is just something else to have to do in the classroom.” While 

the resistance to change was not perceived to be pervasive among the faculty, the lack of buy-in 

among some teachers may have been attributed, in part, to the unwillingness of some teachers to 

take the time to familiarize themselves fully with the plan or to implement the plan as intended.  

As explained previously, in general, the program’s impact had been viewed as positive. 

Teachers perceived that it had been successful for those who followed the procedures and 

implemented the plan, as intended. However, they also maintained that some faculty members 

had remained resistant to change and were not consistent in their implementation of the 

program’s key components. This sentiment was illustrated in one teacher’s remark, “I think the 

problem is when you are not using the suggestions, and you are out there on your own trying to 

use things that have not proven to work.” 

Rather than being instrumental in supporting the discipline program changes, several 

teachers interviewed seemed to perceive, “Everyone seems to want their way. The ones that fuss 

the most don’t want to be on the discipline committee, or if they are on the committee you can’t 

even make a decision because they fuss so much.”  

Faculty members observed that “it [program implementation] can be frustrating from 

both the teachers’ point of view and the administrator’s point of view.” As one interviewee 

reported: 

One of the most difficult things to overcome was … getting teachers to buy in, but I 

would say that a lot of our teachers are on board and that they are working hard to 

implement the plan. However, we still have a few that would rather have someone else 

take care of their child’s behavior problems.  

Several interviewees’ comments were in line with the teacher’s argument, “I think that 

some teachers are just set in their ways and that it is hard for them to change.”  Several 
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interviewees noted that it was “difficult to get everyone on board. There are so many great 

different ideas and different ways of discipline…. I wish we could get everyone to be positive.” 

A focus group participant offered this explanation of how the program sometimes 

resulted in staff conflict when teachers focused on the negative: 

Not everyone is on board with it [the behavior management plan]. Not everyone wants to 

use it. It sometimes causes a bit of conflict from teacher to teacher. It causes people to 

gossip a bit more, something else to complain about. Instead of focusing on what works, 

they tend to point out what does not work.  

In spite of the comments regarding the negative aspects of the change process, the 

prevalent viewpoint appeared to be that while there had been some difficulty in “getting 

everyone to work together as a team,” this may be due to the fact that, “Some teachers just have 

a hard time changing.”  “They want … an administrator to solve the problems for their children. 

They want immediate resolution. They want [the administrator] to get the students to stop doing 

things and that is not possible.”  

Interviewees who were members of the discipline committee described their 

conversations with the “reluctant few” who seemed to have difficulty buying in to the program. 

They revealed that the committee members had to frequently remind disgruntled faculty that 

teachers and students finally had a set of guidelines in place that everyone could follow if they 

would just make the effort.  

We have tried to help them realize that it [the school-wide plan] is there. They can open it 

up and read or review it anytime they want to. You are never going to have everyone 

positive all the time. But I don’t know if people don’t want to understand it or just don’t 

want to take the time to understand it. Some people act like they are not clear on what to 

do … But it’s there for them if they will just use it. 

Inability to meet needs of chronic offenders. One of the features of an effective school-

wide prevention program is the provision of a support plan to address the needs of students with 

chronic or particularly challenging behaviors (CECP, 1997; Colvin et al., 1993; Fitzsimmons, 

1998; Lewis, 1997; Rosenberg & Jackman, 1997; Warger, 1999). However, a factor identified as 

contributing to some teachers’ persistent negative attitudes toward program changes was the 

perceived inability of the behavior management program to satisfactorily deal with the needs of 

chronic offenders. The perception that the plan did not address the behavior of all students, 
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especially students with more severe behavior problems such as those identified as having an 

Emotional Behavioral Disability (EBD), was the second most frequently identified program 

concern noted by both interviewees and focus group participants. Teachers’ comments implied 

that “there are constant disruptions with students,” and they offered explanations as to why they 

felt the program did not satisfactorily address certain students’ needs.  

While the Discipline with Unity behavior management program established a 

comprehensive discipline system which teachers on the whole described as effective, two 

important program changes had been initiated prior to the beginning of the second year of 

program implementation. The In-School Suspension (ISS) program and program for students 

having an Emotional Behavioral Disability (EBD) were both temporarily suspended for the 

2007-08 school year. The changes were perceived by teachers as having a negative impact on the 

successful execution of the behavior management program because fewer opportunities for 

intense interventions with the small number of students having chronic behavior problems were 

available. In describing their perceptions of program areas in need of improvement, teachers 

reported, “It does not work as well with the challenging child,” and they felt “unprepared to deal 

with the EBD students who were suddenly mainstreamed back into the regular classroom 

setting.” Teachers indicated that they felt they did not have the skills or management strategies to 

deal with these students’ behavioral needs and frequently resorted to office referral as the first 

line of defense when discipline problems surfaced.  

Teachers’ narrative comments across individual interviews seemed to reflect this 

prevailing sentiment. During an in-depth interview a veteran teacher expressed her concerns in 

the following manner: 

They [students with chronic behavior problems] do so many things to distract others that 

I think we need to come up with some things to really get their attention so that they will 

take this more seriously.… I feel like I haven’t done as much for those kids this year at 

the high end of the spectrum because I have spent a lot of time with those two or three 

children who misbehave so much. 

A focus group participant testified: 

It [the behavior plan] works extremely well for the students that have some self-control 

and understand what they need to do. They can correct it. They can tell you what they 

should do. It is the kids that don’t have that ability for self-control or being responsible 
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for their own actions. It is those others that we have to find a way to reach. We used to 

have an ISS Class…. It just went away, and I think we need it back.  

Interviewees indicated that one of their greatest concerns was that students with recurring 

misbehavior or behavior disorders were hindering the learning of other students. They perceived 

they were losing a great deal of instructional time dealing with them. “We need to know more 

about what to do with those students who misbehave repeatedly, disturb others, and keep them 

from learning.” One teacher went so far as to say, “The only negative I see in the program is that 

it is almost impossible to be totally consistent with every situation because every situation is 

different.” 

 The teachers seemed to feel that there were occasions when they were unduly repeating 

positive, pro-active teaching and students still did not change their behavior. They maintained 

that additional consequences for this type of behavior should be identified and implemented. As 

one teacher reflected: 

What I like least is … for those students that the positive things don’t work for, we need 

something else. I know Dr. Alderman [program consultant/designer] told us when he met 

with us that there are some students this program may not work for at all…. We need to 

know more about what to do for them.  

Focus group participants in the third group session also indicated that teachers frequently 

felt the program did not always address the needs of chronic offenders in the classroom. When 

describing the situation in her classroom, a participant explained, “I would like to be able to go 

into a class and not referee all day. Teaching is what I was hired to do.” A faculty member in the 

same focus group maintained, “There should be a no tolerance policy. If you misbehave in the 

classroom, you are out of here.”  

 Members of this group suggested that there should be an alternative to Out-of-School 

Suspension (OSS) for these students where they can remain in school, receive their academic 

instruction, and be taught social skills, as well. They felt that “there needs to be problem solving 

with consequences.” One participant shared this perspective:  

There needs to be a place in school where we can send students who are misbehaving. 

They don’t always have to go home, but there needs to be a place for those that know 

when they get home all they are gong to do is ride their bikes … They are going to get 

their academics, but you could also say, “Today, boys and girls, it is my understanding 
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that you are in here because you don’t know how to behave in the classroom. So, in here 

that is what we are going to learn.” We don’t have the time or opportunity to teach what 

use to be taught at home but is now thrown on the church and school. 

Another member of the group offered this solution: 

There needs to be an alternative to Out-of-School Suspension. For some of these children 

whose parents do not work, that is a reward or some parents will take them to work. 

Some of these kids would love to go home and have lunch with their parents, watch TV, 

take a nap. I would love to do that too. There aren’t many consequences we can give 

them. We can’t paddle any more. The only thing to do is to send them home, and for 

most of them that is a reward. A lot of those severe cases need to be in class. 

Members of the second focus group agreed that an alternative was needed for students 

with challenging misbehaviors. They offered their suggestions as to what such a setting would 

look like. 

The class needs to have some direct instruction to teach these children how to correct 

whatever it was that sent them there … not just necessarily the normal academics they 

would have in the classroom. They need instruction that teaches them acceptable 

behavior, character, respect. I really do think that some of the issues with a lot of these 

students that are having severe behavior problems in the classroom come from … 

emotional behaviors. A lot of them are, but a lot of it is from lack of training that we have 

talked about – their environment. Even the parents don’t know how to do it. They don’t 

know what is unacceptable.  

Teachers emphasized repeatedly that having a variety of effective discipline strategies in 

place was essential for program success. As a focus group member made clear: 

I would like to see some other options available for children who are continuously 

disruptive, who exhibit extreme behaviors in the classroom and you have tried or 

exhausted your avenues for dealing with behaviors.  

Throughout their conversations, when responding to various questions, interviewees and 

focus group participants continued to maintain that the plan did not adequately meet the needs of 

the severely disruptive students. However, they also appeared to believe the consequences that 

were in place were not always sufficient to deter inappropriate behavior. 
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Insufficient consequences. Another theme related to teachers’ frustrations was the 

perceived need for more consequences, especially for students having severe behavior problems. 

Research indicates that negative approaches to handling discipline are ineffective and frequently 

result in increased misbehavior. However, some interviewees appeared concerned about the 

needs of repeat offenders and thought a more punitive approach should be taken.  

There are really no consequences to situations where you have utilized all the tools we 

have, and we come to administration for help. Administration’s hands are tied too. We 

have to have some area in there to be able to work and something built into the design to 

help these children with their severe behavior problems. 

Another interviewee shared this insight: 

The only thing that I would like to see done differently is more consequences, and I wish 

I had the magic answer but I don’t. Some kids could care less about things like having a 

time-out, and I know that there are not many consequences that really affect some of 

these kids.  

Focus group members seemed to agree. One participant offered this suggestion for stern 

consequences, “I think we all agree that we want tougher consequences … There needs to be 

some fear for bad choices, and the consequences need to be different.”  

This belief is epitomized in the comment: 

Some of the consequences we have now don’t have enough teeth in them. For some, it 

works great. For others, we have to find something to make them detour and think, “This 

is what is going to happen to me if I go in here.” It has to be strong enough so that if they 

have gone one time, they do not want to go back again…. Time out at school or home is 

about the biggest thing that happens now. For some of them it is not a punishment. They 

go home and play all day. They don’t get that negative consequence. 

Dependence on rewards for appropriate behavior. Another unintended consequence 

that emerged during the discussions was students’ dependence on rewards as a form of 

motivation for appropriate behavior. Teachers in one focus group reported that some students 

seemed to begin to “expect a reward for everything they do—good or bad.” “They expect a 

reward for things like picking up trash off the floor. They are not as intrinsically motivated. It’s 

‘What am I going to get?’ for doing something they are supposed to do.” “They come to school 
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to be entertained and not always to learn … not all students but a great number of them. They 

have to be entertained. We have lost our focus.”   

A focus group member explained her belief that “today’s society has conditioned students 

to feel they must be rewarded for doing what they should be doing anyway instead of being 

content with that feel good deep-in-your-heart feeling.”  Others contended that the reliance on 

rewards was a global issue and not unique to this school. This belief was reflected in statements 

such as: 

I don’t think that is true just at this school. I think that is true everywhere. When I was in 

school I don’t remember getting stickers. You did not get a cookie or anything for doing 

what you were suppose to do. You did it because you knew your mama and daddy were 

coming up there if you did something wrong. That was a long time ago, and things have 

changed a great deal.  

Other members emphasized the need to keep focused on doing whatever is necessary to 

adhere to the plan when dealing with discipline issues and that students should not expect to be 

pampered to get things done. An interviewee explained, “We need to get down to business, take 

care of it and move on. Kids today act as if they have to be babied or patted along. They don’t 

accept NO at all. They try to wear you down instead.” 

Summary 

 In summary, intended and unintended program consequences emerged when interviewees 

and focus group participants were asked to describe what they liked most and least about the 

behavior management program and when they were asked to identify challenges to program 

implementation. Analysis of their narrative comments indicated that teachers generally perceived 

that the intended consequences of program implementation included a number of positive 

outcomes such as unified staff commitment, clear expectations, improved student behavior, 

increased instructional time, decreased discipline issues and office referrals, and improved staff 

and student attitudes. However, overall, they also appeared to believe that the program had 

resulted in unintended consequences which included staff frustration, inconsistency in program 

implementation, resistance to change, inability to meet the needs of chronic offenders, 

insufficient consequences, and dependence on rewards and incentives. 
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CHAPTER 5 

 

SUMMARY, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

 

 
This final chapter of the dissertation contains a summary of the study and, as an aid to the 

reader, restates the research problem, reviews the major research questions and related inquiries, 

and briefly reviews the major methods used in the study. This discussion is followed by a 

presentation of the conclusions, implications for the future implementation of a comprehensive 

school-wide discipline program, Discipline with Unity, and recommendations for practice and 

additional research. 

Summary 

Educators and the general public identify school discipline as the most enduring and 

perhaps the most challenging issue confronting schools today (Algozzine, 2002; Colvin et al., 

1997; Rose & Gallop, 2000). Concern about student discipline has remained one of the top 

priorities identified by the Annual Gallop Poll of the Public’s Attitudes about Public Education 

since the poll’s inception nearly 40 years ago. Because of the stringent accountability standards 

educators encounter along with the mounting pressure to improve student behavior, classroom 

management and school discipline have been thrust to the top of the list of priorities facing 

educators. Research indicates that teachers are continuously confronted with a wide range of 

discipline problems (Kaufman, Chen, Choy, Peter, Ruddy, Miller, et al., 2001), creating a 

domino effect in which these experiences influence teachers’ perceptions of behavior 

management plans, thereby affecting their relationships and interactions with students, and 

ultimately influencing the school’s climate (Zeira, 2004). 

Today, educators are concerned about the social, emotional, and behavioral problems 

which students exhibit that disrupt the teaching and learning process. These issues are often 

antecedents to poor academic performance and more serious behavior problems. The need to 

improve school conduct and the need to address student behavior problems causes educators to 

search for programs that prevent or effectively manage these misbehaviors. The literature shows 

that in recent years numerous practices have been developed to deal with the problem of disorder 

in our nation’s schools. In an effort to create an orderly, respectful, and predictable environment, 

many schools have implemented school-wide behavior management systems. Some of the 

programs have generated positive results; however, research has shown that to insure maximum 
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success each school community should develop an individual plan tailored to address its own 

needs (Dwyer et al., 2000; Metzler et al., 2001; Nelson et al., 1998; Safran & Oswald, 2003). 

Research regarding the implementation of these individual plans within specific school settings 

is limited; therefore, this study examines one such comprehensive school-wide behavior 

management initiative, Discipline with Unity, to determine the impacts of program 

implementation. 

Due to an excessive number of office referrals for minor infractions and the teachers’ 

growing concerns regarding student discipline and school climate as revealed through office 

referral data, survey information, classroom observations, and conversations with teachers at a 

primary school in Southwest Georgia, the school staff and administrators decided to pursue the 

development and implementation of a school-wide discipline program. The faculty sought and 

received guidance from behavior management consultants, administrative staff, and the school’s 

Better Seeking Leadership Team to develop and implement a specific school-wide discipline 

plan, Discipline with Unity. The primary goal was to develop a plan that would decrease office 

referrals and hold students more accountable for their behavior and teachers more accountable 

for addressing behavior issues. Researchers suggest that implementing a school-wide discipline 

plan tailored to meet the needs of a particular school setting is one solution to the complex 

behavior management problem (Safran & Oswald, 2003; Wheeler & Anderson, 2002).  

This comprehensive behavior management program was first initiated at the GP primary 

school site at the beginning of the 2006-07 school year. After the school leadership team decided 

to implement the initiative, the consultant who designed the program assisted the school in 

planning an initiative for the specific school site. The leadership team used the process of 

collaboration to identify the strengths and weaknesses of the school’s discipline procedures prior 

to program implementation so that they could begin planning for staff development related to the 

identified needs. Before launching the plan, the team and discipline committee members worked 

together to tailor the program to meet the school’s particular needs while encompassing the key 

elements of an effective behavior management program.  

While there are different variations of school-wide systems of behavioral support, most 

have a number of similar components. A review of the literature indicates that common features 

of successful school-wide prevention programs may include: (a) total staff commitment to 

managing behavior; (b) clearly defined and communicated expectations and rules; (c) consistent 
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consequences for misbehavior; (d) clearly stated procedures for correcting inappropriate 

behaviors; (e) an instructional component for teaching students self-control and/or social skills 

strategies; and (f) a support plan to address the needs of students with chronic, challenging 

misbehaviors (CECP, 1997; Colvin et al., 1993; Fitzsimmons, 1998; Lewis, 1997; Rosenberg & 

Jackman, 2003; Warger, 1999).  

The literature further explains that schools with effective school-wide disciplinary 

systems follow several fundamental practices. These schools (a) invest in preventing disruptive 

behavior, (b) establish efficient systems for identifying and responding to at-risk youth early-on, 

(c) provide for intense interventions with the small number of students having chronic problem 

behaviors, and (d) collect and use information about student behavior to guide ongoing 

improvement (Horner, 2000 et al.; Scott & Hunter, 2001; Skiba & Peterson, 2000). 

Many of the core components and practices of an effective school-wide discipline system 

identified through a review of the literature are incorporated into the underlying principles of the 

Discipline with Unity behavior management initiative which was designed to help staff respond 

to student behavioral difficulties in a positive manner. The Discipline with Unity School-wide 

Discipline Plan has been defined as a universal behavior support plan that (a) includes 

interventions which are safe, sensible, structured, and successful; (b) includes mechanisms to 

clarify expectations, establish procedures, improve consistency, elevate levels of supervision, 

and identify responsibilities of students, parents, teachers, and administrators; (c) promotes 

strong commitment to school-wide procedures; (d) offers tools for behavior problem solving; 

(e) identifies methods for evaluating plan performance; and (f) provides a means of identifying 

aspects of the plan that need to be improved and/or modified over time. 

Through incorporating the fundamental program principles throughout all areas of the 

school campus, the staff hoped to achieve certain outcomes that research has associated with the 

implementation of effective school-wide plans. According to researchers such as Warger (1999), 

when schools implement an effective school-wide discipline plan, they can expect results which, 

along with other outcomes, include: (a) unified commitment; (b) clear expectations (c) improved 

student behavior, including time on task; (d) increased instructional time; (e) decreased 

discipline issues and office referrals; and (f) improved staff and student attitudes. Findings from 

research at the elementary school level support these conclusions (Horner et al., 2000). 
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In recent years, numerous practices and various models of school-wide behavior support 

systems have been implemented throughout the country to help deal with the problem of disorder 

in America’s schools. Those that have proven to be most effective have similar components and 

have had varying degrees of success. For the most part, the results have been favorable. One of 

the challenges in this case study is that little is known about the implementation of 

comprehensive behavior management programs at individual school sites. However, such 

knowledge is needed if educators are to put school-wide discipline programs into use. In this 

study, I describe the process of the implementation of a comprehensive school-wide behavior 

support initiative within a specific primary school setting.  

Statement of the Problem 

The limited research on the actual impact of using a school-wide discipline program in 

particular school settings indicates that further investigation regarding these programs is 

warranted. The main purpose of this study was to gain insights and understandings of the 

implementation of the Discipline with Unity behavior management plan within a specific school 

setting. The case study describes the experience by telling the story of an individual school 

which completed its second year of program implementation at the end of the 2007-08 school 

year. The objective of this investigation was to assess the impact of one specific school-wide 

discipline program on student behavior, school climate, and the perceptions and understandings 

gained by the staff while implanting this initiative. In addition, this investigation looked at the 

intended and unintended consequences of program implementation and identified the revelatory 

themes that surfaced from a review of teachers’ narratives of program implementation. 

The initial premise was that the study’s findings would increase understandings of the 

behavior management program and its effects. Specifically, school personnel would gain insights 

into what influences the program had on their perceptions of behavior management and what 

factors assisted or obstructed the implementation of the program. In addition, they would acquire 

an increased awareness of the intended and unintended consequences of implementing the 

program. This study would also identify program strengths and make recommendations for 

program improvement and modifications as well as open the door to subsequent research of the 

Discipline with Unity program and possibly similar behavior management programs in similar 

settings. Furthering research in this area should add information to the existing body of 

knowledge regarding the process of developing and implementing a positive school-wide 
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discipline initiative oriented toward preventing behavioral problems. However, the results may 

not be generalized to other settings. 

Major Research Question and Related Inquiries 

As defined in Chapter One, the general research question that guides this study is: What 

were the results of implementing a comprehensive school-wide discipline program (i.e., 

Discipline with Unity)? More specifically, this general question encompasses several related sub-

questions which guided this inquiry: 

1. What impact has the implementation of a school-wide behavior management plan 

 (i.e., Discipline with Unity) had on (a) student behavior (e.g., reducing student 

discipline referrals), (b) teachers’ perceptions toward behavior management, and 

(c) school climate?  

2. What revelatory themes emerge from teachers’ narratives of the implementation of a 

school-wide behavior management program? 

3. What are the consequences, both intended and unintended, of implementing this school-

wide behavior management plan? 

Review of the Methodology 

As explained in Chapter Three, this descriptive case study utilized a mixed methods non-

experimental research design with an emphasis on qualitative approaches to data analysis. 

In-depth interviews and focus groups were the primary sources of qualitative data collection; 

however, I also used resources that were quantitative in nature to examine the data across the 

3-year time frame, 2005-2008. By analyzing the data collected through multiple strategies, I 

endeavored to make sense of the behavior management program’s impact within a specific 

school setting. For this study, quantitative data were collected through discipline referral data 

and surveys. Descriptive statistics, frequency distributions, independent t tests, and one-way 

between groups analysis of variance (ANOVA) were performed to help analyze and evaluate the 

school-wide program’s impact on student behavior, teachers’ perceptions of behavior 

management, and school climate.  

The use of in-depth interviews, focus groups, and surveys allowed the researcher to gain 

access to more descriptive information and thus provided more insight into teachers’ 

perspectives of program implementation. Qualitative analysis techniques were used to derive 

themes and understandings of the behavior management program. Qualitative data collection 
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began by interviewing stakeholders and conducting focus group discussions in the spring of 

2008, the second year of program implementation, using open-ended questions to gain a broad 

understanding of the participants’ experience in implementing the program and the program’s 

impact on student behavior, teachers’ perceptions toward behavior management, and school 

climate. Details of a story emerged throughout the guided inquiry process to describe the 

implementation of a school-wide behavior management program as perceived by school staff. 

The interviews and focus group discussions were tape recorded, and the transcribed 

narrative comments were coded using marginal notes and computer software programs to sort, 

delete, replace, and develop themes. These findings were integrated with information received 

from school-administered discipline surveys and district-administered Correlates of Effective 

Schools Staff Perception Surveys given to staff and triangulated with information gained through 

student referral data to clarify emerging findings. For many qualitative researchers, the emphasis 

has shifted toward searching for additional interpretations rather than the verification of a single 

meaning (Flick, 2006). As suggested by Marshall and Rossman (2006), in “telling the story,” I 

interpreted the results in an effort to bring meaning to the emerging themes and patterns. The 

data analysis continued by noting the relationships of findings to those noted in previous studies. 

The results of the analyses were presented in Chapter Four. A number of conclusions were drawn 

based upon these results.   

Conclusions Related to Research Findings 

The conclusions of this study, derived from the findings, must take into account that this 

study was limited to teachers’ responses and data from one primary school having an average 

yearly enrollment of approximately 850 students in a large, mixed urban and rural school district 

in southwest Georgia. The investigation covered a 3-year span, 2005-2008, extending from the 

year prior to program initiation through the second year of implementation. 

 The value of examining referral and survey data along with narrative comments gathered 

through interviews and focus group discussions seemed to be validated in this study. The survey 

and office referral data were useful in helping to clarify emerging findings and to provide 

triangulation with information gathered through interviews and observations. The survey and 

referral data gave a numerical description of the perceptions of the process and the outcomes. 

The interviews, focus group discussions, and open-ended survey responses gave insight into the 

process as well as the intended and unintended program outcomes. Reviewing the quantitative 
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data that provided a numerical picture of program changes and perceptions in light of the 

qualitative data depicting the struggles and processes of change helped to determine the 

conclusions that will be presented in this chapter. The two are complementary of each other. 

Examining both data sets helped to provide better insights and understandings of the 

implementation of the Discipline with Unity initiative. When a finding is confirmed by two or 

more independent data sources, the uncertainty of interpretation is reduced. The conclusions in 

the following sections were presented only when confirmed by multiple data sources. 

A variety of factors appear to have influenced the implementation of the Discipline with 

Unity comprehensive behavior management initiative. Based on the results of this investigation, 

it can be concluded that this school-wide plan brought about a number of changes in beliefs, 

teaching approaches, and discipline. More specifically, findings indicated that program 

implementation had a generally positive impact on student behavior, teachers’ perceptions of 

behavior management, and school climate. However, concerns regarding program 

implementation were also identified. 

Student Behavior 

According to Warger (1999), when schools implement an effective school-wide discipline 

plan, they can expect results which, along with other outcomes, include improved student 

behavior, decreased discipline issues, and decreased office discipline referrals. Office referral 

data enable staff to make informed decisions about the focus of intervention efforts and long-

term efficacy.  

Interviewees’ and focus group participants’ narrative comments indicated that staff 

appeared to believe the behavior management program’s overall impact on student behavior had 

generally been positive and had resulted in decreased office discipline referrals. However, office 

referral data indicated that while the total number of student referrals decreased by 22% during 

program Year-1, the number rose again by 39% during program Year-2. This resulted in an 8.5% 

overall increase in the total number of referrals across the 3-year period. It is interesting to note 

that when comparing the baseline year to program Year-2, a reduction in second grade referrals 

was sustained for a total decrease of 26%; however, the total number of first grade referrals 

increased by 62% across the same 3-year period. A review of the office discipline referral data 

did not substantiate that the decrease in referral numbers that occurred during the first year of 

program implementation had been sustained during program Year-2. It could be concluded that 
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in keeping with the fundamental practice of investing in the prevention of disruptive behavior, 

some degree of progress toward the desired outcome of reducing office referrals was attained; 

however, this downward trend was sustained only in grade two. 

It is important to note that I remarked earlier that the study was not experimental; the 

findings could be attributed to factors other than the implementation of the behavior management 

program. For example, office discipline referrals may have decreased in some instances because 

the classroom teacher’s management skills improved over time through increased experience 

working with children or perhaps because second grade students were more familiar with the 

program’s rules and expectations since many of them had been at the site for the first two 

program years. Therefore, it should be noted that for the purpose of this study, reliability was not 

assessed and emphasis was not placed on determining whether referrals were directly linked to 

actual classroom behavior. 

It could be concluded that the increase in the number of referrals in some areas appeared 

to be due to several factors. Teachers speculated that the higher number of referrals in first grade 

compared to second grade referrals might have been due, in part, to the discipline program 

changes at H-in-H, our kindergarten feeder school. In fall 2006, the kindergarten had adopted the 

Conscious Discipline behavior management program which also emphasized a positive approach 

to discipline. However, based on their interactions with colleagues at the feeder school and their 

experiences working together in summer behavior management workshops, GP teachers 

surmised that the discipline expectations, procedures, and consequences established at H-in-H 

were less structured, less preventive, and more non-interventionist than those at GP. For 

example, kindergarten students who misbehaved were advised to go to their “safe place” until 

they felt ready to return to the class activities. Teachers at the research site seemed to believe that 

this difference in approaches to dealing with misbehavior may have resulted in inconsistencies 

when students transitioned from one school to another, and students sometimes had difficulty 

adjusting. In contrast, they perceived that there was more consistency when our second grade 

students transitioned to CC, the school serving third and fourth grade students. They speculated 

that this may have been due to the fact that the two schools had worked with the same behavior 

management consultant to develop their discipline plans and had similar discipline procedures in 

place. However, further study would be needed to examine referral patterns over time at the 
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school site and feeder schools and to help determine whether there were factors that contributed 

to the patterns or changes in data. 

A review of the literature confirms that clearly stated expectations, understood by 

everyone, form the foundation for schools to deal effectively with student behavior (Meyers & 

Pawlas, 1989; Montague et al., 1997; Protheroe, 2005). The literature explains that effective 

programs also recognize the need to plan ahead for a variety of student behaviors. Research 

suggests that while many children are able to make the transition from home life to the routines 

and procedures of school life at an early age, some students require more direct instruction and 

support (Warger, 1999). If transitions are accompanied by clear, well-defined routines, students 

will likely be more responsive to classroom rules and procedures (Warren et al., 2006). It could 

be concluded that transitioning students would benefit from being exposed as early as possible to 

behavioral expectations and consequences that are in line with those of the receiving school site. 

Wolfgang and Kelsey (1995) explain that it is during the early years of development that 

children should be developing an understanding of how their actions affect others. As Scott and 

Hunter (2001) found, by following the recognized practice of introducing the behavioral 

expectations early-on, it is possible that incoming students would be better prepared to transition 

into the GP setting. This preliminary training could strengthen consistency in program 

implementation and possibly play a role in reducing the number of first grade referrals. 

When comparing the referral data across the three years, one would have anticipated a 

reduction in office discipline referrals if the program had attained its goal of reducing student 

misbehavior. However, no statistically significant difference was found in the total number of 

referrals for the 3-year period of time. Also, when comparing points in time across the 3-year 

time frame a downward trend in referrals was sustained only in the month of November. It could 

possibly be concluded that there was an increase in problem behaviors during certain months; 

however, the data could be a sign of other factors. For example, during the month of March the 

total number of referrals decreased when compared to the previous month. Annual statewide 

academic assessments are usually administered in March. It is possible that teachers referred 

students less often during this period so that they would not miss class time during test 

administration. Also, at the end of program Year-2, referrals peaked in May. It could be noted 

that a change in administration was announced in spring 2008, and teachers may have felt less 
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inclined to handle discipline infractions themselves instead of directly referring the students to an 

administrator who would soon no longer be their immediate supervisor.  

As stated in Chapter Four, Tidwell, Flannery, and Lewis-Palmer (2003) offered several 

explanations for classroom referral data patterns. For example, they conceded that one 

justification for the overall patterns in classroom referral data might be the difficulty or pace of 

lessons at particular times of year. Typically, the beginning of the year is spent on review and 

introducing new skills. Then at mid-year teachers usually pick up the pace of instruction in an 

effort to complete the required curriculum for that year. Another possible explanation may be 

that referrals were lower at the beginning of the year because teachers were more tolerant and 

students were still learning routines and expectations. However, further study would be needed 

to better understand whether the noted differences were attributed to changes in student or 

teacher behavior. 

Incidents related to aggressive behavior, rudeness/disrespect, class misconduct, and 

fighting remained primary areas of concern across all three years for which data were collected. 

This pattern appears to be consistent with the findings of Colvin (2007) who examined office 

referral data in a number of schools and found that fighting was among the most common 

problem behaviors resulting in office referral; other recurring infractions included aggression, 

defiance, disruption, and harassment. While one of the key behavior management program goals 

was to reduce incidents of misbehavior, the decrease remained constant in only one primary 

infraction area—class misconduct. The number of referrals for aggressive behavior and 

rudeness/disrespect rose consistently across all three years. While the number of incidents related 

to fighting decreased in program Year-1, the number doubled the following year. Again, it could 

be concluded that the impact of implementing the behavior management program on student 

behavior, as reflected in the number of office discipline referrals, was more apparent during the 

first year of implementation. This appears to be consistent with comments provided by both 

interviewees and focus group participants who described the importance of remaining consistent 

and faithful to the discipline program.  

Studies have indicated that one of the key limitations of school-wide primary intervention 

plans has been lack of attention to program fidelity (Gottfredson et al., 1993; Metzler et al., 

2001; Sprague et al., 2001). Although input from all stakeholders was considered when 

developing and revising the school-wide plan, evidence indicated that not everyone followed the 
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program with the same degree of fidelity. Survey results supported the finding that one of the 

key program challenges was that some staff did not fully implement the program, as designed. 

This, in turn, could have had an effect on the apparent lack of progress in reducing referrals in 

specific areas of infraction. However, it is interesting to note that when interviewees were asked 

to rate their degree of fidelity in implementing the school-based management program on a scale 

of 1 to 5, 79% (n = 11) of the staff interviewed gave a rating of 4, indicating that teachers seemed 

to believe they generally demonstrated a high degree of fidelity in following through on program 

implementation. Further investigation into program fidelity is warranted.  

It could also be concluded that, based on the office discipline referral data and narrative 

comments, a relatively small number of individual students accounted for the majority of 

discipline referrals each year. It is possible that targeting behavioral interventions to address the 

specific needs of this small group of students could help to decrease the overall number of 

referrals. Also, it could be concluded that a limited number of teachers who had been at the 

school for the 3-year time frame initiated a large number of referrals. With a few exceptions, 

there did not appear to be a consistent pattern of teachers who were responsible for making more 

than 16 office referrals per year. While 15% (n = 5) of the teachers made more than 10 referrals 

during the baseline year, the percentage decreased to 12% (n = 4) in program Year-1. However, 

when comparing the baseline year to program Year-2, the percentage doubled for a total of 30% 

(n = 10). Based on referral data alone, it is not possible to determine whether this pattern is due 

to factors such as class composition, years and type of teaching experience, environmental 

factors, fidelity to program implementation, or other issues. It could be suggested that additional 

support or targeted staff development might be provided to help this small group of teachers 

develop skills and strategies for dealing with misbehavior. 

It should be noted that the results of the analysis of teachers’ narrative comments and 

survey results identified several factors that staff felt could possibly have contributed to changes 

in the referral patterns during program Year-2. Of particular concern was the additional 

assistance needed in dealing with especially challenging students. As the school entered its 

second year of implementing the behavior program, administrators’ options for dealing with 

severely disruptive students were reduced when the In-School Suspension (ISS) Program was 

eliminated. Concurrently, the program for students with Emotional Behavioral Disorders (EBD) 

was placed on-hold, and EBD students were mainstreamed into the regular education classrooms. 
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However, as the year progressed, some teachers felt that they could not adequately meet these 

students’ behavioral needs and argued that students with chronic discipline problems were 

interfering with other students’ learning. Staff also appeared to believe that there were not 

sufficient consequences in place that would prevent severely disruptive students from repeating 

their misbehavior. Also, students’ inappropriate actions appeared to have a negative impact on 

students who might have a tendency to emulate the misconduct. It could be concluded that these 

significant program changes impacting the potential placement and interventions for students 

with particularly challenging behaviors could have contributed to changes in referral patterns.  

In spite of the erratic referral number patterns, based on the results of an analysis of 

teachers’ narrative comments and survey responses, it could also be concluded that their overall 

impressions of the program’s impact on student behavior in a number of areas had generally 

been positive. Teachers appeared to believe that program implementation had resulted in some 

degree of (a) increased student accountability, (b) decreased referrals, (c) improved learning 

atmosphere for students, (d) increased awareness of behavioral expectations and consequences, 

(e) consistency for students in a large school setting, and (f) smoother student transitions 

between grade levels and among schools. However, it could also be concluded that while 

teachers acknowledged that the program had provided them with a variety of behavior 

management strategies, they seemed particularly concerned that the program did not appear to 

adequately address the needs of chronic offenders.   

While preventive positive measures for dealing with student misbehavior were 

implemented and a number of improvements in student behavior were noted, teachers continued 

to have difficulty with the severely disruptive student. Research has shown that schools with 

effective school-wide disciplinary systems follow several practices including the provision of 

intense interventions with the small number of students having chronic problem behaviors 

(Colvin et al., 1993; Horner et al., 2000; Rosenberg & Jackman, 2003; Scott & Hunter, 2001; 

Skiba & Peterson, 2000; Warger, 1999). Although one of the key components included in the 

Discipline with Unity model was the referral of chronically disruptive students, teachers 

appeared to feel that they were unjustifiably repeating positive, pro-active teaching for these 

students. They perceived that this took time away from academic instruction, yet frequently did 

not alter student behavior. The faculty felt that more stringent consequences for this type of 

behavior should be identified and implemented. While staff members’ narrative comments and 
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survey results indicated that they seemed to believe they dealt with students in a positive manner, 

they also maintained that negative consequences were essential for some students. 

This position was in contradiction to research that concluded schools with effective 

disciplinary plans focus on positive—rather than reactive or punitive—measures and invest in 

the prevention of disruptive behavior (Horner et al., 2000; Sugai et al., 2000). According to 

research, punishment has no logical relationship to the child’s misbehavior; nor does it provide a 

model for more appropriate behavior. In fact, research has shown that reactive discipline systems 

are ineffective and frequently compound the problem resulting in increases in problem 

behaviors, rather than improvements in behavior (Bear, 1995; Hyman & Perone, 1998; Lipsey & 

Wilson, 1993; Mayer, 1995; Metzler et al., 2001; Rosenberg & Jackman, 1997; Wolfgang & 

Kelsey, 1995). It could be concluded that while teachers reported a need for additional 

consequences, none of the immediate stakeholders involved in the discussions had been able to 

identify consequences that had proven to be successful in deterring disruptive behavior.  

As presented in this section, based on the results of the study, a number of conclusions 

could be drawn regarding the impact of implementing the school-wide behavior management 

program on student behavior. Additional conclusions that could be derived regarding the 

program’s impact on teachers’ perceptions of behavior management follow.  

Teachers’ Perceptions of Behavior Management  

Guskey (1994) stated that successful change hinges on the smallest unit of the 

organization, which in this case is the teacher. This belief is supported by researchers such as 

Hansel and Childs (1998) who concluded that perhaps the most important element in creating a 

school with an effective behavior management program is the people who are ultimately 

responsible for effective change. Studies have also shown that in safe, well-managed schools, 

there was commitment on the part of all staff to establish and maintain appropriate student 

behavior (Cotton, 1991; Huber, 1993). These findings were also supported by Nelson et al. 

(1998) who found that the positive commitment of staff and administrators plays a major role in 

managing disruptive behavior. It could be concluded that, based on the results of this 

investigation, implementing the behavior management program had a definite impact on 

teachers’ behavior and attitudes toward behavior management.  

Results of the investigation indicated that early in the implementation phase, there was a 

strong emphasis on identifying the faculty’s core beliefs and examining school-wide initiatives 
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that had proven successful in similar settings. After being involved in the program, a number of 

participants reported a change in attitude and beliefs. Marr et al. (2002) and Warger (1999) 

indicated that when schools implement a unified discipline plan, one of the positive outcomes 

that can be expected is improved staff and student attitudes. In this study, a positive change in 

teachers’ beliefs was demonstrated through (a) the implementation of new approaches to 

addressing discipline issues with increased emphasis on positive consequences; (b) additional 

instructional strategies aimed at helping students internalize appropriate social skills, problem 

solving, and accountability; (c) taking steps to establish a climate of uniform expectations with 

increased communication among stakeholders; and (d) making efforts to share responsibility for 

discipline among faculty and administration. For example, instead of responding to student 

misbehavior by becoming upset or angry, findings seemed to indicate that teachers generally 

understood the clearly defined rules and expectations for behavior and had learned to respond 

with a variety of planned strategies rather than becoming emotionally involved. This practice has 

been supported by researchers who found that negative reactions and consequences do not teach 

better ways of behaving, but may create feelings of resentment or frustration in students (Colvin 

et al., 1993; Lipsey & Wilson, 1993; Mayer, 1995). 

Results indicated that several factors seemed to influence the outcomes of the behavior 

initiative. A major focus of the initiative was to make school expectations clear so that all school 

personnel and students knew what was expected of them. Prevention efforts were focused toward 

building a more positive environment. The focus shifted away from administering negative 

consequences and removing disruptive students from the classroom towards learning more 

effective ways of dealing with student misbehavior. All of these elements were in place, to some 

extent, and seemed to have had an effect at the end of program Year-2. 

Statistically significant discipline survey results regarding the program’s impact on 

teachers’ perceptions toward behavior management were somewhat limited. The limited 

variation between 2007 and 2008 survey response ratings may be due, in part, to the fact that the 

respondents were basically the same for both survey administrations. As noted in Chapter Three, 

the school experienced very little turn-over throughout the 3-year period. However, based on the 

results of this investigation, it could be concluded that opinions regarding the impact of 

implementing the comprehensive program on teachers’ perceptions of behavior management 

were somewhat mixed. Staff appeared to believe that at the end of program Year-2 (a) the 
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school’s discipline plan was more fully implemented, (b) teachers received more timely feedback 

after a referral was made to an administrator, and (c) there was increased administrator presence 

and visibility during class changes. In contrast, they also seemed to believe that at the end of 

program Year-2 (a) staff commitment to following stated procedures was not as strong; (b) there 

appeared to be less trust among staff members; (c) in direct contradiction to the program’s 

advocacy of “public praise, private consequences,” teachers publicly kept track of students’ 

discipline warnings; (d) teachers’ interventions were less frequently followed by appropriate 

consequences; and (e) teachers had not accepted their responsibilities for maintaining appropriate 

student behavior as fully as they had in program Year-1.  

It could be concluded that as time passed, although respondents’ perceptions of the 

program’s positive impact in certain areas appeared to decline slightly during program Year-2, 

teachers sensed that the program’s overall impact had generally remained positive. Staff 

appeared to believe that administrative support for dealing with discipline issues had increased; 

however, they felt there was less evidence of shared decision making. Teachers seemed to 

believe that across the two program years (a) the staff had maintained clear, consistent rules, 

expectations, and procedures throughout all areas of the school campus and (b) teachers were 

reasonably—although not completely—consistent with discipline and management decisions. 

There was also a slight decrease in staff members’ perceptions that adequate provisions and 

consequences were in place for dealing with chronic offenders. It could be concluded that more 

options were needed for dealing with students who frequently disrupted instruction. Similar 

conclusions were drawn when examining the results of the investigation into the program’s 

impact on student behavior.  

As stated, research has shown that certain factors accompany an effective preventive 

school discipline program (Alderman, 2000; Duke, 1986; Lasley & Wayson, 1982; Protheroe, 

2005; Short, 1988). Among these features are a visible supportive principal and the delegation of 

discipline authority to teachers to deal with routine classroom discipline problems. It could be 

concluded, based on the results of this study, that teachers appeared to feel empowered to deal 

with day-to-day discipline issues without relying extensively on administration and had the 

autonomy to determine the appropriate level of interventions. However, as time passed they 

appeared to become more reliant on administrators for handling discipline problems. Research 

has shown that when teachers feel inadequate to address a discipline situation, they may react by 
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using negative consequences or choosing an inappropriate intervention (Scott, 2003; Zabel & 

Zabel, 2002). Survey results indicated that this is what some teachers had done in program Year-

2. While teachers generally believed they were part of the decision-making process, based on the 

moderate 3.3 mean response rating, perhaps the process could be examined to determine steps 

that could be taken to help increase staff involvement. While the level of trust between faculty 

and administration appeared to increase slightly, based on the modest 3.13 mean response rating, 

this area could also be examined to identify what could be done to improve this trust as well as 

the trust among teachers. 

Teachers also appeared to believe they dealt with students in an affirmative manner; 

avoided negative emotional involvement (e.g., yelling, screaming, and sarcasm); ignored minor 

problems; avoided blaming students; and concentrated on the “caught being good attitude.” 

However, mean response ratings declined slightly in all of these areas. It could be concluded that 

ongoing support and program review are needed to help teachers maintain a positive focus which 

is essential to the success of the program.  

It could also be concluded from the results of this investigation that after implementing 

the school-wide behavior management program a number of teachers’ perceptions toward 

behavior management changed. It appeared that most teachers were generally pleased with the 

program and after being involved in implementing the program, they employed, at least to some 

degree (a) a positive, proactive focus when dealing with misbehavior, (b) clearly defined and 

communicated expectations and rules, (c) clearly stated procedures for correcting inappropriate 

behaviors, (d) consistency and unity of implementation, (e) a variety of behavior management 

strategies, and (f) supporting documentation of misbehavior. Based on the results of this study, it 

could also be concluded that implementing the program had a direct impact on their teaching as 

related to behavior management by providing (a) increased teaching time, (b) increased 

understanding of students’ needs, (c) intensified focus on behavioral and academic goals, and 

(d) increased focus on teaching discipline and social skills. Research has shown that these 

identified program outcomes are indicative of an effective school-wide disciplinary system and 

should be encouraged (Colvin et al., 1993; Horner et al., 2000; Rosenberg & Jackman, 1997; 

Scott & Hunter 2001; Warger, 1999).  

Based on the results of this inquiry, it could also be concluded that the staff felt that a 

school-wide initiative to teach social skills was an important part of an effective discipline plan. 
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Small-scale studies in elementary schools indicate that using a proactive, preventive approach to 

discipline issues coupled with social skills training has resulted in school-wide reductions in 

discipline referrals (Putnam et al., 2003; Twemlow et al., 2001). In their study of positive 

behavior support systems, Jones, Sheridan, and Binns (1993)  program 

benefits would depend on the continuity and reinforcement of the skills in the students’ social 

environment and that the teaching of social skills should be individualized and related to need. 

However, even after focusing attention on teaching social skills, teachers reported that a number 

of students were not internalizing the use of acceptable social skills and staff still had to 

frequently repeat prompts reminding students to use appropriate behavior. 

In addition to the focus on social skills instruction, it could be concluded that teachers 

had successfully implemented a variety of behavior management strategies specifically designed 

as part of the Discipline with Unity plan. Finding out more about teachers’ perceptions and ideas 

regarding effective discipline practices and strategies as they continue implementation could also 

suggest new answers to the question of which strategies and programs are successful in helping 

teachers handle behavior problems and reduce discipline referrals.  

Findings from this investigation were in line with other studies of effective school-wide 

behavior initiatives. In their study of the Prevention, Action, and Resolutions (PAR) program, 

Rosenberg and Jackman (1997, 2003) found that after being part of an effective school-wide 

positive behavior support program teachers reported that they felt less stress, experienced more 

collegiality, and felt more empowered to change their teaching environments.  

Based on their extensive work in schools implementing such plans, Horner et al. (2000) 

concluded that schools with effective disciplinary plans focus on positive—rather than reactive 

or punitive—measures; have clearly stated rules and procedures; incorporate a variety of 

strategies for addressing misbehavior; and invest in the prevention of disruptive behavior. In 

return, they experience positive outcomes. Findings from their ongoing research and 

observations at the elementary and middle school level show that (a) improvements in behavior, 

(b) academic gains, and (c) increases in instructional time occur when such school-wide 

discipline programs are implemented. Similar results were found in this study. Comparable 

findings have also been revealed when school-wide behavior management systems that were 

proven to be effective in reducing student misconduct have been implemented throughout the 

United States (e.g., Cotton, 1995; Gottfredson et al., 1993; Rosenberg & Jackman, 2003; 

 speculated that long-term
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Sugai et al., 2000).  

As presented in this section, based on the results of the study, a number of conclusions 

could be drawn regarding the impact of implementing the comprehensive discipline program on 

teachers’ perceptions of behavior management. Additional conclusions could be derived 

regarding the program’s impact on school climate and are described in the following section.  

School Climate 

The climate of a school reflects the shared beliefs of the people who work and learn 

within it and helps to provide the foundation for a rigorous educational program. These shared 

convictions are reflected in the key beliefs and values that influence the behavior and attitudes of 

those who hold them. When the climate is right, staff and students are more motivated to do their 

best, behaviorally and academically.  

Over the last two decades there has been a growing body of research that confirms the 

importance of a supportive school climate in creating an environment that is conducive to 

students’ success (e.g., CSEE, 2007; Marzano et al., 2001). It has been found that a positive 

school climate can yield positive educational and psychological outcomes for students and 

school personnel; similarly, a negative climate can prevent optimal learning and development 

(Kuperminc, Leadbeater, Emmons, & Blatt, 1997). 

One of the keys to establishing a positive school environment is the implementation of an 

effective discipline program. However, in a school each person may have a different perception 

of what constitutes acceptable behavior and the behavior management strategies that are 

appropriate for dealing with misbehavior. Dealing with and preventing discipline problems 

requires acceptance that each school has its own unique personality and developing a plan that 

meets the school’s and staff members’ unique needs. Implementing an effective discipline 

program also requires that the staff members who are responsible for implementing the program 

buy in to the program and work together to be involved in making and carrying out the day-to-

day decisions that, in the long run, help to establish a program’s success (Hansel & Childs, 1998; 

Rosenberg & Jackman, 2003; Safran & Oswald, 2003). The teachers at the school site worked 

closely together to ensure that from its inception the plan was designed to address issues such as 

these. However, based on the results of this investigation, it could be concluded that while 

teachers collaborated to develop and implement the plan, they appeared to be less trustful of each 

other during program Year-2. Hansel and Childs (1998) concluded that in creating a school with 
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a positive climate, school-wide behavior management policies encourage a win-win situation for 

all stakeholders. However, the researchers also noted that teachers reported the greatest challenge 

in developing and implementing a safe, supportive school climate is ensuring that school staff 

continue to strive together as a team to accomplish this goal. After completing their meta-

analysis of behavior support systems, Safran & Oswald (2003) concluded that if a school decides 

to implement a positive school-wide behavior support system, one of the factors that must be 

addressed to ensure success is collaboration among staff. Based on the results of these 

investigations, it could be concluded that to ensure a safe, productive environment the school-

wide behavior management program objectives need to be revisited periodically to ensure that 

everyone is working together as a team toward the same goals.  

Teachers must implement effective behavior management procedures to maintain a 

quality learning environment and to ensure a positive school climate (Malone et al., 1998). To 

attain these goals, it is important to implement school-wide discipline systems designed to ensure 

student and staff success, not just to control problem behavior (Sugai & Horner, 2006). While 

staff indicated that they perceived GP had a positive school climate, it can be concluded that 

several major discipline areas continued to be of concern. Among these was aggression which 

research has identified as one of the most common infraction areas warranting referral to the 

office (Colvin, 2007). However, according to Wilson (2004), even a positive school climate does 

not always reduce the likelihood of aggression. As noted earlier, results indicated that efforts will 

need to continue to address specific areas of discipline infractions. 

It could be concluded from the results of this investigation that at the end of program 

Year-2, a number of staff believed that school discipline was still a major concern affecting the 

climate at the specific site and that the discipline program needed additional attention. Prior to 

implementing the program, staff had maintained that there needed to be a better-defined 

discipline plan. However, even after the plan was initiated the faculty appeared to believe that 

more support and additional alternatives were needed, especially in dealing with students with 

severe behavior problems. Researchers have identified the importance of having a system in 

place to help staff deal with chronic misbehavior when trying to establish an overall school 

climate where students feel supported in their learning and development (Wilson, 2004). Furlong 

and Morrison (2000) also suggested that an important component of a positive school climate 

involves creating systems of support for disruptive students, especially in times of crisis. It could 
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be concluded that more emphasis needs to be placed on cultivating such a program of support if 

a positive school climate is to be attained. 

Faculty at the research site appeared to believe that the behavior management program 

had positive aspects such as helping to establish a pleasant school environment and universal 

behavior expectations; however, consistency in implementation, a key component of an effective 

discipline program, was still lacking. Researchers have discovered common characteristics in 

schools that have established a positive school climate. Among these are fair and consistent 

discipline policies (Dwyer et al., 1998; Moos, 2003; Wilson, 2004). Research and practice have 

demonstrated that a disciplined school climate conveying order, a sense of community and 

continuity, and higher consistent behavioral expectations for both staff and students have a 

positive impact on the learning community (CSEE, 2007; Dwyer et al., 2007). It could be 

concluded that taking steps to ensure consistency in program implementation would be beneficial 

in the faculty’s efforts to support a school-wide plan that fosters a positive school climate and 

student-centered learning environment (Duke, 1998; Safran & Oswald, 2003).  

It could be concluded, based on the results of the Correlates of Effective Schools Staff 

Perception Survey and teachers’ narrative comments, that the school climate became more 

orderly during the first year of program implementation; however, the climate had appeared to 

decline in some areas and classroom disruptions had increased during program Year-2. In spite 

of this shift, staff still did not appear to believe that class disruptions had reached a level that 

would affect their sense of safety and security.  

Rosenberg and Jackman’s school-wide discipline research (2003) indicated that in 

schools where successful school-wide programs are implemented educators respond proactively 

and positively to misbehavior, instead of reacting in the heat of the moment. In response, 

students react better to consistency and more positive approaches, and consequently, teacher 

stress is reduced. Some teachers implementing the behavior management program reported an 

overall change in the climate of the school. They felt that this was due to teachers working 

together toward a common goal. The school environment seemed to portray a more caring 

atmosphere as demonstrated through an increased emphasis on using teaching social skills and 

problem-solving strategies instead of immediately resorting to punishment to address 

inappropriate student behavior. The literature shows that in schools with warm and welcoming 

positive climates, and where students feel safe from harm and humiliation, students experience 
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greater commitment to learning (Wilson, 2004). It could be concluded that since the staff finally 

had a plan in place for dealing with misbehavior, they seemed to address the situation and move 

on, in most instances, without as much emotional stress. Research supports the importance of 

developing positive relationships among students and teachers in building a positive educational 

and social climate in a school (Moos, 2003; Wilson, 2004). In effective schools, students and 

staff work together to develop an environment that fosters a positive school climate as reflected, 

in part, through students’ and teachers’ positive interactions with each other (Duke, 1986; Safran 

& Oswald, 2003).  

It could be concluded, at least to some degree, that teachers’ perceptions of the program’s 

impact on school climate were also mixed. It appeared that faculty members generally believed 

that the program had helped to (a) promote a generally positive atmosphere in which staff taught 

and modeled appropriate social skills, (b) establish a climate of uniform expectations, and 

(c) increase the lines of communication regarding discipline among staff and parents. A review 

of the literature substantiates the importance of all three elements in securing a positive school 

atmosphere that is conducive to students’ success (CSEE, 2007). Various studies have identified 

a positive school climate as a key factor in maintaining order in schools (e.g., Purkey & Smith, 

1983; Wang et al., 1993; Wilson, 2004). However, some teachers at the specific school site 

where the study took place appeared to believe that negative impacts on school climate were still 

evident at the end of the second year of program implementation. They seemed to feel that this 

negativity was a result of several factors including (a) varied views of the level of administrative 

support; (b) misunderstanding the office referral process on the part of some staff members;  

(c) a lack of consistency and follow-through in carrying out the established expectations in some 

instances; and (d) a general resistance by some staff to the changes required in implementing the 

program, as designed. However, research has shown that when students, teachers, staff and 

parents collectively and consciously decide to improve school environment, successful climate 

change is possible (Wilson, 2004). It could be concluded that efforts need to be continued to 

ensure buy-in and cultivate collaboration if the program is to achieve its intended outcome of 

helping to establish a safe and secure learning environment.  

While it could be concluded that staff, in general, seemed to believe the program helped 

to promote communication with parents, some maintained that lack of parental support was still 

an obstacle in maintaining a positive school climate. At the end of program Year-2, some 
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teachers also appeared to remain skeptical about the program’s capacity to meet the needs of 

disruptive students, and conflicting opinions were expressed regarding the program’s impact on 

the climate in non-classroom settings. Studies have shown that misbehavior in non-classroom 

settings such as hallways, playgrounds, and cafeterias accounts for nearly half of the behavior 

problems in school (Colvin et al., 1997). It could be concluded that to help cultivate a more 

positive climate school-wide, additional emphasis might be placed on reinforcing acceptable 

behavior and practicing appropriate social skills in all areas of the school as provided for in the 

behavior management program’s core principles.  

The air of negativity that seemed to accompany some aspects of the implementation of 

the discipline initiative was unexpected. These sentiments seem to have been reflected in the 

apparent sense of frustration and, in some instances, resistance to program implementation 

demonstrated by some teachers. However, this may have been due, in part, to factors other than 

the behavior management program itself. For example, during the 2007-08 school year, as part of 

the No Child Left Behind Act schools in the district were strengthening adherence to the 

Response to Intervention process which required additional time to meet and execute several 

tiers of behavioral interventions before considering student placement into additional service 

programs. With the extended Student Support Team (SST) process timeline, staff perceived that 

the needs of severely disruptive students were not always addressed by the support team or 

supplementary service providers within a time frame deemed reasonable by the classroom 

teachers. Also, during the spring 2007-08 data collection period, the primary school was going 

through a number of unanticipated changes. For example, in the spring of 2008 just prior to the 

administration of the Discipline Survey and Correlates of Effective Schools Staff Perception 

Survey, the district announced that a decision had been made to replace the school principal who 

had been at the site for all three years of the study. Also, the school social worker, Math 

Academic Coach, and school counselor who were all important members of the Discipline with 

Unity Leadership Team announced that they were leaving the school district at the end of the 

2007-08 school year.  could possibly have had a negative 

impact on staff’s attitudes. In turn, this could possibly have influenced teachers’ narrative 

comments regarding program implementation and contributed to the decline in mean survey 

response ratings. 

 This unexpected change in leadership
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As described in this section, based on the results of the investigation, a number of 

conclusions could be drawn regarding the impact of implementing the comprehensive discipline 

program on school climate. Further conclusions regarding the revelatory themes that emerged 

during the investigation of the impacts of implementing the comprehensive school-wide 

discipline program are presented in the following section.  

Revelatory Themes 

It could be concluded that implementing the comprehensive behavior management 

initiative had been a more complex process than initially expected. As discussed in Chapter Four, 

it became apparent during this investigation that some staff members held strong convictions 

regarding certain aspects of program implementation. For example, even after the program had 

been in place for nearly two years, staff had mixed feelings about the program’s success in 

attaining its intended outcomes. To shore up the plan, a number of staff strongly advocated for 

the provision of (a) additional assistance and consequences for chronic offenders, (b) ongoing 

discipline training and support through efforts such as mentoring, and (c) ensuring consistency in 

adhering to the program. Based on an analysis of the recommendations that staff who had been 

an integral part of the plan for two years would suggest for other schools considering the 

implementation of a similar initiative along with other narrative comments, several conclusions 

regarding steps that could be taken to strengthen the discipline plan could be offered. For the 

school-wide program to succeed, it is essential to revisit the plan periodically to ensure that 

stakeholders (a) nurture collaboration and continue to solicit input from all stakeholders, (b) hold 

everyone accountable for what does and does not work when implementing the program, and 

(c) remain consistent yet flexible enough to revise the program, when needed, to help accomplish 

the program’s anticipated goals. These suggestions are in line with other studies regarding 

school-wide discipline practices. 

Findings from the 3-year National Study of Delinquency Prevention in Schools in which 

nearly 1,300 principals, 13,000 teachers, and 16,000 students were surveyed to find out about 

stakeholders’ perceptions of prevention activities, safety, delinquent behavior, and other aspects 

of school climate indicated that only about 10% of our nation’s schools report minimally 

adequate discipline practices. The evidence also implied that the quality of most kinds of 

prevention activities designed to address school-wide discipline and classroom management can 

be improved (Gottfredson et al., 2000). It is evident that much growth is still needed in these 
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areas. As part of the delinquency prevention study and in their re-analysis of Safe Schools data 

collected from over 600 schools, the Gottfredsons (1989) made recommendations that were very 

similar to those offered by GP faculty to reduce discipline problems and improve school climate. 

The researchers concluded that to help improve student behavior schools should make ongoing 

efforts to institute programs that clarify school rules and have unified expectations while 

ensuring consistency of rule enforcement. They also recommended conducting regular school 

discipline policy reviews followed by revisions to meet the school’s identified needs. It can be 

concluded that the faculty involved in the implementation of the Discipline with Unity school-

wide initiative felt very strongly that the program has areas that warrant additional consideration. 

They believe that improvement is needed just as it is necessary in many other similar school-

wide discipline programs throughout the nation. However, it should be noted that the teachers’ 

concerns and suggestions for strengthening the discipline program are very much in line with 

those described by other researchers who have identified the key components of effective school-

wide behavior initiatives (e.g., Gottfredson et al. 2000; Protheroe, 2005; Rosenberg & Jackman, 

2003; Sugai & Horner, 2006; Wayson et al., 1982).  

Additional conclusions could be drawn regarding the intended and unintended 

consequences of program implementation. These are described in the following section. 

Intended and Unintended Consequences of Program Implementation 

Implementing the Discipline with Unity program brought about changes in (a) student 

behavior, (b) teachers’ perceptions toward behavior management, (c) teaching approaches and 

strategies for dealing with student misbehavior, and (d) school climate. While the initial 

assumption was that implementing the comprehensive school-wide discipline initiative would 

lead to a reduction in discipline referrals, improved teacher perceptions toward school discipline, 

and enhanced school climate, the anticipated program outcomes were not fully achieved. It can 

be concluded that, among the intended consequences that were attained, at least to some degree, 

were (a) unified staff commitment, (b) clearly defined expectations and rules, (c) improved 

student behavior, (d) increased instructional time, (e) decreased discipline referrals (i.e., grade 2), 

and (f) improved attitudes for a number of staff and students. These findings were consistent 

with the research literature which indicated that when schools successfully implement a unified 

discipline plan, they can expect positive outcomes which include: (a) improved student behavior, 
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including time on task; (b) decreased discipline issues and office referrals; and (c) improved staff 

and student attitudes (Marr et al., 2002; Warger, 1999).  

In offering a possible explanation as to why the program attained some measure of 

success, findings from other studies could be considered. Researchers investigating school-wide 

behavior support programs at various sites have concluded that in the few schools where only 

minor improvements occurred, the cause was often attributed to mitigating circumstances. 

Examples of these conditions include (a) high administrative, teacher, and student turnover; 

(b) large numbers of uncertified teachers; (c) unpredictable administrative support; (d) nominal 

efforts to revisit and reflect on the original discipline plan; and (e) little attention given to data 

collection (Rosenberg & Jackman, 1997, 2003). However, results of this investigation indicated 

that these circumstances were not present at this particular research site and subsequently did not 

interfere with or hinder program implementation. 

Surprisingly, a number of program outcomes identified through the study were 

unintended and not in line with program goals. While interviewees’ descriptions of the 

program’s impacts were positive, to some extent, it can be concluded that the unintended 

consequences included (a) frustration for some staff members, (b) resistance to change, 

(c) the program’s inability to satisfactorily meet the needs of chronic offenders, (d) insufficient 

consequences, and (e) dependence on rewards and incentives for appropriate behavior. The 

initial assumption was made that all staff would follow the guidelines of the Discipline with 

Unity process. However, the results of the investigation indicated that some staff members did 

not adhere to the program guidelines with fidelity. The sense of frustration, inconsistency, and 

resistance to change did not appear to be pervasive among the faculty; instead, it appeared to be 

limited to a few staff members. Results indicated that this lack of buy-in among some staff 

members could have been due, in part, to their unwillingness to familiarize themselves fully with 

the plan or to implement the plan as intended.  

As to the concern expressed by some teachers regarding the use of rewards, the literature 

does not appear to support the argument against the use of rewards and incentives. While some 

teachers seemed to believe implementing the school-wide program resulted in an 

overdependence on rewards, research has indicated that setting behavioral expectations and 

rewarding appropriate behavior has resulted in reduced aggressive behavior (Kellam et al., 

1998). In fact, research has shown that providing more attention to incentives and positive 
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consequences may be beneficial in promoting and maintaining appropriate behavior in many 

situations where other consequences seemed to be ineffective in discouraging inappropriate 

behavior (Walker et al., 1994). 

When attempting to determine why the behavior initiative had not been as successful as 

expected in accomplishing the intended program outcomes, I found that a review of the research 

literature may shed some light on the subject. For example, after reviewing numerous studies on 

student behavior, school discipline, school climate and school effectiveness, Duke (1986) 

concluded that orderly schools balance clearly established rules with a climate of genuine 

concern for students. However, he found that in schools with disorder (a) rules are unclear, 

(b) expectations for appropriate behavior are low, and (c) staff are not unified in their approaches 

to dealing with discipline. Results of the investigation indicated that these conditions were 

present, to some degree, at the school site at the end of program Year-2.  

In The National Study of Delinquency Prevention in Schools, Gottfredson et al. (2000) 

found that some of the characteristics most often associated with schools affected by discipline 

problems include: (a) the schools are large, (b) they have rules that are unclear or perceived as 

inconsistently enforced, (c) teachers tend to have punitive attitudes, and (d) staff do not know 

what the rules are or disagree on the proper responses to misconduct. Surveys and narrative 

comments indicated that these characteristics were also evident, to some extent, at the end of 

program Year-2. Consistency appeared to be an ongoing issue, and it also seemed that punitive 

attitudes were still held by some staff. 

While the results of this study indicated that rules and expectations had been established 

and there was an open concern for students’ well-being, some individuals still appeared to have 

questions regarding the referral process. In addition, there seemed to be some disagreement 

regarding what constituted proper responses to certain types of misbehavior, and a number of 

stakeholders still had not fully bought into the program’s fundamental principles. It could be 

concluded that it might be necessary to refocus energy and efforts toward reducing the 

detrimental unintended outcomes and increasing the desired program outcomes.  

Limitations 

The ability to generalize the findings of this investigation to a larger population is limited 

in part by the methodology. Specifically, this study is limited in that it includes the faculty and 

students at only one specific primary school across a 3-year time frame, 2005-2008, from the 
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year prior to program implementation to the end of the second year of implementing its school-

wide behavior management program. Therefore, the findings cannot be generalized to other 

schools.  

By virtue of the fact that this was primarily a qualitative study, much of the data was also 

based on staff perceptions and not on direct observations or field notes documenting specific 

events or observable behaviors. Also, it could be noted that one of the qualitative methods used 

in this study was focus group interviews. According to Morgan (1997), the use of focus groups 

represents a strategic attempt to document the range of knowledge, beliefs, and values held by 

individuals who are relevant to the research. On the other hand, Merriam (1998) describes focus 

groups as a form of qualitative research that has often been inundated by the question of 

generalizability. However, the intent of this investigation was not to generalize or apply the 

findings to other populations but to determine the impacts of program implementation within one 

setting. In light of the identified limitations, recommendations for educational practitioners and 

further research are suggested in the following sections. 

Recommendations 

Recommendations are made in this section for educational practitioners and further 

research in the process of school-wide behavior management program implementation. Based on 

the findings and conclusions from this study and to the extent that these findings relate only to 

one specific school, the following recommendations are made for the school site, district level 

personnel, and future researchers in the process of school-wide behavior management program 

implementation.  

Recommendations for School Site 

Vital to the promotion of the successful implementation of this comprehensive behavior 

management program are the following recommendations for educational practitioners—both 

instructional and administrative—implementing the Discipline with Unity Program: 

▪ Endeavor to ensure buy-in and foster collaboration among all stakeholders. Shared 

leadership was present from the onset of the behavior initiative and continued on through the 

first two years of program implementation with the Discipline Leadership Team serving as 

facilitators. During the early stages of a school-wide effort it is essential that everyone 

implementing the initiative be involved from the beginning, discussing not only why the effort 

is necessary but also focusing on the intended outcomes. However, since some faculty 
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members were resistant to the program, the team’s job of facilitating the initiative was 

particularly challenging. Developing and implementing program change is never easy, and 

change cannot be imposed. Commitment to purpose contributes to the success of any type of 

program implementation initiative. Staff emphasized that the importance of maintaining a 

unified staff commitment must be perceived by all stakeholders. They must understand why 

program changes and continuing revisions are warranted and that they, as the key players in 

implementing the program, are a necessary part of the change process. Staff and 

administrators should continue using the team concept with fidelity to promote problem 

solving and collaborative efforts throughout all phases of program development, 

implementation, assessment, and revision. Employing school-wide preventive measures 

without continuing to ensure buy-in and cultivating collaboration can reduce the impact of the 

program.  

▪ Provide a broad range of options and strategies designed specifically for dealing with 

severely disruptive students. Faculty reported that no matter how mild the nature of the 

offense, when misbehavior reaches a level that interferes with the learning of others teachers 

are more likely to encounter difficulties in fulfilling their educational role. The focus on 

teachers’ concerns is particularly important given the degree of disrespect, disruption, and 

aggressive behavior in some classrooms. Therefore, teacher perceptions should be strongly 

considered when identifying additional interventions to reduce discipline referrals. It is 

recommended that special attention be given to the issue of dealing with chronic offenders. 

Developing a wide range of instructional methods with proactive rather than reactive teaching 

strategies and a system of reasonable responses to disruptive misbehavior is also encouraged. 

In addition, attention should be given to promoting the internalization of social skills by 

encouraging continuity and reinforcement of the skills in the students’ social environments. 

Providing parents with pertinent information about social skills and offering training on how 

to help their children develop acceptable social skills might enable them to support using the 

skills in their home and community environments. 

▪ Provide additional staff development regarding behavior management. Research suggests 

that teachers are not receiving adequate training to work with students with severe behavior 

problems (Rosenburg & Jackman, 2003). The concerns expressed by teachers in this study 

may not be as much about discipline as it is about the lack of preparation and training that 
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these teachers may have had in behavior management strategies. Schools need to assess their 

staff’s needs and provide support accordingly. One method of assessment could be to continue 

administering the annual school discipline survey over a period of time to assess teacher 

perceptions of the impact of the school-wide behavior management program and to use the 

information to determine areas where teachers need additional support and/or training. 

Characteristics such as inability to meet the needs of severely disruptive students, inadequate 

support for new teachers and those having difficulty dealing with behavior issues, and 

inconsistency in follow-through seemed to affect the implementation process. These are 

examples of potential areas of concern that could be targeted in professional development. 

While the consultant and his staff provided technical assistance and in-service during the first 

two years of program implementation, it is recommended that ongoing professional 

development be designed and provided, as warranted, to address teachers’ identified areas of 

need and interest. Interventions that are generally targeted towards reducing student 

misbehavior and improving the overall school climate should also aim at increasing teachers’ 

skills and promoting program consistency while eliminating confusion regarding program 

guidelines and resistance to program implementation. It is also recommended that whole staff 

involvement, including paraprofessionals, support staff, and bus drivers, continue as a critical 

element of program implementation. This commitment should enable everyone to gain a better 

understanding of the expectations, rules, and procedures for addressing behavior issues. 

Involving everyone in the process should help to ensure unity of purpose and improve 

consistency of enforcement throughout the school.  

▪ Communicate expectations and raise the awareness of all stakeholders (e.g., student, 

teacher, administration, parent) regarding the school-wide program to help ensure 

school rules and consequences are implemented fairly and consistently in all areas of the 

school. Results indicated that one of the primary challenges to full program implementation 

was inconsistency in implementation on the part of some staff members. Teachers who have 

been identified as effective in implementing the discipline program should be encouraged to 

assist other staff in directly teaching the expectations to all students. Staff and administrators 

should model the program’s principles as much as possible to build on strengths and 

circumvent barriers to implementation. They should also increase efforts to routinely teach 
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appropriate behaviors associated with the school-wide rules and determine if other conditions 

exist that might serve to maintain inappropriate behaviors associated with those rules.  

▪ Ensure ongoing support and visibility of school leaders. Administrative support is crucial 

to effective program implementation. School leaders should understand the need for and 

provide support when the levels of concern regarding student misbehavior are highest. 

Support, encouragement, and arranging time for faculty to meet and share behavior 

management and intervention strategies are important when fostering the process of 

implementation. Opportunities for supporting staff members who need additional assistance 

could be provided through establishing systems of support such as Discipline Mentors—staff 

members who have been identified as having that “talent” for dealing with students others 

frequently haven’t been able to reach. Encouraging staff to share ideas and strategies that have 

proven to be successful through personal experience can prove especially valuable. As part of 

the administrative support process, school leaders should continue to use data to routinely 

track and assess school discipline infractions—date, type of infraction, place of infraction, and 

who is involved—in order to implement rules fairly, assist teachers or staff members who 

regularly deal with student misbehavior, and identify and support students who are repeatedly 

involved in observed discipline violations. 

▪ Conduct ongoing program evaluation and analyze the results. It is important that those 

responsible for putting the program into practice realize that the most value comes from 

reevaluating and refining throughout all stages of the change process, including 

implementation. It is a continuous process where problem solving is encouraged to meet new 

challenges. Informal staff development which occurs as a result of these reflections and 

engages all relevant parties is essential to program success. Ongoing evaluation and support 

reinforces the participants’ efforts which in turn lead toward attaining program goals. 

▪ Continue to involve teachers in the decision-making process. Teachers play a critical role 

in implementing the preventive discipline strategies and therefore should be encouraged to 

contribute to future discussions and the decision-making process at the school site. Bon, 

Faircloth, and LeTendre (2006) acknowledged that the degree to which teachers are involved 

in monitoring implementation and revising policy varies substantially. However, teachers 

faced with policies developed without their input are likely to feel overwhelmed and uncertain 

of their role in policy implementation. Therefore, it is recommended that future revisions to 
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the existing behavior management program or future disciplinary policies continue to be 

developed from the ground up and that they are proactive rather than reactive. 

▪ Use office discipline referral data for planning interventions. Continuing assessment and 

modification with systematic monitoring is one of the key components of effective school-

wide discipline programs. Office discipline data can be useful to administrators, teachers, and 

students in making an array of decisions such as needs assessment, program planning, staff 

development, and program evaluation (Tobin et al., 1996). he information collected from an 

evaluation of office discipline referral data could also be used as a basis for designing school-

wide, classroom-wide, teacher-specific, and student-specific interventions to address those 

needs. Using discipline referral data to examine trends over time, to identify individual 

students with recurring referrals, and to determine those students that might benefit from 

counseling services such as anger management programs should be encouraged. Also, school 

staff should continue to monitor student discipline referral data as one of the tools to help 

determine whether intervention programs are effective with identified students and for future 

planning when making program and service delivery decisions. Furthermore, because the 

majority of teachers did not make frequent referrals, it might be most efficient to initiate 

targeted interventions with those who generated the most referrals. 

▪ Examine the impacts of specific strategies on the behavior of chronic offenders. Further 

study could be conducted to determine effective strategies for deterring disruptive behavior 

and to maintain appropriate behavior over time. A longitudinal study would be necessary to 

determine whether this school-wide program and intervention strategies positively impacts 

behavior over time with several years of teaching and reinforcing social skills. Such a multi-

year study would provide data relative to chronic offenders as well as to the generalization of 

skills across settings. Thus, an important research question is whether sustained school-wide 

positive behavior management is sufficient to effect change in this area or whether a different 

type of intervention is warranted.  

▪ Allow time for full program implementation to occur. Time is a significant factor in the 

implementation process. It is important that all staff realize that successful implementation of 

the initiative will require a commitment of time over a period of years.  

 

 

 T
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Recommendations for District Level Support 

 The results of this study also have implications for policymakers at the district level. 

Based upon the findings and conclusions of this study, the following recommendations for 

district level personnel are suggested: 

▪ Provide support in developing a transition program that introduces kindergarten students from 

the feeder school to the behavioral rules and expectations of the receiving primary school. 

Staff suggested developing a transition program that “gets to the heart of the discipline issue.”  

Providing consistency and unity of purpose should help to ensure an easier transition within 

and across schools in the district. Doing so helps to ensure that the same expectations are 

taught while students are in their formative years and reinforced as they transition from one 

school to another. When students become aware of the program’s rules, procedures, 

expectations, and consequences from kindergarten on, time should not be lost in transition as 

children make efforts to adapt. This uniformity should also result in less frustration and 

confrontation on the part of receiving teachers. However, buy-in, collaboration, and staff 

development within and among schools will be necessary to move forward in attaining such a 

goal. 

▪ Monitor the current discipline referral data (e.g., suspension data, infraction data) and provide 

professional development opportunities for administrators and leadership team members to 

assess the implementation of the behavior management program on a continuing basis and to 

align the program with identified needs. 

▪ Develop and implement professional development programs that create an awareness of 

factors contributing to student misbehavior while highlighting multiple effective behavior 

management strategies based on best practice. 

▪ Team with local teacher preparation programs to enhance their curriculum for future 

educators by including coursework and fieldwork experiences that focus on dealing with real-

life behavior management situations. Several nearby universities provide a constant supply of 

teaching applicants. Therefore, in addition to considering possible program enhancements, 

teacher training institutions could be encouraged to partner with the school system to provide 

professional development opportunities that support, to the extent possible, the basic tenets of 

the school-wide program. These opportunities seek to provide teachers with behavior 
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management strategies that will better enable them to take responsibility for addressing 

behavior issues within and outside of their classrooms. 

Recommendations for Future Researchers 

Despite the limited generalizability of this study, several implications for future policies 

and practices have been acknowledged. As reported in Chapter One, limited research is available 

on the actual effect of using comprehensive school-wide discipline plans within individual 

school settings. Therefore, future researchers could be encouraged to: 

▪ Continue evaluations of Discipline with Unity activities. This study was a start in 

addressing teachers’ perceptions of the implementation of a comprehensive discipline 

program. Additional time is needed to determine whether the results of program planning and 

implementation efforts are known and whether program goals were accomplished. Continuing 

evaluations of Discipline with Unity activities focusing on the sustainability of the school-

wide discipline program initiative need to be conducted before the long-term results of the 

program can be fully determined. 

▪ Conduct similar research at similar sites where the behavior management program has 

been implemented. As noted, this investigation included only one elementary site during the 

3-year time frame extending from the year prior to program initiation through the second year 

of program implementation. At the time of the study, the school had just finished the initiation 

stage and was becoming immersed in the implementation stage of the program. Further 

investigation might include conducting similar research at other sites where the Discipline 

with Unity program is being implemented in different stages of implementation to enrich the 

description of the implementation of the Discipline with Unity behavioral initiative.  

▪ Explore teachers’ perceptions of the implementation of positive comprehensive school-

wide behavior management programs similar to that examined in this study. Findings 

can then be compared with this investigation to help depict and compare other perceptions 

regarding comprehensive positive behavior support systems and to assist in determining 

suggestions for creating and revising an effective school-wide discipline program. 

▪ Support practitioner-based research that helps bridge the gap between research and 

practice. Such research would assist in capturing the voices and opinions of teachers who 

experience firsthand the challenges of establishing and implementing effective discipline 

programs which endeavor to protect the rights and interests of both students and teachers. 
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Summary  

The Discipline with Unity model, when used appropriately, can be a valuable tool for a 

school community to use in transforming the overall climate of a school. As described in the 

findings in Chapter Four, when school stakeholders unite to support a school-wide behavior 

management initiative, the program can have positive results. A climate in which staff, students, 

administrators, and parents work together toward a common goal and commit to producing 

positive change is a climate conducive to effective school discipline (Freiberg, as cited in 

Nelson, 2002). Through implanting the Discipline with Unity school-wide program, stakeholders 

were able to set their beliefs and expectations, in regards to student behavior, into place. 

While there were existing, undefined variables not measured in the study that may have 

impacted the comprehensive behavior program’s impact on student behavior, teachers’ 

perceptions of behavior management, and school climate, it could be concluded that a number of 

the program’s goals were attained, at least, to some degree. Stakeholders appear to have made 

strides toward changing the overall climate of the school by implementing the school-wide 

behavior management program. However, work still remains in the struggle to fully implement 

and internalize the concepts underlying the behavior management program. While the anticipated 

degree of success may not have been fully attained during the first two years of implementation, 

through putting the Discipline with Unity plan into action, a climate was created in which staff 

expected students to behave in a responsible manner, and students generally became aware of 

those expectations and the consequences for misbehavior. However, addressing the needs of 

students with chronic behavior problems and maintaining program fidelity over time have 

remained as major issues to be addressed. School discipline continues to be a primary concern of 

the staff and administrators at the school site just as lack of discipline continues to be identified 

by researchers as one of the major themes impacting schools (Elam et al., 2000). The school 

plans to continue using the behavior management model and revising the program to meet the 

school’s ever-changing needs. However, to realize the full impact of the program, it will be 

essential to implement all components of an effective school-wide behavior management 

initiative with fidelity.  

It is crucial for all stakeholders involved in the comprehensive school-wide discipline 

program and others thinking of launching a similar behavior initiative to remember that time 

continues to be a significant factor in the implementation of any successful program. Full 
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implementation of an initiative requires a commitment of time over a period of years. 

Conducting ongoing evaluation and analyzing the results will be needed to shape each phase of 

the initiative. Part of the value in determining a program’s effectiveness comes from reevaluating 

and refining the implementation process. It is an ongoing process where continued involvement 

and problem solving is encouraged to meet new challenges as they arise and where stakeholders’ 

efforts, in turn, lead to progress toward achieving program goals. However, as staff members at 

this specific school site where this investigation into the implementation of a comprehensive 

school-wide discipline program took place maintained, “You can’t expect it to work overnight.... 

It takes … time to succeed.” 
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Rules Posted 

Explain It, then Expect It. 
Put Aside Pet Peeves 
Room Arrangement – Proximity Control 
Action, not Reaction 
Organization  (If you fail to prepare, prepare to fail.) 

Business-Like Approach 

Voice Level 

Success Strategies 

Praise Desired Behavior 
Praise Positive Behavior 
Rewards = Options = Power

Limit Message/Red Rule 

Neon Notebook or Clipboard 
Better Choices Sheet 
Apology Slip 
Loss of Privilege 

Conference 

Contract 
Understanding

Hurts Self 

Hurts Others 
Destroys Property
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GP Elementary School 
A Wee-Bee Learning Community 

                                                    
 
                                                    
 
 
 
 

Dear GP Staff Member: 
 

I am currently a Doctoral Candidate under the direction of Professor Joseph Beckham in the Department of 

Educational Leadership & Policy Studies/College of Education, Florida State University. I am conducting a research 

study, “All for One and One for All: Assessing the Implementation of One Comprehensive School-wide Discipline 

Program in a Primary School in Southwest Georgia.” The purpose of the research is to find out more about a school-

wide discipline program and the potential impact on (a) student behavior, (b) teachers’ perceptions toward behavior 

management, and (c) school climate.  
 

If you choose to participate in this study, you will take part in an individual interview with the researcher to discuss 

the school-wide discipline initiative. The interview will be scheduled at a time and place convenient to you and will last 

approximately 30 to 45 minutes. If necessary, a follow-up interview may be held at a later date in a similar setting 

and format for clarification of information gathered during the initial interview. If you choose not to participate or 

to withdraw from the study at any time, there will be no penalty or loss of benefits. It will not affect your 

employment status in any way. The results of the research study may be published, but your name will not be used. 

Information obtained during the course of the study will remain confidential, to the extent allowed by law. 
 

There are no foreseeable risks or discomforts if you agree to participate in this study. The possible benefit of your 

participation in this research study is contributing information that could be helpful in developing recommendations 

that may enable practitioners (i.e., educators, administrators, and decision makers) to improve their performance in 

dealing with problem behaviors and to evaluate their discipline practices more effectively. 
 

I will keep the names of the subjects confidential by assigning subject codes to participants and securing the 

recorded notes, audiotapes, computer disks, and written records in a locked file cabinet. Information stored in 

computer files will be accessible through use of a password known only to the researcher. Any master list containing 

identifying information will be destroyed after assigning subject codes. 
 

If you have any questions concerning this study, you may contact me at (229) 225-4387, lward@rose.net, or Dr. 

Joseph Beckham at (850) 644-6777, jbeckham@mail.coe.fsu.edu. 
 

Sincerely, 

Linda T. Ward 
Linda T. Ward 

************************************************************************************ 
I give my consent to participate in the above study. If significant new findings develop during the course of the research, I 

am willing to continue participation in the study. However, I may choose not to participate or to withdraw at any time without 

penalty. I understand that I will be tape recorded during the study. Linda T. Ward will keep the names of the subjects 

confidential by assigning subject codes to the participants, and any master list containing identifying information will be 

destroyed after assigning subject codes. The tapes are to be used for the sole purpose of providing information to 

accomplish the identified purpose of this study (e.g., for identifying and coding themes related to the implementation of a 

school-wide behavior management program). The researcher will keep these tapes and other research documentation in a 

locked file cabinet. I understand that only the researcher will have access to these tapes and that they will be destroyed 

within three years of dissertation defense. 

 

______________________________________________ (Signature) ____________________________ (Date) 

If I have questions about my rights as a subject/participant in this research, or if I feel I have been placed at risk, I can 

contact the Chair of the Human Subjects Committee, Institutional Review Board, through the Office of the Vice President 

for Research, at (850) 644-8633.  

 

       

       
Karen Kugelmann 

Principal 

Linda Ward 
Assistant Principal 
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“ALL FOR ONE AND ONE FOR ALL” 

Assessing the Implementation of One Comprehensive School-wide Discipline Program 

in a Primary School in Southwest Georgia 

 
Interview Guide 

 

Note: The questions serve to provide a general outline of topics or issues to be covered. The 
questions may alter slightly depending on the discussions. The interviewer is free to vary the 
wording and order of the questions to some extent so that the tone of the interview may remain 
fairly conversational and informal. Follow-up questions and probes will be added as needed to 
ensure depth, detail, and understanding of the interviewee’s comments. 
 
Opening comment: Let’s talk about how it feels to be part of implementing a comprehensive 
school-wide discipline program. 
 

Guiding Questions 
 

1. Overall, what has been your experience with the Discipline with Unity program?  
 

2. How has implementing the Discipline with Unity plan affected/impacted your way of 
dealing with student behavior?  
Possible Follow-up: What Discipline with Unity practices do you use to manage student 

behavior? 

Possible Probe: Please give an example. 
 

3. How has Discipline with Unity affected/impacted your teaching? 
Possible Probe: Please give an example. 

 

4. How has implementing the Discipline with Unity model affected/impacted student 
behavior?  

 

5. How has implementing the Discipline with Unity model affected/impacted our school? 
 

6. What do you like most and least about the program?  
Possible Follow-up: What made these experiences fall into one or the other extreme?  

 

7. What has been the greatest challenge in implementing the Discipline with Unity plan?  
 

8. How would you recommend improving the plan? 
 

9. What else would you like to tell me about the school-wide behavior plan? 
Possible Follow-up: What advice would you give to another school who is thinking about 

developing and implementing a school-wide behavior plan? 

 
Closing:  
At the end of the interview, in a conversational tone, the interviewer might say something like: 
“I appreciate your talking with me. This has been great. You have given me a lot to think about. 
Would you like me to send you a copy of my notes when I type them up, so you can see if I got 
things straight or if there is anything you would like to add?” 
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 “ALL FOR ONE AND ONE FOR ALL” 
Assessing the Implementation of One Comprehensive School-wide Discipline Program 

in a Primary School in Southwest Georgia 
 

 
 

In-depth Interview 
Verification of Information 

 
 

 
Note:  
As part of her study, to enhance the accuracy and credibility of the researchers’ 
findings, Mrs. Ward (the researcher) will return to the research participants with a 
summary of their own individual accounts to determine whether the information is an 
accurate reflection of the issues raised during their interviews.  
 
 
 
By signing this form, I verify that I have read the in-depth interview transcription 
prepared and presented to me for review by Mrs. Linda Ward. To the best of my 
knowledge, the information is an accurate summary of the conversation held between 
myself and Mrs. Ward regarding the Discipline with Unity Plan implementation at GP 
Elementary School. I have clarified any omissions or inconsistencies by noting 
corrections on the in-depth interview reporting form.  
 
 
 
 
_______________________________________ 
Name  
 
 
_______________________________________ 
Position 
 
 
_______________________________________ 
Date 
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GP Elementary School 
A Wee-Bee Learning Community 

                                                    
 
                                                    
 
Dear GP Staff Member: 
 

I am currently a Doctoral Candidate under the direction of Professor Joseph Beckham in the Department of 

Educational Leadership & Policy Studies/College of Education, Florida State University. I am conducting a research 

study, “All for One and One for All: Assessing the Implementation of One Comprehensive School-wide Discipline 

Program in a Primary School in Southwest Georgia.” The purpose of the research is to find out more about a school-

wide discipline program and the potential impact on (a) student behavior, (b) teachers’ perceptions toward behavior 

management, and (c) school climate.  
 

If you choose to participate in this study, you will take part in an individual interview with the researcher to discuss 

the school-wide discipline initiative. The interview will be scheduled at a time and place convenient to you and will last 

approximately 30 to 45 minutes. If necessary, a follow-up interview may be held at a later date in a similar setting 

and format for clarification of information gathered during the initial interview. If you choose not to participate or 

to withdraw from the study at any time, there will be no penalty or loss of benefits. It will not affect your 

employment status in any way. The results of the research study may be published, but your name will not be used. 

Information obtained during the course of the study will remain confidential, to the extent allowed by law. 
 

There are no foreseeable risks or discomforts if you agree to participate in this study. The possible benefit of your 

participation in this research study is contributing information that could be helpful in developing recommendations 

that may enable practitioners (i.e., educators, administrators, and decision makers) to improve their performance in 

dealing with problem behaviors and to evaluate their discipline practices more effectively. 
 

I will keep the names of the subjects confidential by assigning subject codes to participants and securing the 

recorded notes, audiotapes, computer disks, and written records in a locked file cabinet. Information stored in 

computer files will be accessible through use of a password known only to the researcher. Any master list containing 

identifying information will be destroyed after assigning subject codes. 
 

If you have any questions concerning this study, you may contact me at (229) 225-4387, lward@rose.net, or Dr. 

Joseph Beckham at (850) 644-6777, jbeckham@mail.coe.fsu.edu. 
 

Sincerely, 

Linda T. Ward 
Linda T. Ward 

************************************************************************************ 
I give my consent to participate in the above study. If significant new findings develop during the course of the research, I 

am willing to continue participation in the study. However, I may choose not to participate or to withdraw at any time without 

penalty. I understand that I will be tape recorded during the study. Linda T. Ward will keep the names of the subjects 

confidential by assigning subject codes to the participants, and any master list containing identifying information will be 

destroyed after assigning subject codes. The tapes are to be used for the sole purpose of providing information to 

accomplish the identified purpose of this study (e.g., for identifying and coding themes related to the implementation of a 

school-wide behavior management program). The researcher will keep these tapes and other research documentation in a 

locked file cabinet. I understand that only the researcher will have access to these tapes and that they will be destroyed 

within three years of dissertation defense. 

 

______________________________________________ (Signature) ____________________________ (Date) 
 

If I have questions about my rights as a subject/participant in this research, or if I feel I have been placed at risk, I can 

contact the Chair of the Human Subjects Committee, Institutional Review Board, through the Office of the Vice President 

for Research, at (850) 644-8633.  

 
     

       

       
Karen Kugelmann 

Principal 

Linda Ward 
Assistant Principal 
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GP Elementary School 
A Wee-Bee Learning Community 

                                            
 
                                                           
 

Dear GP Staff Member, 
 

I am currently a Doctoral Candidate under the direction of Professor Joseph Beckham in the Department of 

Educational Leadership & Policy Studies/College of Education, Florida State University. I am conducting a research 

study, “All for One and One for All: Assessing the Implementation of a Comprehensive School-wide Discipline 

Program in a Primary School in Southwest Georgia.” The purpose of the research is to find out more about a school-

wide discipline program and the potential impact on (a) student behavior, (b) teachers’ perceptions toward behavior 

management, and (c) school climate.  
 

If you choose to participate in this study, you will take part in a focus group interview to discuss the initiative with 

seven to ten GP staff members who have been involved in implementing the school-wide discipline program. The 

session will last approximately one hour and will be conducted by a moderator and a recorder who are Safe and Drug 
Free Schools Program staff from the Southwest Georgia Regional Educational Service Agency (RESA). If necessary, 

the group may reconvene at a later date in a similar setting and format for discussion and clarification of the 

information gathered during the focus group session. If you choose not to participate or to withdraw from the study 

at any time, there will be no penalty, loss of benefits, or retaliation of any kind from the school administration. It will 

not affect your employment status in any way. The results of the research study may be published, but no names or 

identities will be used. Information obtained during the course of the study will remain confidential, to the extent 

allowed by law. 
 

While I realize you may feel uncomfortable in providing information that will later be reviewed by myself, your school 

administrator, every effort will be made to minimize any risks or discomfort to focus group participants. You do not 

need to answer questions that make you feel uncomfortable or that you do not want to answer. As indicated, RESA 

consultants, rather that GP employees or myself, will lead and record notes of member responses, as well as note key 

issues that may emerge during the group sessions. To increase the accuracy of the data collected, an additional note-

taker will be present so that notes may be compared to ensure that participants’ comments are accurately reflected 

and that valuable information is not inadvertently omitted. Persons conducting the focus groups or recording any data 

from those groups will maintain confidentiality of all group members. Although others in the group will hear what you 

say, the moderator will ask that all members of the focus group respect each other’s privacy and keep what is said 

confidential. However, we cannot guarantee they will do so.  
 

For review and analysis purposes, I will work primarily with transcripts of taped material (completed by an 

independent transcriber who is not familiar with the participants or their voices) and focus group notes. I will make 

no attempts to listen to the audiotapes, and the tapes will be destroyed as soon as they have been transcribed. No 

efforts will be made to link any comment (written or recorded) to any particular individual. You need feel no anxiety 

in speaking honestly about our school discipline policies. I will welcome all input (negative or positive) from group 

participants as valuable contributions to the improvement of our program. The possible benefits of your participation 

in this research study may include contributing information that could be helpful in developing recommendations that 

will enable us to improve our Discipline with Unity Plan. The information may also enable other practitioners (i.e., 

educators, administrators, and decision makers) to improve their performance in dealing with problem behaviors and 

to evaluate their discipline practices more effectively. 
 

The research data along with field notes, computer disks, and written records will be kept in a locked file cabinet, 

and only the researcher will have access to the data. Information stored in computer files will be accessible through 

use of a password known only to the researcher.  
 

If you have any questions concerning this study, you may contact me at (229) 225-4387, lward@rose.net or  

Dr. Joseph Beckham at (850) 644-6777, jbeckham@mail.coe.fsu.edu. 
 

Sincerely, 

Linda T. Ward 
Linda T. Ward    

               
Karen Kugelmann 

Principal 

Linda Ward 

Assistant Principal 
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After reading the Letter of Consent, please sign and return. 

 

I give my consent to participate in this research study on the implementation of our school-wide behavior 

management program. If significant new findings develop during the course of the research, I am willing to 

continue participation in the study. However, I may choose not to participate or to withdraw at any time 

without penalty of any kind. I understand that I will be tape recorded during the study. Transcriptions will be 

completed by an independent transcriber who is not familiar with the participants or their voices. The 

researcher will make no attempts to listen to the audiotapes, and the tapes will be destroyed as soon as they 

have been transcribed. No efforts will be made to link any comment (written or recorded) to any particular 

individual. The focus group notes and (back-up) tapes are to be used for the sole purpose of providing 

information to accomplish the identified purpose of this study (e.g., for identifying and coding themes related 

to the implementation of a school-wide behavior management program). The research data along with field 

notes, computer disks, and written records will be kept in a locked file cabinet, and only the researcher will 

have access to the data. Information stored in computer files will be accessible through use of a password 

known only to the researcher.  

 

If I have questions about my rights as a subject/participant in this research, or if I feel I have been placed at 

risk, I can contact the Chair of the Human Subjects Committee, Institutional Review Board, through the 

Office of the Vice President for Research, at (850) 644-8633. 

 

_______________________________________ (Signature) ____________________________ (Date) 
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“ALL FOR ONE AND ONE FOR ALL” 

Assessing the Implementation of One Comprehensive School-wide Discipline Program 

in a Primary School in Southwest Georgia 

 
FOCUS GROUP PROTOCOL FOR MODERATORS 

 
Warm-up (approximately 5 minutes) 
1. Participants sign in. (Note: Light refreshments are available near the entrance.) 
2. Participants can sign first names on numbered name cards during the informal social time. To 

help ensure the anonymity of participants’ comments, the moderator will refer to the number, 
rather than the participant’s name, during the conversation. When the moderators are ready to 
begin the discussion, they will ask the participants to please bring their refreshments over to 
the table. 

 

Welcome 

1. Acknowledge participants’ time and your appreciation of their participation. 
2. Introduce yourself and the assistant moderator/recorder. 

Note: The moderators/recorders are  Safe and Drug-Free Schools Program staff members 
from the Southwest Georgia Regional Educational Service Agency (RESA). 
 
The moderator may begin by saying something like: 
 
Good morning/afternoon!  My name is ____________ and assisting me is ______________. 
Our task today is to talk with you about your experiences with the Discipline with Unity 
school-wide management program. As your signed Letter of Consent explains, the Assistant 
Principal is also going to use the information gathered during our discussion in her 
dissertation which will be submitted to Florida State University in partial fulfillment of the 
requirements for the degree, Doctor of Education. The dissertation will focus on assessing 
the implementation of the school-wide behavior management program. Thank you for 
agreeing to participate in the focus group and for taking time out of your busy schedule to 
discuss the behavior management program with us. 
 

3. Point out the tape recorder. Stress the following: 
 

As explained in the Letter of Consent, what is said will be tape recorded. The transcriptions 
will be completed by an independent transcriber who is not familiar with participants or their 
voices. The audiotapes will be destroyed as soon as they are transcribed, and the researcher 
will make no attempts to listen to the tapes. For research purposes, the researcher plans to 
work primarily with focus group notes and transcripts of taped material. No efforts will be 
made to link any comment to any particular individual. You do not need to answer questions 
that make you feel uncomfortable or that you do not want to answer. However, the Assistant 
Principal would like us to remind you that she welcomes all input (negative or positive) as 
valuable contributions to the improvement of the discipline program.  
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Overview and Topic– The moderator will say something like the following to the group: 
 

Purpose: We have been asked to visit your school to talk with teachers who have been directly 
involved in implementing the school-wide behavior management program to find out about their 
perspectives on how the program is working and what their experiences have been like so that 
we can all understand more about the program and how to make it better. 
 

The information we gather will be used to help your staff and other people who are interested in 
the program to find out how the program works, the strengths of the program, the areas of 
concern, and how the program can be made better. The information may also enable other 
practitioners (i.e., educators, administrators, and decision makers) to improve their performance 
in dealing with problem behaviors and to evaluate their discipline practices more effectively. 
 

If anyone would like a copy of the focus discussion summaries, let the school administrators 
know, and they will be glad to provide you access to the information. Mrs. Ward will also be 
glad to have you read the “working” and final draft of her dissertation. 
 

Ground Rules – The moderator will say something like the following to the group: 
 

Before we begin, we need to establish a few ground rules. First, as we mentioned earlier, our 
discussion will be tape recorded; however, all tapes will be destroyed after they are transcribed 
by an independent transcriber. The researcher will make no attempts to listen to the tapes. The 
assistant moderator and note-taker will also take notes of participants’ responses, as well as note 
key issues that may emerge during the group sessions. To increase the accuracy of the data 
collected, the notes may be compared to ensure that participants’ comments are accurately 
reflected and that valuable information is not inadvertently omitted.  
 

Whatever you say here will remain confidential. This means that we won’t reveal what was said 
here by individual name, although we will share the information that you give in general. It also 
means that all of you agree not to share the comments made here with others outside this group. 
It is extremely important that we all understand the nature of this confidentiality since it will help 
us to get as clear and honest a picture of your school’s discipline program as possible.  
 

We have a few questions that we will be asking over the next hour or so. If you need clarification 
of the question, please feel free to ask. We are interested in your perceptions and opinions of the 
program. There are no right or wrong answers. It’s all right if everyone does not agree, but we 
need to respect each other’s opinions. Since each of your perspectives is important, we need to 
make sure that everyone gets a chance to express their opinions and no one takes too much of the 
air time. Try to speak loudly enough so that we can hear you and that your voice can be heard 
later on tape. While time is short today, it is important that everyone has an opportunity to 
express their concerns and experiences. When someone is talking, we’d like everyone to listen 
until that person is finished. We will take responsibility for time keeping and making sure that 
we address all of the questions. Please use your best strategies to express your opinions without 
making others feel uncomfortable. Again, anything that we say during the discussion will be kept 
confidential, so feel free to speak openly about issues. It’s okay to talk about negative things, but 
we do want to hear both positive and negative. 
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Introductions/Ice breaker – The moderator may have everyone introduce themselves by giving 
their first name only, what grade level or area they teach, and one interesting thing about 
themselves. The moderator begins. Example: My name is Madeline. I teach 2nd grade inclusion, 
and I enjoy gardening. 
 

Using the Focus Group Interview Questions, the moderator begins the conversation. 
 

Wrap Up 

1. When the discussion is finished, the moderator will say something like the following to the 
group: 

 
Thank you for your participation, your input will be invaluable. Please remember that what 
has been shared here is to be kept confidential.  
 

2. As soon as the focus group concludes, the moderators add to the field notes while the 
discussion is fresh in their minds. 
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 GP Discipline Survey 

 

Please rate each item on a scale from 1-5, with 5 being the highest possible rating to indicate the degree to which this discipline 
program component is being implemented. 

Estimated time of completion: 15-20 minutes. 

 

_____  1. The school has a clearly stated discipline philosophy. 

_____ 2. The school’s discipline philosophy is clearly communicated to students and parents. 

_____ 3. A “zero tolerance” policy is in place and adhered to with regard to severely disruptive student 
behavior; e.g., fighting, possessing drugs, weapons, etc. 

_____ 4. The school has an effective school-wide discipline plan that governs behavior in the hallways, 
cafeteria, etc. 

_____ 5. All classrooms have a set of “core rules”; standard rules throughout the school. 

_____ 6. Teachers at each grade level have established relatively similar rules for students at their grade level; 
i.e., grade-level consistency is emphasized. 

_____ 7. Discipline infractions are categorized into at least three levels of severity. 

_____ 8. Teachers are expected to manage all minor (Level I) infractions. 

_____ 9. The teacher’s responsibilities prior to referral are clearly communicated. 

_____ 10. Teachers receive timely feedback after a referral is made to an administrator. 

_____ 11. When a referral is made to an administrator, the referral is responded to in a timely manner. 

_____ 12. There is reasonable consistency among administrators with regard to the handling of student 
discipline referrals. 

_____ 13. Administrators do not question teacher’s judgment regarding referrals in the presence of students; 
i.e., teachers receive “public” support from administrators. 

_____ 14. A system is established for addressing student tardies. 

_____ 15. The discipline committee (or a committee with similar responsibilities) meets regularly (at least 
quarterly) for the purpose of evaluating and improving school-wide discipline. 

_____ 16. Appropriate consequences have been identified at the administrative level for serious, severe, and 
chronic student disruptions. 

_____ 17. Students and their parents are aware of the consequences for chronic, serious, and severe 
disruptions. 

_____ 18. The teachers are skillful in conducting student conferences. 

_____ 19. Administrators are fair when administering negative consequences to students; i.e., all students are 
treated equitably. 

_____ 20. The school has an effective student assistance vehicle for helping students who are exhibiting chronic 
problems. Examples include: the Student Assistance Program (SAP), the Student Support Team 
(SST), the Student Services Program (SSP), etc. 

_____ 21. There is a strong staff commitment to following stated procedures; especially with respect to behavior 
management procedures, referral procedures, and supervision of student behavior. 
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_____ 22. The duty schedule provides for adequate supervision throughout the year. 

_____ 23. The dismissal procedures within classrooms are consistent and fully explained. 

_____ 24. Hallways are relatively clear prior to the final bell. 

_____ 25. Provisions are made to “keep numbers small and time frames short” during dismissal; e.g., hallway A 
may be dismissed followed by hallway B, etc. 

_____ 26. Hallway passes are required and utilized by all staff members. 

_____ 27. Traffic patterns in the halls are appropriate and well planned. 

_____ 28. Teachers assist with supervision in the hallways by being present at their doors during class changes. 

_____ 29. Administrators are present in the hallways and administrator visibility is high, especially during class 
changes. 

_____ 30. There is evidence of shared decision making within the school; i.e., teachers and other staff members 
believe that they have a “voice”. 

_____ 31. Teachers become involved in extra curricular school activities. The climate of the school reflects 
willing and sufficient involvement. 

____ 32. There is evidence of high levels of trust among staff members. 

_____ 33. There is evidence of high levels of trust between faculty and the administration. 

_____ 34. There is minimal conflict among faculty members and between faculty members and the 
administration. 

_____ 35. Administrators conduct walk-through classroom observations frequently. 

_____ 36. The school counseling program is adequately staffed and provides appropriate and adequate student 
services. 

_____ 37. The teachers have clearly stated procedures for the use of the restroom, water fountains, etc. 

_____ 38. Teachers use low-key interventions when possible. 

_____ 39. The teachers respond assertively; not in a passive or hostile fashion. 

_____ 40. When students disrupt frequently, the teachers avoid talking too much. Verbal directives are kept to a 
minimum. 

_____ 41. The teachers always avoid arguing with students about their behavior. 

_____ 42. Teachers use appropriate consequences. 

_____ 43. The teachers are reasonably consistent with discipline and management decisions. 

_____ 44. The teachers refer relatively few students to the office; i.e., they don’t rely too extensively on the 
principal’s authority. 

_____ 45. The teachers frequently emphasize and recognize positive student behavior; i.e., references to 
negative behaviors are kept to a minimum. 

_____ 46. The teachers have a system for keeping track of their warnings which is relatively private. For 
example, a behavior notebook may be used or a behavior chart, instead of a chalk board. 

_____ 47. The teachers adhere to the “public rules, private consequences” rule of thumb, i.e., rules are 
publicized; however, consequences are administered in a private fashion. 
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_____ 48. The teachers’ interventions are followed by appropriate consequences when necessary. For example, 
students are not sent into the hallway. 

_____ 49. The teachers accept their responsibilities for maintaining appropriate student behavior; i.e., they don’t 
regard disciplining students as someone else’s responsibility. 

_____ 50. Teachers avoid blaming students; instead, they concentrate on the “caught being good” attitude. 

_____ 51. The teachers’ expectations are clear. 

_____ 52. The teachers model appropriate behavior (on time to class, materials available, etc.). 

_____ 53. The teachers avoid negative emotional involvement (yelling, screaming, sarcasm, etc.). 

_____ 54. Teachers do not major in minors. Minor problems that can be ignored are appropriately ignored. 

_____ 55. The teachers avoid public criticism and sarcasm. 

_____ 56. Teachers’ discipline approaches promote the acceptance of responsibility among students. 

_____ 57. Punishing the entire class for the actions of a few is always avoided. 

_____ 58. Teachers engage in behavior problem-solving strategies who are chronically disruptive; e.g., The 
YES Card, positive contingencies, etc. 

_____ 59. The cafeteria management plan is efficient and effective. 

_____ 60. Teachers try to use strategies that are aligned with the following criteria: Safe, sensible, simple, 
structured, and successful. 
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GP Elementary School 
A Wee-Bee Learning Community 

                                                    
 
                                                    
 
 

Dear GP Staff Member, 
 

I am currently a Doctoral Candidate under the direction of Professor Joseph Beckham in the Department of 

Educational Leadership & Policy Studies/College of Education, Florida State University. I am conducting a research 

study, “All for One and One for All: Assessing the Implementation of One Comprehensive School-wide Discipline 

Program in a Primary School in Southwest Georgia.” The purpose of the research is to find out more about a school-

wide discipline program and the potential impact on (a) student behavior, (b) teachers’ perceptions toward behavior 

management, and (c) school climate.  
 

The GP Discipline Committee and I need your assistance. Attached is the discipline survey prepared for our school by 

Dr. Terry Alderman, Resources for Professionals Consulting Firm President. As you know, Dr. Alderman has been 

instrumental in helping us develop and implement our Discipline with Unity School-wide Discipline Plan. If you choose 

to participate in this study, please complete the attached survey. This should take about 15 minutes of your time. 

Signing and returning this letter will constitute your consent to participate in the research project. After completing 

the survey, please place the form in the enclosed envelope. The consent form will be collected separately from the 

questionnaire so that there will be no way your identity can be connected to your responses. Please return the signed 

consent letter and survey to the two separate boxes marked “Informed Consent” and “Survey” in the main office near 

the teachers’ sign-in area by ___________________. Please note that your input is valued. While participation is 

optional, it is important that we receive as many responses as possible so that we can get an accurate picture of our 

program. All of your responses will be kept confidential (to the extent allowed by law). No names or individual 

information will be used in reporting the results of the survey. Only group findings will be reported. 
 

Resources for Professionals will analyze the information and provide us with a report and recommendations prior to 

the end of the 2007-08 school year. Mrs. Ward will also analyze the information. There are no direct benefits to 

your participation in the study; however, the information will help us assess our discipline program and obtain a better 

understanding of how a school-wide behavior management plan can affect students, teachers, and school climate. This 

information will also be used to help us identify aspects of our behavior management program that are working well 

and in what areas improvement may be needed. 
 

Your decision to participate is completely voluntary and participation or non-participation will not affect your 

employment. This study entails no foreseen risks. You may withdraw at any time without consequences. If you have 

any questions concerning this study, you may contact me at (229) 225-4387, lward@rose.net, or Dr. Joseph Beckham, 

at (850) 644-6777, jbeckham@mail.coe.fsu.edu. If you have questions about your rights as a subject/participant in 

this research, or if you feel you have been placed at risk, you can contact the Chair of the Human Subjects 

Committee, Institutional Review Board, through the Office of the Vice President for Research, at (850) 644-8633.  
 

Thank you for considering participating in this study. Please sign, fill in the date below, and return to the office with 

the completed survey. We will review the survey results during Post-Planning in June, 2008. With your continuing 

efforts, we will continue to refine our plan to help ensure a safe and secure instructional environment.  
 

Sincerely, 
 

Linda T. Ward 
 

Linda T. Ward 

Assistant Principal 
 

Yes, I will participate in this research project. 
 

Signature:______________________________________  Date: ________________________ 
  
       

       

       
Karen Kugelmann 

Principal 

Linda Ward 
Assistant Principal 
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Table: L.1: Correlates of Effective Schools Staff Perceptions Survey (Abbreviated). 
 

 
 
Welcome to the Thomas County Schools Staff Perceptions Survey. 
 
 
The purpose of this survey is to gather information from staff members regarding their perceptions and experiences at their 
schools. The information will be compiled and used by your administrative staff and Better Seeking Leadership Team for 
school improvement. Your leadership team will share the results with the staff of your school. 
 
 
No risks or discomforts are anticipated for participants and completing this survey will give you an opportunity to reflect on your 
thoughts about this school. 
 
 

 
 
The survey is structured around Lezotte’s Seven Correlates of Effective Schools 

▪ Safe and Orderly Environment 
▪ Climate of High Expectations for Success 
▪ Instructional Leadership 
▪ Clear and Focused Mission 
▪ Opportunity to Learn and Student Time on Task 
▪ Frequent Monitoring of Student Progress 
▪ Home-School Relations 

 
In each section of the survey are questions relevant to one of the correlates followed by descriptors or scenarios. Please read 
each question and all possible responses before selecting the response that you feel best describes your school. 
 
 

 
 
Survey Directions:  
 

Please answer the questions based on your perceptions of your school, not your individual classroom. 
 
 

 
Demographics 
 

1. Select the school in which you work:  
                 

  

                     
   

2. Which best describes your employment position:  
 

                  

                     
 

3. Which grade levels do you primarily teach? Check all that apply. 
 

 PreK      K      1     2      3      4      5      6     7     8      9      10      11      12 

 

4. OPTIONAL: In which content area do you teach most of your classes? 
                 

  

                     
5. Are you currently serving on your school’s Better Seeking Leadership Team?          

       No 

           Yes 
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Table: L.1—continued: Correlates of Effective Schools Staff Perceptions Survey (Abbreviated). 
 

 

Safe and Orderly Environment 
 

Addresses the work environment as well as the extent to which the school is conducive to learning. 
 

 Survey Question  Response Options 

This school is not physically secure. Fear and concern for physical 
safety are constantly present. 

 
There is a general feeling of insecurity. It is not safe to be alone in the 
building and numerous incidents occur. 

This school is secure from outside interference. There are occasional 
incidents that heighten concern throughout the building. 

 

Adults and students generally feel secure. There are some internal 
student related problems, but these do not tend to threaten the general 
sense of security. 

 
6. 

 
To what extent is your school a safe 
and secure place to work?

 
This is a secure building. Students and staff do not view security as an 
issue. 

 

The condition of the physical plant is very poor. There is poor lighting, 
poor heating and air conditioning, unsafe class areas, unsafe play 
areas, peeling paint, etc. 

 
This school is generally not safe. Repairs are needed throughout the 
building. 

This school is generally safe. The physical plant does not interfere with 
the school program. 

 
This school building is clean, orderly, and well taken care of by district 
maintenance staff, building staff, and students. 

 
7. 

 
Describe the general condition of the 
physical plant of your school.

 
The school building is neat, bright, and comfortable. It is a source of 
school pride. 

 

The state of cleanliness of the school is very poor; floors are dirty, trash 
cans are not emptied, bathrooms are unclean, hallways and grounds 
are littered. 

 
This school is generally not clean. Cleaning is needed throughout the 
building.  

This school is generally clean. The state of cleanliness does not 
interfere with the school program. 

 
This school building is clean, orderly, and well taken care of by 
custodians, staff and students. 

 
8. 

 
Describe the state of cleanliness of your 
school.

 
The school building is neat, clean, and comfortable. It is a source of 
school pride. 
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Table: L.1—continued: Correlates of Effective Schools Staff Perceptions Survey (Abbreviated). 
 

The climate is very chaotic. There is a sense of disorder and frequent 
disruption of school events and class instruction. 

 
There is a degree of controlled order. Frequent discipline problems 
occur and classes are often interrupted. 

There is general order in this school. Serious discipline problems are 
related to a small percentage of students. 

 
School and class behavior are acceptable. Classroom interruptions and 
school discipline problems are infrequent. 

 
9. 

 
Describe the disciplinary climate in this 
school.

 

The discipline management system in this school is consistently and 
effectively applied. School behavior is positive and students abide by 
school rules. 

 

It is difficult to tell. No one is really responsible. 

 

There is not a coordinated effort. Teachers handle discipline without 
support or assistance from the administration, or teachers tend to refer 
most of the problems to the office. 

Teachers handle most discipline. The administration is generally 
supportive. 

 
The teaching staff and administration share responsibility. Consistency 
and cooperation are present. 

 
10. 

 
Who assumes responsibility for 
discipline in your school?

 

Students, staff, administration, and parents demonstrate acceptance 
and share responsibility for discipline and school behavior. All adults on 
campus act as though they are responsible for all of the students all of 
the time. 

 

Climate of High Expectations 
 

Addresses what steps are taken to maximize learning for all students. 
 

 
Survey Question  Response Options 

Almost all discipline problems are caused by low-achieving students. 

 Most discipline problems are caused by low-achieving students. 

Low-achieving students cause slightly more discipline problems than 
other students. 

 
When discipline problems occur, no identifiable group of students 
emerges as a major source of those problems. 

 
26. 
   

 
To what extent do low-achieving 
students present discipline problems 
compared to other students in your 
school?

 

Student misbehavior is not a problem due to a clearly understood 
discipline management system, consistent expression of universally 
high expectations, and teacher understanding of the multicultural 
characteristics of the student population. 
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Table: L.1—continued: Correlates of Effective Schools Staff Perceptions Survey (Abbreviated). 
 

  

 
Opportunity to Learn and Student Time on Task 

 

Addresses the importance of academic time and to what extent is academic time protected and fully utilized. 
 

 

Survey Question  Response Options 

Classroom discipline is a problem. There are constant student 
interruptions that disrupt instruction. 

 Class disruptions occur regularly and often interrupt class instruction. 

There are class disruptions by students, but they are not generally 
significant in disrupting instruction. 

 
There are few disciplinary disruptions. Most behavior is task 
appropriate. 

 
44. 

 
On the average, how frequently do 
students disrupt instruction during class 
in your school?

 

There are very few student disruptions. Class atmosphere is very 
conducive to learning for all. 
 

 
Note: The original version of the Correlates of Effective Schools Staff Perceptions Survey administered in 2006 and 2007 contained 81 items 
covering all seven correlate areas and took approximately 45 minutes to complete. The abbreviated survey administered in 2008 included seven 
survey items selected from the earlier surveys based on each question’s relevancy to this study. The 2008 survey took approximately 15-20 
minutes to complete. 
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Table M.1: Frequency distribution of 2007 Discipline Survey responses. 
 

Survey Item  
1 2 3 4 5 

No 
Response Total 

 

1. The school has a clearly stated discipline philosophy. Frequency 0 7 8 29 26  70 

 Percent 0 10 11.4 41.4 37.1  99.9 

Frequency 0 6 23 22 19  70 2. The school’s discipline philosophy is clearly communicated to 
students and parents. Percent 0 8.6 32.9 31.4 27.1  100 

3. A “zero tolerance” policy is in place and adhered to with regard 
to severely disruptive student behavior (e.g., fighting, drugs, 
weapons). 

Frequency 
Percent 

6 
8.6 

 

7 
10 

17 
24.3 

19 
27.1 

21 
30 

 70 
100 

Frequency 5 13 24 20 8  70 4. The school has an effective school-wide discipline plan that 
governs behavior in the hallways, cafeteria, etc. 

Percent 7.1 18.6 34.3 28.6 11.4  100 

Frequency 0 0 7 23 40  70 5. All classrooms have a set of “core rules” throughout the school. 

Percent 0 0 10 32.9 57.1  100 

Frequency 0 3 11 35 21  70 6. Teachers at each grade level have established relatively similar 
rules for students at their grade level. Percent 0 4.3 15.7 50 30  100 

Frequency 1 6 8 26 29  70 7. Discipline infractions are categorized into at least three levels 
of severity. Percent 1.4 8.6 11.4 37.1 41.4  99.9 

8. Teachers are expected to manage all minor (Level I) 
infractions. 

Frequency 0 0 0 18 52  70 

 Percent 0 0 0 25.7 74.3  100 

Frequency 0 6 14 31 19  70 9. The teacher’s responsibilities prior to referral are clearly 
communicated. Percent 0 8.6 20 44.3 27.1  100 

Frequency 4 12 17 24 13  70 10. Teachers receive timely feedback after a referral is made to 
an administrator. Percent 5.7 17.1 24.3 34.3 18.6  99.9 

Frequency 2 10 20 24 14  70 11. When a referral is made to an administrator, the referral is 
responded to in a timely manner. Percent 2.9 14.3 28.6 34.3 20  100.1 

Frequency 2 14 21 24 9  70 12. There is a reasonable consistency among administrators with 
regard to the handling of student discipline referrals. Percent 2.9 20 30 34.3 12.9  100.1 

Frequency 4 10 15 25 15 1 70 13. Administrators do not question teacher’s judgment regarding 
referrals in the presence of students. Percent 5.7 14.3 21.4 35.7 21.4 1.4 99.9 

Frequency 4 9 15 23 19  70 14. A system is established for addressing student tardies. 

Percent 5.7 12.9 21.4 32.9 27.1  100 

Frequency 0 5 5 29 29 2 70 15. The discipline committee meets at least quarterly for the 
purpose of evaluating and improving school-wide discipline. Percent 0 7.1 7.1 41.4 41.4 2.9 99.9 

Frequency 1 10 22 24 13  70 16. Appropriate consequences have been identified at the 
administrative level for serious, severe, and chronic student 
disruptions. 

Percent 1.4 14.3 31.4 34.3 18.6  100 

Frequency 1 17 15 22 15  70 17. Students and their parents are aware of the consequences for 
chronic, serious, and severe disruptions. Percent 1.4 24.3 21.4 31.4 21.4  99.9 

Frequency 0 7 15 20 28  70 18. The teachers are skillful in conducting student conferences. 

Percent 0 10 21.4 28.6 40  100 

Frequency 3 8 15 29 15  70 19. Administrators are fair when administering negative 
consequences to students (i.e., all students are treated equitably). Percent 4.3 11.4 21.4 41.4 21.4  99.9 

Frequency 5 5 18 26 16  70 20. The school has an effective student assistance vehicle for 
helping students who are exhibiting chronic problems. Examples 
include: the Student Assistance Program (SAP), the Student 
Support Team (SST), the Student Services Program (SSP), etc. 

Percent 7.1 7.1 25.7 37.1 22.9  99.9 
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Table M.1—continued: Frequency distribution of 2007 Discipline Survey responses. 

Survey Item  
1 2 3 4 5 

No 
Response Total 

Frequency 0 3 18 34 15  70 21. There is a strong staff commitment to following stated 
procedures; especially with respect to behavior management 
procedures, referral procedures, and supervision of student 
behavior. 

Percent 0 4.3 25.7 48.6 21.4  100 

Frequency 1 2 7 25 35  70 22. The duty schedule provides for adequate supervision 
throughout the year. Percent 1.4 2.9 10 35.7 50  100 

Frequency 0 0 12 24 34  70 23. The dismissal procedures within classrooms are consistent 
and fully explained. Percent 0 0 17.1 34.3 48.6  100 

24. Hallways are relatively clear prior to the final bell. Frequency 0 2 5 25 38  70 

 Percent 0 2.9 7.1 35.7 54.3 1 100 

Frequency 4 10 11 27 18  70 25. Provisions are made to “keep numbers small and time frames 
short” during dismissal (e.g., hallway A may be dismissed 
followed by hallway B). 

Percent 5.7 14.3 15.7 38.6 25.7  100 

26. Hallway passes are required and utilized by all staff members. Frequency 8 10 20 16 16  70 

 Percent 11.4 14.3 28.6 22.9 22.9  100.1 

27. Traffic patterns in the halls are appropriate and well planned. Frequency 1 6 10 29 24  70 

 Percent 1.4 8.6 14.3 41.4 34.3  100 

Frequency 0 5 12 23 28 2 70 28. Teachers assist with supervision in the hallways by being 
present at their doors during class changes. Percent 0 7 17.1 32.9 40 2.9 99.9 

Frequency 8 16 19 17 9 1 70 29. Administrators are present in the hallways and administrator 
visibility is high, especially during class changes. Percent 11.4 22.9 27.1 24.3 12.9 1.4 100 

Frequency 5 11 17 29 8  70 30. There is evidence of shared decision making within the school 
(i.e., teachers and other staff members believe that they have a 
“voice”). 

Percent 7.1 15.7 24.3 41.4 11.4  99.9 

Frequency 0 7 14 33 16  70 31. Teachers become involved in extra curricular school activities. 
The climate of the school reflects willing and sufficient 
involvement. 

Percent 0 10 20 47.1 22.9  100 

32. There is evidence of high levels of trust among staff 
members. 

Frequency 1 12 15 30 12  70 

 Percent 1.4 17.1 21.4 42.9 17.1  99.9 

Frequency 8 18 18 18 8  70 33. There is evidence of high levels of trust between faculty and 
the administration.. Percent 11.4 25.7 25.7 25.7 11.4  99.9 

         

Frequency 5 10 18 29 8  70 34. There is minimal conflict among faculty members and 
between faculty members and the administration. Percent 7.1 14.3 25.7 41.4 11.4  99.9 

Frequency 2 9 19 22 18  70 35. Administrators conduct walk-through classroom observations 
frequently. Percent 2.9 12.9 27.1 31.4 25.7  100 

Frequency 5 17 12 22 14  70 36. The school counseling program is adequately staffed and 
provides appropriate and adequate student services. Percent 7.1 24.3 17.1 31.4 20  99.9 

Frequency 1 3 12 31 23  70 37. The teachers have clearly stated procedures for the use of the 
restroom, water fountains, etc. Percent 1.4 4.3 17.1 44.3 32.9  100 

38. Teachers use low-key interventions when possible. Frequency 0 2 11 28 29  70 

 Percent 0 2.9 15.7 40 41.4  100 

Frequency 0 3 12 34 21  70 39. The teachers respond assertively; not in a passive or hostile 
fashion. Percent 0 4.3 17.1 48.6 30  100 
 

Frequency 0 5 24 30 11  70 40. When students disrupt frequently, the teachers avoid talking 
too much. Verbal directives are kept to a minimum. Percent 0 7.1 34.3 42.9 15.7  100 
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Table M.1—continued: Frequency distribution of 2007 Discipline Survey responses. 

Survey Item  
1 2 3 4 5 

No 
Response Total 

Frequency 0 8 20 25 17  70  
41. The teachers always avoid arguing with students about their 
behavior. 

Percent 0 11.4 28.6 35.7 24.3  100 

42. Teachers use appropriate consequences. Frequency 0 3 13 27 27  70 

 Percent 0 4.3 18.6 38.6 38.6  100.1 

Frequency 0 2 12 34 22  70 43. The teachers are reasonably consistent with discipline and 
management decisions. Percent 0 2.9 17.1 48.6 31.4  100 

Frequency 0 1 10 30 29  700 44. The teachers refer relatively few students to the office (i.e., 
they don’t rely too extensively on the principal’s authority). Percent 0 1.4 14.3 42.9 41.4  100 

Frequency 0 2 10 29 29  70 45. The teachers frequently emphasize and recognize positive 
student behavior; i.e., references to negative behaviors are kept 
to a minimum. 

Percent 0 2.9 14.3 41.4 41.4  100 

Frequency 0 1 9 23 37  70 46. The teachers have a system for keeping track of their 
warnings which is relatively private. For example, a behavior 
notebook or chart may be used instead of a chalk board. 

Percent 0 1.4 12.9 32.9 52.9  100.1 

Frequency 0 3 16 30 21  70 47. The teachers adhere to the “public rules, private 
consequences” rule of thumb (i.e., rules are publicized; however, 
consequences are administered in a private fashion). 

Percent 0 4.3 22.9 42.9 30  100.1 

Frequency 0 2 14 34 20  70 48. The teachers’ interventions are followed by appropriate 
consequences when necessary. For example, students are not 
sent into the hallway. 

Percent 0 2.9 20 48.6 28.6  100.1 

Frequency 0 4 6 27 33  70 49. The teachers accept their responsibilities for maintaining 
appropriate student behavior (i.e., they don’t regard disciplining 
students as someone else’s responsibility). 

Percent 0 5.7 8.6 38.6 47.1  100 

Frequency 0 6 14 28 22  70 50. Teachers avoid blaming students; instead, they concentrate 
on the “caught being good” attitude. Percent 0 8.6 20 40 31.4  100 

51. The teachers’ expectations are clear. Frequency 0 0 11 30 29  70 

 Percent 0 0 15.7 42.9 41.4  100 

Frequency 0 2 5 28 35  70 52. The teachers model appropriate behavior (e.g., on time to 
class, materials available). Percent 0 2.9 7.1 40 50  100 

Frequency 0 2 14 35 19  70 53. The teachers avoid negative emotional involvement (e.g., 
yelling, screaming, sarcasm) Percent 0 2.9 20 50 27.1  100 

Frequency 0 3 11 36 20  70 54. Teachers do not major in minors. Minor problems that can be 
ignored are appropriately ignored. Percent 0 4.3 15.7 51.4 28.6  100 

Frequency 1 3 8 31 27  70 55. The teachers avoid public criticism and sarcasm. 

Percent 1.4 4.3 11.4 44.3 38.6  100 

Frequency 0 2 12 31 25  70 56. Teachers’ discipline approaches promote the acceptance of 
responsibility among students. Percent 0 2.9 17.1 44.3 35.7  100 

Frequency 0 4 17 33 16  70 57. Punishing the entire class for the actions of a few is always 
avoided. Percent 0 5.7 24.3 47.1 22.9  100 

Frequency 0 4 18 27 21  70 58. Teachers engage in behavior problem-solving strategies who 
are chronically disruptive (e.g., the YES Card, positive 
contingencies, etc.). 

Percent 0 5.7 25.7 38.6 30  100 

59. The cafeteria management plan is efficient and effective. Frequency 9 15 20 20 5 1 70 

 Percent 12.9 21.4 28.6 28.6 7.1 1.4 100 

Frequency 1 1 17 26 25  70 60. Teachers try to use strategies that are aligned with the 
following criteria: Safe, sensible, simple, structured, and 
successful. 

Percent 1.4 1.4 24.3 37.1 35.7  99.9 

 

Note. The total percentage does not equal 100% for some survey items due to rounding. 
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Table M.2: Frequency distribution of 2008 Discipline Survey responses. 
 

Survey Item  
1 2 3 4 5 

No 
Response Total 

 

1. The school has a clearly stated discipline philosophy. Frequency 0 2 14 17 30  63 

 Percent 0 3.2 22.2 27 47.6  100 

Frequency 0 5 18 19 21  63 2. The school’s discipline philosophy is clearly communicated to 
students and parents. Percent 0 7.9 28.6 30.2 33.3  100 

3. A “zero tolerance” policy is in place and adhered to with 
regard to severely disruptive student behavior (e.g., fighting, 
drugs, weapons). 

Frequency 
Percent 

2 
3.2 

 

17 
27 

 

11 
17.5 

20 
31.7 

13 
20.6 

 63 
100 

Frequency 0 2 21 24 16  63 4. The school has an effective school-wide discipline plan that 
governs behavior in the hallways, cafeteria, etc. 

Percent 0 3.2 33.3 38.1 25.4  100 

Frequency 0 0 1 32 30  63 5. All classrooms have a set of “core rules” throughout the 
school. Percent 0 0 1.6 50.8 47.6  100 

Frequency 0 2 11 37 13  63 6. Teachers at each grade level have established relatively 
similar rules for students at their grade level. Percent 0 3.2 17.5 58.7 20.6  100 

Frequency 0 3 10 18 30 2 63 7. Discipline infractions are categorized into at least three levels 
of severity. Percent 0 4.8 15.9 28.6 47.6 3.2 100.1 

8. Teachers are expected to manage all minor (Level I) 
infractions. 

Frequency 0 0 1 12 50  63 

 Percent 0 0 1.6 19 79.4  100 

Frequency 0 1 12 23 27  63 9. The teacher’s responsibilities prior to referral are clearly 
communicated. Percent 0 1.6 19 36.5 42.9  100 

Frequency 0 2 20 23 14 4 63 10. Teachers receive timely feedback after a referral is made to 
an administrator. Percent 0 3.2 31.7 36.5 22.2 6.3 99.9 

Frequency 0 4 21 23 12 3 63 11. When a referral is made to an administrator, the referral is 
responded to in a timely manner. Percent 0 6.3 33.3 36.5 19 4.8 99.9 

Frequency 0 6 25 23 7 2 63 12. There is a reasonable consistency among administrators 
with regard to the handling of student discipline referrals. Percent 0 9.5 39.7 36.5 11.1 3.2 100 

Frequency 0 9 14 26 13 1 63 13. Administrators do not question teacher’s judgment regarding 
referrals in the presence of students. Percent 0 14.3 22.2 41.3 20.6 1.6 100 

Frequency 2 2 12 20 26 1 63 14. A system is established for addressing student tardies. 

Percent 3.2 3.2 19 31.7 41.3 1.6 100 

Frequency 0 0 15 31 16 1 63 15. The discipline committee meets at least quarterly for the 
purpose of evaluating and improving school-wide discipline. Percent 0 0 23.8 49.2 25.4 1.6 100 

Frequency 0 10 18 28 6 1 63 16. Appropriate consequences have been identified at the 
administrative level for serious, severe, and chronic student 
disruptions. 

Percent 0 15.9 28.6 44.4 9.5 1.6 100 

Frequency 0 12 20 24 5 2 63 17. Students and their parents are aware of the consequences 
for chronic, serious, and severe disruptions. Percent 0 19 31.7 38.1 7.9 3.2 99.9 

Frequency 0 1 15 36 10 1 63 18. The teachers are skillful in conducting student conferences. 

Percent 0 1.6 23.8 57.1 15.9 1.6 100 

Frequency 0 3 20 25 14 1 63 19. Administrators are fair when administering negative 
consequences to students (i.e., all students are treated 
equitably). 

Percent 0 4.8 31.7 39.7 22.2 1.6 100 

Frequency 2 5 26 20 10  63 20. The school has an effective student assistance vehicle for 
helping students who are exhibiting chronic problems. Examples 
include: the Student Assistance Program (SAP), the Student 
Support Team (SST), the Student Services Program (SSP), etc. 

Percent 3.2 7.9 41.3 31.7 15.9  100 
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Table M.2—continued: Frequency distribution of 2008 Discipline Survey responses. 

 
Survey Item

 1 2 3 4 5 
No 

Response Total 

Frequency 0 9 27 0 7  63 21. There is a strong staff commitment to following stated 
procedures; especially with respect to behavior management 
procedures, referral procedures, and supervision of student 
behavior. 

Percent 0 14.3 42.9 31.7 11.1  100 

Frequency 0 1 2 30 30  63 22. The duty schedule provides for adequate supervision 
throughout the year. Percent 0 1.6 3.1 47.6 47.6  99.9 

Frequency 0 1 7 28 27  63 23. The dismissal procedures within classrooms are consistent 
and fully explained. Percent 0 1.6 11.1 44.4 42.9  100 

24. Hallways are relatively clear prior to the final bell. Frequency 0 0 7 26 30  63 

 Percent 0 0 11.1 41.3 47.6  100 

Frequency 1 3 13 28 18  63 25. Provisions are made to “keep numbers small and time 
frames short” during dismissal (e.g., hallway A may be 
dismissed followed by hallway B). 

Percent 1.6 4.8 20.6 44.4 28.6  100 

26. Hallway passes are required and utilized by all staff 
members. 

Frequency 2 13 13 22 13  63 

 Percent 3.2 20.6 20.6 34.9 20.6  99.9 

27. Traffic patterns in the halls are appropriate and well planned. Frequency 0 4 8 29 22  63 

 Percent 0 6.3 12.7 46 34.9  99.9 

Frequency 0 2 12 30 16 3 63 28. Teachers assist with supervision in the hallways by being 
present at their doors during class changes. Percent 0 3.2 19 47.6 25.4 4.8 100 

Frequency 1 7 20 27 5 3 63 29. Administrators are present in the hallways and administrator 
visibility is high, especially during class changes. Percent 1.6 11.1 31.7 42.9 7.9 4.8 100 

Frequency 1 10 26 21 5  63 30. There is evidence of shared decision making within the 
school (i.e., teachers and other staff members believe that they 
have a “voice”). 

Percent 1.6 15.9 41.3 33.3 7.9  100 

Frequency 0 8 25 23 6 1 63 31. Teachers become involved in extra curricular school 
activities. The climate of the school reflects willing and sufficient 
involvement. 

Percent 0 12.7 39.7 36.5 9.5 1.6 100 

32. There is evidence of high levels of trust among staff 
members. 

Frequency 2 17 24 16 4  63 

 Percent 3.2 27 38.1 25.4 6.3  100 

Frequency 3 10 29 18 3  63 33. There is evidence of high levels of trust between faculty and 
the administration. Percent 4.8 15.9 46 28.6 4.8  100.1 

Frequency 0 8 31 21 3  63 34. There is minimal conflict among faculty members and 
between faculty members and the administration. Percent 0 12.7 49.2 33.3 4.8  100 

Frequency 1 8 17 28 8 1 63 35. Administrators conduct walk-through classroom 
observations frequently. Percent 1.6 12.7 27 44.4 12.7 1.6 100 

Frequency 4 13 21 19 6  63 36. The school counseling program is adequately staffed and 
provides appropriate and adequate student services. Percent 6.3 20.6 33.3 30.2 9.5  99.9 

Frequency 0 1 14 30 18  63 37. The teachers have clearly stated procedures for the use of 
the restroom, water fountains, etc. Percent 0 1.6 22.2 47.6 28.6  100 

38. Teachers use low-key interventions when possible. Frequency 0 0 8 37 18  63 

 Percent 0 0 12.7 58.7 28.6  100 

Frequency 0 1 12 33 16 1 63 39. The teachers respond assertively; not in a passive or hostile 
fashion. Percent 0 1.6 19 52.4 25.4 1.6 100 

Frequency 0 4 26 26 6 1 63 40. When students disrupt frequently, the teachers avoid talking 
too much. Verbal directives are kept to a minimum. Percent 0 6.3 41.3 41.3 9.5 1.6 100 
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Table M.2—continued: Frequency distribution of 2008 Discipline Survey responses. 

 
Survey Item

 1 2 3 4 5 
No 

Response Total 

Frequency 0 6 14 32 10 1 63  
41. The teachers always avoid arguing with students about their 
behavior. 

Percent 0 9.5 22.2 50.8 15.9 1.6 100 

42. Teachers use appropriate consequences. Frequency 0 1 9 37 15 1 63 

 Percent 0 1.6 14.3 58.7 23.8 1.6 100 

Frequency 0 0 18 30 14 1 63 43. The teachers are reasonably consistent with discipline and 
management decisions. Percent 0 0 28.6 47.6 22.2 1.6 100 

Frequency 0 0 26 20 16 1 630 44. The teachers refer relatively few students to the office (i.e., 
they don’t rely too extensively on the principal’s authority). Percent 0 0 41.3 31.7 25.4 1.6 100 

Frequency 0 0 14 33 15 1 63 45. The teachers frequently emphasize and recognize positive 
student behavior; i.e., references to negative behaviors are kept 
to a minimum. 

Percent 0 0 22.2 52.4 23.8 1.6 100 

Frequency 0 2 13 28 20  63 46. The teachers have a system for keeping track of their 
warnings which is relatively private. For example, a behavior 
notebook or chart may be used instead of a chalk board. 

Percent 0 3.2 20.6 44.4 31.7  99.9 

Frequency 0 1 22 29 11  63 47. The teachers adhere to the “public rules, private 
consequences” rule of thumb (i.e., rules are publicized; 
however, consequences are administered in a private fashion). 

Percent 0 1.6 34.9 46 17.5  100 

Frequency 0 4 18 30 10 1 63 48. The teachers’ interventions are followed by appropriate 
consequences when necessary. For example, students are not 
sent into the hallway. 

Percent 0 6.3 28.6 47.6 15.9 1.6 100 

Frequency 0 2 17 26 18  63 49. The teachers accept their responsibilities for maintaining 
appropriate student behavior (i.e., they don’t regard disciplining 
students as someone else’s responsibility). 

Percent 0 3.2 27 41.3 28.6  100.1 

Frequency 0 0 19 36 7 1 63 50. Teachers avoid blaming students; instead, they concentrate 
on the “caught being good” attitude. Percent 0 0 30.2 57.1 11.1 1.6 100 

51. The teachers’ expectations are clear. Frequency 0 0 12 32 19  63 

 Percent 0 0 19 50.8 30.2  100 

Frequency 0 0 5 33 2 1 63 52. The teachers model appropriate behavior (e.g., on time to 
class, materials available). Percent 0 0 7.9 52.4 38.1 1.6 100 

Frequency 0 2 17 37 7  63 53. The teachers avoid negative emotional involvement (e.g., 
yelling, screaming, sarcasm) Percent 0 3.2 27 58.7 11.1  100 

Frequency 1 1 14 33 14  63 54. Teachers do not major in minors. Minor problems that can 
be ignored are appropriately ignored. Percent 1.6 1.6 22.2 52.4 22.2  100 

Frequency 1 1 9 36 16  63 55. The teachers avoid public criticism and sarcasm. 

Percent 1.6 1.6 14.3 57.1 25.4  100 

Frequency 0 1 12 38 11 1 63 56. Teachers’ discipline approaches promote the acceptance of 
responsibility among students. Percent 0 1.6 19 60.3 17.5 1.6 100 

Frequency 0 2 13 36 12  63 57. Punishing the entire class for the actions of a few is always 
avoided. Percent 0 3.2 20.6 57.1 19  99.9 

Frequency 0 3 18 33 9  63 58. Teachers engage in behavior problem-solving strategies that 
are chronically disruptive (e.g., the YES Card, positive 
contingencies, etc.). 

Percent 0 4.8 28.6 52.4 14.3  100.1 

59. The cafeteria management plan is efficient and effective. Frequency 2 8 29 18 5 1 63 

 Percent 3.2 12.7 46 28.6 7.9 1.6 100 

Frequency 0 1 11 34 17  63 60. Teachers try to use strategies that are aligned with the 
following criteria: Safe, sensible, simple, structured, and 
successful. 

Percent 0 1.6 17.5 54 27  100.1 

 

Note. The total percentage does not equal 100% for some survey items due to rounding.  
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