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Abstract

Teachers at every level of schooling recognizentbed for establishing a positive
learning environment. Creating this type of classn is a worthwhile but elusive goal
due to ineffective approaches to managing studeimévior. This is a common challenge
for teachers and schools of every kind and evemi leut may be magnified for schools
with specialized missions, such as language immeisthools.

This dissertation examines teacher perceptionsctdssroom management and
behavior support system called Positive Behavigrp®u, or PBS, specifically within
urban language immersion schools. Research qussigiored include: 1) In what ways
do teachers at urban, language immersion schooiprehend, support and utilize the
PBS system? and 2) How do teachers' understandfrRBS and adapted classroom
management practices match (or not) the PBS gé#te school?

| surveyed lead teachers (n=28) at two languagedrsion elementary schools
and completed a qualitative case-study examinatidwo teachers at one Spanish
Immersion Elementary School (SIES); data includadisstructured interviews,
observations in classrooms and an examination & &&uments and artifacts.

Major findings from this study show that SIES teashare informed of, and
involved with, the school’s particular version % and they are confident about the
actual and potential benefit PBS offers in theinaslassrooms and throughout the
school. SIES teachers have (1) made a conscitars tef utilize the school’'s
implemented version of PBS, (2) prioritized theats goals and definition of PBS, and
simultaneously, (3) thought and acted in ways destrating they had the flexibility to

change the school’s approach to PBS to bettdndit tlassrooms’ needs. Teachers feel
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PBS has allowed them to develop better interactiin students, in particular, but also
with parents and even other teachers. Finallyleateachers have identified a large
number and type of PBS-related school improvemdmey, have also experienced
difficulty when it comes to utilizing PBS in thainiqgue immersion and urban contexts.
Key words: Positive Behavior Support (PBS), classroom managgrnanguage

immersion, urban, public charter school
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Chapter One: Introduction

This dissertation study began as an idea duringemyre as a middle- and high-
school foreign language teacher. As a secondach& | was interested in creating a
positive classroom environment and maintainingaasrioom management style that
encouraged students to proactively and persorahly tesponsibility for their behavior
and performance in class. After four years of teaghimplemented Total Physical
Response (TPR) and Total Physical Response StorgtéTPRS) in my foreign-
language classroom which had a major impact ontodesits and me, as a teacher, as it
not only changed how | taught and how students&zhbut, indirectly, how they were
able to manage their own behavior as well. Thipdteme begin to think about how
supporting positive student behavior in a foregmguage classroom might be different
from doing the same in other subjects.

For the past three years | have had the opporttmityork as a research assistant
with significant involvement in organizing data aslaservation centered on the
classroom management challenges at two neighbarlvan language immersion
elementary schools, which represent the siteshfoctrrent study: Spanish Immersion
Elementary School (SIES) and French Immersion Efearg School (FIES). This
experience furthered my interest in finding out heachers in language classrooms can
be more productive and become more successfulsujiporting positive student
behavior. Through this study, | addressed the ndiritiensional classroom management
challenges faced by an urban language immersionegitary school. | also described

the relatively small body of literature in the afaconvergence between classroom

! pseudonyms
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management and urban language immersion schooltharabsence of research on these
issues in combination with the Positive Behaviopgrt (PBS) approach.
An Overview of the Classroom Management Literature

The challenges facing urban schools in the ardeelbfvior management are
numerous

and have been well-documented (Brown, 2004; Buc&lbsgo, 2005; Marx, 2001,
Turner, 1993). The number of programs used toemddthese challenges are nearly as
prevalent as the problems and challenges thems@iaesciomei, 1999; Turnbull et al.,
2002). Despite the widespread documentation di shallenges and the myriad
programs available to address them, many urbarotchontinue to face significant
behavior management problems (Brown, 2004; Budalbsgo, 2005; Marx, 2001;
Milner, 2004; Turner, 1993). The continued diffigun dealing with behavior issues in
urban schools has led the researcher to concladiedlevant research can be gathered
into three interconnected areas: (1) culturallgvaht classroom management (CRCM)
which adopts a cultural focus to address challeimgagban schools, (2) analyzing the
characteristics of successful teachers of urbatests, and (3) examining the
relationship between urban teachers and students.

Every school, according to the purposes and dlgscof its mission, must
evaluate and determine the guidelines for how te@cmanage behavior. Language
immersion schools, many of which provide instructcmmpletely in a foreign language
in the early grades (Center for Applied Linguistiz811), face unique issues (Curran,
2003). Though still somewhat rare in the U.S. ghexpanded significantly by number,
type and location, from zero in 1971 to 448 in 88es in 2011 (Center for Applied

Linguistics, 2011). This total is comprised of latiown language immersion programs
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(one-way, two-way, etc.) by the Center for Applledguistics, categorized as pre-
schools (97), elementary (337), middle (128) armyh lsichools (41), where schools with
more than one level (e.g., K-8 or K-12) were inéddn all relevant categories. The
language immersion focus brings with it a whole rsetvof behavior management
challenges for these schools. The challengesuanerous and multilayered but one of
the most prominent could be the prevalence of foreertified teachers who may have
little training in classroom management techniqwds) may have limited English
proficiency, and who may not have the same typmuttioritative approach to running a
classroom as many U.S. teachers, especially Uaghées working in urban schools
(Horowitz, 2005).

Another serious challenge in the area of behavemagement for language
immersion schools specifically is the fact that tretadents, of a new language,
experience some difficulty with the academic densaenad stress of interacting and
learning in an unfamiliar language environment éesgly those in immersion situations)
(Slapac & Dorner, 2013). This type of frustratman lead to behavior problems. When
students struggle academically, they are moreyliteetdevelop problem behaviors
maintained by escape/avoidance of academic denfitadstosh, Chard, Boland, &
Horner, 2006; Preciado, Horner, & Baker, 2009)f-t@$k and disruptive behavior often
occurs when the curricular expectations are not@p@tely matched with the current
skill levels of students (Preciado et al., 200Bis can be an excessively difficult
demand for many teachers fluent in the target lagguut who are working with young

students who progress in the language at veryrdiftaates.
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Based on my previous observations in both thedfrémmersion Elementary
School (FIES) and the Spanish Immersion Elemer8ahpol (SIES) and according to
Slapac and Dorner’s (2013) research conducteceaethchools, there is a need to assess
the way in which teachers understand and incorpalassroom management strategies
in their classrooms, especially now that SIES iagpted the schoolwide PBS approach.
A careful examination of culturally relevant claesm management (CRCM) strategies
and classroom management practices in languagersmanechools such as the Positive
Behavior Support (PBS) model is needed. Also irgmdrto understand is the
relationship between urban teachers and their stadad the characteristics of
successful teachers in urban schools; this infaondtelps provide important context for
this study and the intersection of these issues.

Positive Behavior Support is a new model at SIESvas introduced at this
school officially in August, 2012 after a ten-momésearch and implementation period
by the school district's administrative team anel iIES- and FIES-comprised PBS
implementation team. According to the principhistdecision was made due to
increasing concern about behavior management acgplinary policies at the school
from both educators and families. It is valuabl@mderstand the impetus for this
program as it provides context for how it is cuthgbeing implemented and received by
teachers. A greater awareness of how teachersaertb interact with this approach in
their classrooms is beneficial to the school’s adstiation, the PBS implementation
team (comprised of administrators and teachers}lanteachers themselves. First and

foremost, this research benefits these partical@guage immersion schools. Yet, the
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results of this study should also help other schadntify possible areas of improvement
related to classroom management and PBS.

Since there is a dearth of literature in the afedlassroom management in
language immersion schools, this study adds tbdlay of literature on this topic,
specifically in the area of adaptation and usénefRBS model. The context of the
research locations provided information-rich casehg opportunities which fostered a
deeper understanding of how teachers at these aisithools perceived, used and

adapted this new approach to supporting positiveestt behavior.

13
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Research Purpose

The goal of this study was to examine the percaptaf teachers in an urban,
charter language immersion school toward the nawhlemented behavior support
system, PBS. Teacher understanding, adaptationsadf the PBS approach was
measured and analyzed, focusing on the followirgstijons: 1) In what ways do teachers
at urban, language immersion schools comprehepgosuand utilize the Positive
Behavior Support system? 2) How do teachers' sta®ilings of PBS and adapted
classroom management practices match (or not) Bisedg®als of the school?

The unique issues facing urban language immersiooads with regard to
ensuring appropriate student behavior and estatgjshcomprehensive and productive
behavior management program demonstrate the nesgdoialized research. Due to the
relative recent rise and increased popularity ofleage immersion schools, this type of
research is exploratory and an emerging area df/saspecially as it relates to such
schools in urban areas. This study documentedthéeappropriation of PBS as a
classroom management tool, including some of tfiedlities, challenges, benefits and
rewards of using this approach. Sharing findingsoerages further interaction between
teachers and administrators to identify the PBSIs@éteachers as well as areas in need
of reconsideration and adjustment to fully devakgcher understanding and utilization

of PBS.

Clarifying Terms

This study employed the following terms extensiv@ipughout:
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Positive Behavior Support— PBS, also known as Positive Behavioral Support or
Positive Behavior Interventions and Supports (PBES& system of supports that has
been shown to result in more productive, preferaad, healthy lives for recipients
(Dunlap, Sailor, Horner & Sugai, 2011). PBS hasg foore, defining features: (a)
application of research-validated behavioral s@efig) integration of multiple
intervention elements to provide ecologically vapdactical support; (c) commitment to
substantive, durable lifestyle outcomes; and (gl@mentation of support within
organizational systems that facilitate sustainéeices (Dunlap, et al., 2011). When PBS

is employed in schools it is sometimes referredsto

Schoolwide Positive Behavior Support SW-PBS, is a term often used interchangeably

with PBS and PBIS but it more narrowly refers faragram of behavior support as
applied schoolwide. It is specifically focusedways to establish the social culture and
individualized behavior supports needed for a sttwbe a safe and effective learning
environment for all students (Sugai & Horner, 2011t)s the systematic and formal
consideration of (a) measurable academic and soeravior outcomes, (b) information
or data to guide decision-making and selectiorffecéve behavioral interventions, (c)
evidence-based interventions that support studsrtteamic and social behavior success,
and (d) systems supports designed to increasectiveaey and durability of practice
implementation (Sugai & Horner, 2002a; Sugai & Haorr2011; Sugai, Horner, &
Mcintosh, 2008). Although PBS is the term that wiimarily be used throughout this
paper, it will be used synonymously with SW-PBShwihe specific schoolwide

emphasis.

15
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One-Way/Total Language Immersion Schoots Programs in which all or almost all
subjects taught in the lower grades (K-2) are taugthe foreign language; instruction in
English usually increases in the upper grades {8-8P%-50%, depending on the
program (Center for Applied Linguistics, 2011). T9ahool under study is an example of
the one-way language immersion design.

Urban School-School located inside urban areas which, as ety the U.S. Census
Bureau (2001), have “core census block groupsamidsl that have a population density
of at least 1,000 people per square mile and sndiag census blocks that have an
overall density of at least 500 people per squale’ifp. 1) and an overall population of
at least 50,000 people (U.S. Census Bureau, 2012).

Since education literature also uses the phragmfuschool” to connote poor,
minority, and English Language Learner (ELL) faesli | also include the demographics
of the two schools involved:

Spanish Immersion Elementary School (SIES) Fotal enrollment for the 2012-2013
school year was 370 students. This total is cagegrof 212 African-American students
(57.3%), 85 Caucasian students (23.0%), 63 Hispatnaents (17.0%), 2 Asian students
(0.5%), and 8 students in the ethnicity classifarabf “other” (2.2%). 208 students
qualified for Free and Reduced Price Lunch (56.2%).

French Immersion Elementary School (FIES) dotal enroliment for the 2012-2013
school year was 329 students. This total is cagegrof 191 African-American students
(58.1%), 122 Caucasian students (37.1%), 9 Hispatnaents (2.7%), 1 Asian student
(0.3%) and 6 students in the ethnicity classifaaif “other” (1.8%). 178 students

qualified for Free and Reduced Price Lunch (54.1%).

16
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With an understanding of key terms, an overvieuwhefliterature, a general
description of the study, and an introduction t® thsearch questions examined by this
study it will now be possible to explore each adb areas in more detail. Specifically,
the following chapter offers a review of the litene in the areas of Positive Behavior
Support, language immersion schools and urban seh@hapter Three discusses the
study’s qualitative case study approach, outlinlmgdata analysis process and the data
collection tools including a descriptive surveygdber and principal interviews,
classroom observations and PBS document analg$iapter Four proceeds with the
presentation of the results of the study, focusedrad the two primary research
guestions driving the study: 1) In what ways dakegs at urban, language immersion
schools comprehend, support and utilize the PB&isyaAnd, 2) How do teachers'
understandings of PBS and adapted classroom maeag@nactices match (or not) the
PBS goals of the school? Finally, Chapter Fiversfidiscussion of the major findings

and central interpretations of the data and comdwdth suggestions for future research.
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Chapter Two: Review of Literature

In examining educators’ understanding, supportwselof the PBS model there
are several important and divergent themes that ttebe explored before a proper
understanding can be developed. The central tliecnses on the specific school-wide
behavior support system, PBS, its SIES-specificcttire and how complementary this
particular approach is to the unique charactessifahis school and the singular
challenges it faces. The unique combination oharlnd language immersion schools is
a second theme and one that must be separatasvimsub-themes (urban schools and
language immersion schools) and addressed fromamales since there is little research
on the convergence of these two types of schodlseimrea of classroom management.
Positive Behavior Support

Over the past thirty years Positive Behavior Suppas become one of the most
widely-utilized behavior support and managementaegghes in U.S. schools (Dunlap et
al., 2011), having been implemented in over 20 8ols across the country (Center on
Positive Behavior Interventions & Supports, 201%he two main goals of schoolwide
PBS are to positively support teaching and leareimgronments so that the academic
outcomes are maximized and to formalize the scandiclassroom organization and
operation so that a positive social culture istdsthed (Sugai & Horner, 2011). It is this
approach to systematic school-wide behavior sugpatttwo language immersion
schools chose to implement in 2012 to help addhesaforementioned behavioral
problems. In order to understand the PBS conkext, these schools utilize PBS, and

how the teachers relate to and adapt PBS in theiradassroom contexts, it is important

18
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to first examine the more general PBS approachfasurvey SW-PBS, which, from a
historical viewpoint in the literature, is drawmoifn PBS.

PBS as an approach.PBS is a decision-making framework that guidéscsen,
integration, and implementation of evidence-bass&thlioral practices. PBS emphasizes
positive interactions and decisions that enablgieats to participate fully in day-to-day
life (Dunlap, et al., 2011). The most common folwh®BS today offer “a comprehensive
approach to preventing emergence of life-restrgcbahavior through increasing degrees
of positive individualized supports across socyatems” (Sailor, Dunlap, Sugai &
Horner, 2011, p. vii). PBS represents an appréadiehavior support and management
that addresses all ages from early childhood thr@aadylthood as well as the full
behavior and cognitive spectrum.

The PBS approach developed out of research in aghfdehavior Analysis
(ABA) and function-based interventions (Dunlap let2011). In 1987, the U.S.
Department of Education established a non-avetsbavior management research
center, based on early PBS research in ABA andiimbased interventions. The goal
for the researchers connected to the center watoote community and educational
inclusion for people with disabilities and functadnnon-aversive interventions for
behavior problems (Dunlap et al., 2011; Horned.etl&90). The first formal iteration of
PBS was presented in 1990 in a paper by researabsosiated with the center who
introduced this new, preferable term, “positive dabral support” (Horner et al., 1990,
p. 126). Research in the area of PBS rapidly ed@ain the 1990s and early 2000s
(Luiselli, Putnam & Sunderman, 2002; Sugai & Horri&99; Sugai et al., 2000;

Turnbull et al., 2002). Developmental works sustliteese took the pre-existing theories
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of behaviorism and established methods of intergardeveloped by the ABA and
function-based interventions researchers and tutmeébcus to “creating and sustaining
school environments that improve lifestyle res(srsonal, health, social, family, work,
recreation, etc.) for all children and youth by mmgkproblem behavior less effective,
efficient and relevant, and desired behavior maretional” (Sugai et al., 1999, p. 6).
Specifically, PBS is conceptualized as a risk prédon system applicable to three
levels of intervention: Primary-tier interventionghich are directed to all members
across all settings and contexts of a specialinekecology (e.g., a school).
Secondary-tier interventions are directed to irdlnals of a specific group or aspect of
the total ecology (e.g., a classroom) because tiadaviors have been unresponsive to
primary-tier interventions. Tertiary-tier intervéns are directed in more individualized
and intensive forms to individuals whose behavaresunresponsive to secondary- and
primary-tier interventions (Dunlap et al., 201T)here are multiple iterations of PBS and
another common description of the approach focus®e on three levels of
“prevention” and outlines specific percentages eissed with each level: The first level,
“primary prevention” is aimed at the majority (8@rpent) of a school population and
offers school- and classroom-wide systems fortatlents, staff and settings.
“Secondary prevention” is aimed at 15 percent efdbhool population and offers
specialized group systems for students with atisetkavior. “Tertiary prevention”
targets the remaining five percent of the popufatiad presents specialized individual
systems for students with high-risk behavior (Su&g&lorner, 2002b; Walker et al.,

1996).

20
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SW-PBS as an approach.Schoolwide Positive Behavior Support (SW-PBS) has
many of the same defining characteristics and pexts PBS, including the three-tier
intervention structure, but it was developed torads the specific social behavior and
discipline needs of schools. SW-PBS originatethelate 1980s and early 1990s due to
renewed interest in improving student social betragevelopment and implementing
effective behavior management practices (Sugai &klg 2011). The renewal of
interest is noteworthy because these issues hagebken a source of concern and
discussion as they relate to the field of educadiod our schools. In fact, both the
general public and educators have rated behaveteckissues in the top three concerns
facing the public schools over the last 35 yeath@n36th Annual Phi Delta
Kappa/Gallup Poll of the Public’s Attitude towattetPublic Schools (Rose & Gallup,
2007). Perhaps the renewal of interest is duedent major national legislative acts
(e.q., Individuals With Disabilities Act [IDEA], wibh requires as part of the legislation
that students receiving special education senbesgiven PBS strategies before any
other techniques to address challenging behavidheoNo Child Left Behind [NCLB])
or simply, that despite the longstanding concewwuabehavior-related issues in schools
(e.g., classroom management challenges, disrugtiiakent behavior, poor social
development of students, school safety conceransh problems have seemingly only
increased in rate and intensity (Sugai & Hornef,1)0 To deal with these challenges
many schools formulate reactionary rules that oglescalating consequences and
punishment to control and deter disturbing or goise behavior (Skiba & Peterson,
1999, 2000). SW-PBS was established as an altesregtproach, to support social

behavior development and teaching and learning@mvients of the school for all
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students by emphasizing prevention, an instruclipeespective, evidence-based
interventions, behavioral theory and behavior agigJyand a systems perspective (Sugai
& Horner, 2011).

In addition to having behavioral roots, Sugai &wtner (2011) mention SW-PBS
has several other defining characteristics: (19rainuum of behavior support
interventions and systems (the three tier modere¥ention), (2) an instructional focus
(directly teaching social behaviors that increas®ad and academic success at school),
(3) an emphasis on the selection, adoption, andfuseidence- or research-based
behavioral practices (using practices that have bested, replicated, and applied
through experimental and quasi-experimental rebedgsigns), (4) the adoption of a
systems perspective (rather than simply holdingigtoaining events, establishing local
capacity and expertise, majority agreements andmbmnents, high levels of
implementation readiness, high fidelity of implertagion, and continuous
implementation and outcome evaluation, (5) theeotitbn and use of data for active
decision-making (to determine if defined practiaes being implemented with fidelity
and if those practices are having a positive impactudent outcomes.

Research in the area of PBSExtensive research on how PBS has been
implemented, how it functions and the levels ofcass experienced, in all kinds of
schools is available (Handler et al., 2007; Saalaal., 2006) and the same is true,
specifically with regard to PBS and urban schoBlsh@non et al., 2006; Morrissey,
Bohanon & Fenning, 2010; Putnam et al., 2011; Weeteal., 2003). There is evidence
demonstrating the effectiveness of PBS and that IF8Sa positive impact in the area of

behavior management and discipline in urban eleang@and middle schools. There is
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less evidence of such success in high schools @do@arr, Strain, Todd, & Reed, 2002;
Morrissey, Bohanon & Fenning, 2010; Sugai, Flanpn&ridohanon-Edmonson, 2005).

Since this study is aimed at examining how teachsesPBS in their classrooms
and their perceptions of the approach, it is helgfde familiar with effective PBS
measuring tools. These tools outline the waysmaedsure the extent to which teachers
utilize PBS in schools where it has been adop&eleral such tools have been
established and proven useful to schools and eeaituaf these programs (Albin,
Lucyshyn, Horner & Flannery, 1996; Horner et al02; Simonsen, Sugai & Negron,
2008). Since this study is on teacher understandupport of and use of PBS structures
and not on the implementation process or outconm®B& in the school, these tools may
be used simply to provide context for the obseoratubric (Lewis, 2007) that | have
adapted (Appendix D) in order to evaluate the wayshich actual teachers’ use of PBS
matches (or not) the school’s own particular desigthe approach. In seeking to
analyze teacher use of PBS here, it is importart#researcher and readers to
remember that this approach is a new and ever-oewg) method of supporting positive
behavior at these particular schools.

Finally, there is little research in the area ofitbis behavior management
approach has been applied in language immersiaok;twhether urban or another
type. Thus, with regard to this particular stuitys entirely reasonable and helpful to
utilize the existing research in the area of PB& anban schools to foster a greater
understanding of the context within which theseleas are working, but there is simply
no such benefit in the area of language immersidespite the lack of a direct

correlation, a helpful context can be develope@xymining a few other studies, which
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look closely into the phenomenon of how teacheteract with, understand and utilize
PBS in non-language immersion schools. McCurdyy9¢h and Reibstein (2007) found,
through use of the Intervention Rating Profile (JRRartens, Witt, Elliott, & Darveaux,
1985), which is a measure of teacher acceptahiht, teachers demonstrated strong
satisfaction with the PBS intervention. The meeora across all teachers involved in
the intervention was 78 (range = 15-90; higheressdenote greater acceptability).
These particular results serve to demonstrate dieapite the mixed outcomes for the
eight students receiving the interventions (fouthef students showing successful
outcomes, two showing moderately successful outspared two showing undesirable
unsuccessful outcomes), teachers demonstratedhdelvigl of acceptability of, and
satisfaction with, the PBS intervention. The ekterwhich these results can be utilized
is limited by the fact that teachers were not tieug of this research and their
perceptions were only minimally investigated (thagasured level of “acceptability” of
the PBS intervention).

In a more applicable teacher-focused examinatid?B&, also conducted at an
elementary school, Strout (2005) provides signifiaantext and recommendations for
teachers who are going through the process of adpPBS structures into their
classrooms. She examines the case of a first geagdber who has recently gone through
the process of implementing PBS in her classro®ogether the researcher and teacher
assert that utilization of the PBS approach carravg student success rates in areas of
behavior and academic success (Strout, 2005). ifitadlg, she provides
recommendations to teachers with regard to using ®Btrengthen and highlight the

following broad areas: prevention, teaching andnteaiance of appropriate behavior.
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Based on her findings in the area of preventatirseygies, Strout (2005) encourages
teachers to (a) keep high traffic areas free ofjestion, (b) be sure students can be
easily seen by the teacher, (c) keep frequentlg tessching materials and student
supplies readily accessible, and (d) be certaidesits can easily see whole-class
presentations and displays. In the area of tegddtmategies, she suggests teachers (a)
create (and allow students to help) rules and ¢juekethat clearly communicate
classroom expectations, (b) create a matrix ofrfde each location or context in the
classroom, categorized as examples of the schoelexgectations (and be prepared to
add/revise as necessary), (c) instruct studemhat the expected behaviors are in the
same manner as they provide instruction in hove&a rand how to complete a math
problem. Finally, in the area of maintenance sgi&s, she stresses (a) consistency, (b)
proximity control, and (c) student choice (Strd2@05). Due to the recently-
implemented PBS approach in an elementary settimghich Strout researched, her
recommendations provide important context and dignificant relevance to this study.
The major difference between Strout’s researchthatof the current study is the
addition of an urban, language immersion contéxtce again, the broader nature of
Strout’s research points to the need for this stuldigh expands the field to include the
unique challenges facing urban language immerdamentary charter schools and
teachers who are implementing PBS in their clasasoo

PBS and reward systems.Not all of the research in the area of Positive
Behavior Support is “positive” and there is extgasand widely-respected research
pointing to alternative methods of classroom maneege that offer distinctly different

philosophies. It is beyond the scope of this ditere review to examine all of the
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competing and alternative approaches to classroamagement but the Child
Development Project (CDP), or its more recent ftera the Caring School Community
(CSC), is one such example which provides excetlentext for the rest of this section
related to the idea of rewards and behavior, aed effers some significant overlapping
context for the subsequent “Urban Schools” seatifathe literature review. CDP
became CSC in 2004, having developed and origirfedeat

research supported claims that students’ acadsewual, and ethical

development benefit from: caring school communijties/ing their psychological

needs for autonomy, belonging, and competencehaeing a better sense of

“connectedness” to schools; cooperative rather doampetitive learning

environments; and social support and guidance feawohers in formal and

informal learning situations. (U.S. Departmengoiucation, 2006, p. 2)

One of the ways in which CDP became so popular tggichers and schools
across the country is through the publication ofila Watson’s (2003) influential
book,Learning to Trust: Transforming Difficult Elemenya€lassrooms through
Developmental Disciplinen which the author works with a classroom teat¢belo what
the subtitle proposes and highlights the urbana@&hase of CDP in its efforts to
manage student behavior. An idea central to Wa@003) work is based on Nel
Noddings’ writing in the area of caring and ethiedlucation, or what Watson refers to as
“Developmental Discipline”. Watson (2003, p. 4atst that Developmental Discipline
stresses teachers:

e Form warm and caring relationships with and ammegy tstudents
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e Help their students understand the reasons bekasdroom rules and

expectations

e Teach any relevant skills the students might blkimac

e Engage students in a collaborative, problem-solpiregess aimed at stopping

misbehavior

e Use non-punitive ways to externally control studegitavior when necessary

These important aspects were developed from Wag8003) research and
experience working with children prone to misbebawho, she writes, “are bound to
feel coerced and alienated when their teacheit® ttyrb their unacceptable behavior
with punishments” (p. 3). Thus, it is evident thatentral tenant of CDP, CSC and
Developmental Discipline is a focus on finding alegive ways of stopping misbehavior
and avoiding the use of more traditional rewards pumishments. In the forward to
Learning to TrustAlfie Kohn highlights this difference, statingathit is a “...myth that
we simply must resort to bribes (‘positive reinfemzent’), threats (‘consequences’), and
other instruments of coercion in order to deal \aitigry, resistant students” (p. xv).

The information on CDP, CSC and Developmental Digwe is helpful in
demonstrating that PBS is not the only well-es&hitdd and popular approach to behavior
management, but more importantly, to provide vdiabntext in the discussion of PBS
and reward systems. It would be an oversimplifocabdf PBS, and in truth, inaccurate,
to assert that PBS relies primarily on an extepoaitive reward system to support
behavior, but there is a dimension to this apprdhahlends itself to be used in just such
a way. Due to the omnipresent viewpoint that $48S as a modified positive reward

system and as additional explication of why thisas an appropriate or beneficial
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understanding, Deci and Ryan’s (1980) influentiagfitive Evaluation Theory (CET) is
presented. It, too, provides valuable contextt ass originally designed to explain
positive and negative reward effects on intrinsatiwation. The authors explain CET
from a psychological perspective:

Events that decrease perceived self-determinatien that lead to a more

external perceived locus of causality) [includihg bffering of rewards, the

delivery of evaluations, the setting of deadling8] undermine intrinsic
motivation, whereas those that increase perceiglidistermination (i.e., that
lead to a more internal perceived locus of caugaktll enhance intrinsic
motivation....Finally, rewards (and other externa¢m@g) have two aspects. The
informationalaspect conveys self-determined competence ancetihaces
intrinsic motivation. In contrast, thentrolling aspect prompts an external
perceived locus of causality (i.e., low perceivell-determination) and thus

undermines intrinsic motivation. (Deci, KoestngiRyan, 2001, p. 3)

As mentioned previously, since PBS does featurdipeseedback and can offer
reward systems as part of agreements and inteovexyta controlling aspect can be
associated with this approach. This is not a ddsgffect of the approach, as can be seen
from the earlier description of the origins of PB&m non-aversive interventions to
problem behavior but the approach has the potewtia¢ used in such a way by teachers
and administrators who are less familiar with tigios and with Deci and Ryan’s (2001)
research on motivation and rewards systems. Wghrd to the potential rewards often

associated with the PBS approach, even CET wouttmibunce all types, however:
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Verbal rewards typically contain explicit positiperformance feedback, so CET
predicts that they are likely to enhance perceisathipetence and thus enhance
intrinsic motivation....Nonetheless, verbal rewardan chave a significant
controlling aspect leading people to engage in Weha specifically to gain
praise, so verbal rewards have
the potential to undermine intrinsic motivation.eTimeory therefore suggests that
the interpersonal context within which positivedback is administered can
influence whether it will be interpreted as infotroaal or controlling....An
interpersonal context is considered controllinghi® extent that people feel
pressured by it to think, feel, or behave in paticways. Verbal rewards
administered within such a context are thus mdlito be experienced as
controlling rather than informational. (Deci, & 2001, p. 4)
Thus, it is imperative that teachers and admirtistsawho use PBS understand how
important the interpersonal context is upon thesss of the approach and whether
students consider positive feedback informatiomalomtrolling.
This is not necessarily the case with tangiblearels which, according to CET, is
generally considered to be controlling, no matterihterpersonal context:
Unlike verbal rewards, tangible rewards are fredyesffered to people as an
inducement to engage in a behavior in which theghtmot otherwise engage.
Thus, according to CET, tangible rewards will témdhe experienced as
controlling, and as a result they will tend to é&ge intrinsic motivation. (Deci,

et al., 2001, p. 4)
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The overarching Cognitive Evaluation Theory is imtpnot in cautioning teachers
and administrators who see PBS simply as a weléldped positive reward system.
Whether within the PBS approach or not, Deci ef28101) suggest practitioners “focus
more on how to facilitate intrinsic motivation, fexample, by beginning from the
students’ perspective to develop more interesgagning activities, to provide more
choice, and to ensure that tasks are optimallylemgihg” (p. 15).

Since the two main goals of PBS are to “positivalpport teaching and learning
environments so that the academic outcomes aremzed and to formalize the school
and classroom organization and operation so tpasdive social culture is established”
(Sugai & Horner, 2011, p. 311), the following breafmmary of the extensive results
from Deci and Ryan’s meta-analysis of studies otivaton is especially relevant:

....Contexts supportive of autonomy, competence raladedness were found to

foster greater internalization and integration thantexts that thwart satisfaction

of these needs. This latter finding, we arguef igreat significance for
individuals who wish to motivate others in a wagttengenders commitment,

effort, and high-quality performance. (Ryan & D000, p. 76)

In summary, the interpersonal contexts and PBSssleration of each
individual's well-being and overall quality of lif¢Bradley, 2011, p. vi) and the intrinsic
motivation with which students approach a subjegstnemain a priority for
practitioners of PBS. This is opposed to a laggesn of external rewards which can
become an easy modification and a watered-downorecs Positive Behavior Support.

Language Immersion Schools
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The claim that immersion schools have a uniquepanekrful effect on students
and their behavior is an important yet relativetyxplored topic. In this study it is an
essential understanding and is explained in theddhresearch on the connection
between classroom management and language class(@oman, 2003; Fortune, 2011;
Preciado et al., 2009; Slapac & Dorner, 2013; Wrigh05). Also, the convergence of
language immersion and classroom management repsesdistinctive context in which
to study PBS and teacher perceptions and implememtaf the approach. The broad
research base focusing on the connection betwesteatc difficulty and classroom
management is also helpful. Itis a well-estalgltshnd well-researched phenomenon
that when students struggle academically, theyremee likely to develop escape and

avoidance problem behaviors (McIntosh et. al., 200@®ore, Anderson, and Kumar

(2005) found that inappropriate expectation leuelerms of academic demands increase

the likelihood of misbehavior. Preciado et al.q2Palso conducted important research
demonstrating that when academic expectationsareanrectly matched with the
current skill levels of students, behavior problemi$ result.

Curran (2003) also provides direct support foraksertion that language
immersion environments have an important impacttadent behavior and present
special challenges to teachers. She describesbarwof “natural responses (e.g.,
boredom, attention-seeking behavior, first languaggs silence, and fatigue) that occur
when our students participate in interactions imclwhhey are not proficient in the
language” (p. 335). The extant research demomsttht effects of immersion on

classroom management, which are more widespreadrhglly thought.
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More applicable to this study is the research lap&t and Dorner (2013), which
analyzes the classroom management challengeautfiate in bilingual environments,
specifically in total language immersion settingsis case study focused on a
kindergarten class and teacher at the French InmomeEdementary School (FIES). Such
things as the political context, the open-styl¢hef classroom space (FIES was formally
located within a converted warehouse but has smmed; The Spanish Immersion
Elementary School (SIES) remains at this locatitorgign teacher training and
background, FIES’ language policy (all teachersakdO0 percent in the target
language) and the recent opening of the schodl, ifgesented unique and significant
challenges. Most relevant to the current studySdapac and Dorner’s (2013) finding
that three main factors shaped classroom managemtns particular language
immersion environment:

(a) this was a new charter school, using non-traditiolessroom spaces; (b) this

school

had a most diverse mix of children and teachem fidferent racial, ethnic, and

socioeconomic backgrounds; and (c) FIES was triondp both constructivist

and immersion education without a range of suppottaining. (p. 269)

These findings are especially important in prawidcontext for the current study
since it also focuses on FIES and its sister s¢I®I&S. Slapac and Dorner (2013) make
a list of specific recommendations based on thieskngs which have important
implications for this study and for other languagenersion schools that deal with

similar challenges:
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...Administrators’ analysis of classrooms will helgi best understand
issues stemming from the building environment ghkstress and emotional
moments. Collaborative or participatory action egsh, with a cycle of
observing, reflecting, acting and evaluating, carddtribute to professional
growth and empowerment for teachers (Hendricks3R®uch studies will
help educators work against the common notion Jlbetlanguagewas the
issue.

Teachers must learn how to differentiate and impleinculturally responsive
behavior management, according to their classrocori$ext as well as
students’

family backgrounds, beliefs, values and culturahma

If hiring native speakers, administrators needaiestder the linguistic,
cultural,

racial, and experiential diversity of teachers & vin order to differentiate
and provide appropriate professional developmerat) sis visiting similar
language immersion or urban schools for new idéesating communities of
practice through professional development or waykiith other immersion
school educators “can give teachers relief frorfatgan, provide
opportunities for conscious reflection and evalaf teaching, and support
teachers’ efforts in action research” (Bloom, 200984).

Especially innewlanguage immersion settings, communication amang al
stakeholders (teachers, administrators, parendsstaiients) is key; teachers

can easily get overwhelmed, for instance, whileettgping new curricula.
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Open and sincere communication in formal or infdrmays would help
energize the environment and address issues aattisey (Slapac & Dorner,
2013, p. 270)

Another perspective related to how teachers comtdassroom management and
immersion contexts is demonstrated by the rese#relorowitz (2005) and Walker and
Tedick (2000). These studies describe how foreguohers in language immersion
schools can become contributors to the classroonagenent issues that arise. These
authors mention that the majority of such teachexse had little experience in U.S.
schools and many of them do not even understandclalsgroom management is a skill
expected of teachers in the United States. Othleures assume respect for teachers so
authority is unquestioned. Authority in the eyé8J&. students must be earned;
teachers need to learn how to communicate classpsooedures and expectations to
students (Horowitz, 2005). Walker and Tedick (20@@us on the fact that many
foreign teachers have to "learn on the job", laggartunity to build on years of
established practice, and struggle with navigattmgcomplexities of an immersion
classroom.

Another related issue, discussed at length by Hibzd®005) and Emmer (1994)
is the inability on the part of foreign teachersdentify misbehavior. This may be due to
the language barrier, a lack of training in/underding of classroom management

(Horowitz, 2005) or varying cultural expectatiomswand “doing school”. Emmer and

Evertson (2013) defined the phrase ‘withitnessa dgeneral awareness of the classroom,

which is communicated to students; prompt and cbrdentification and correction of

misbehavior" (p. 98). Emmer (1994) also suggdsis‘being unfamiliar with American
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schools and adolescents, it [is] difficult for fieachers] to separate minor misbehavior
from appropriate behavior and to determine theossress of the misbehaviors; they
[are] therefore unable to show appropriate ‘witegs’” (p. 96).

A third perspective of classroom management andamion schools focuses on
the parents and families of students attendingetBeBools. Fortune and Tedick (2003)
have written widely on the added importance of ptaleand familial support for students
enrolled at language immersion schools. Theirareeindicates that, even more than at
regular schools, parents need to be involved, Bpaity to provide their children with
opportunities to develop their English language l#edacy development since this is
often not a focus of language immersion schoolgg@slly in total language immersion
programs) until upper elementary grades. Thissem$al because Fortune and Tedick’s
research (2003) shows that the stronger the dewveopof the native language, the
greater the proficiency in the immersion languaghbis provides an important tie to the
previously-mentioned research of Curran (2003)ciBd® et al. (2009), Mcintosh et al.
(2006) and Moore et al. (2005), regarding the cohoe between classroom
management problems and academic difficulty.
Urban Schools

Before examining some specific studies that ingaséi classroom management in
urban schools, it is helpful to gain a broader @mass of other classroom management
approaches used in urban settings that are oppaaitn nature to the PBS approach.
Such an understanding might help clarify the litndtas of the particular classroom

management approach highlighted in this study.
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Culturally Relevant Classroom Management (CRCM). There have been a
number of important studies that have investig#tedssue of classroom management in
urban schools (Brown, 2004; Bucalos & Lingo, 200&rx, 2001; Milner, 2004; Turner,
1993). There have also been a number of thoroxgimi@ations of the types of
programs used to address these challenges (Madcib®9®; Turnbull et al., 2002).
Culturally relevant classroom management (CRCM) ¢éentinually emerging idea
connected to the various classroom managementagpes adopted by urban schools.
The most significant study of CRCM is Brown’s (20@804) direct study of how
teachers in urban schools have effectively used @RCenhance classroom
management. Based on his findings, Brown (2008)@ses three ways to help teachers
improve classroom management in urban schoolsailng for students, (2) being
assertive and acting with authority, and (3) comivatg effectively with students.

Further research solidifies Brown'’s findings amambnstrates that successful
urban teachers possess a unique set of charactewstich include being assertive,
exhibiting personal power, establishing meaningftérpersonal relationships,
demonstrating the belief that all students camlgaolding students’ attention, and
gaining knowledge of students’ cultures (Bondy, #@3allingane, & Hambacher, 2007;
Delpit, 1995; Milner, 2004; Thompson, Warren & @ayt2004; Weinstein, Curran, &
Tomlinson-Clarke, 2003). This study relies on #isa of research in order to compare
how the specific PBS program implemented by thekeds enhanced or weakened such
characteristics of the teachers.

The research of Ladson-Billings (1994) is relatatifbcuses more on effective

teachers of African American students. Since Afnfidmerican students are
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overrepresented in urban schools (Markey et a2 .adson-Billings demonstrates
which aspects of general behavior support systeigistine more effective in helping
teachers work with their African-American studeimtgarticular, but, by extension, with
all of their urban students. Ladson-Billings (198#fphasizes the need for teachers of
African-American students to ensure their “psychyatal safety” (p. 73) and that
students excel when they see their teachers asliesawho provide a structured and
supportive learning environment. This would seerbd good advice for teachers of all
types of students but the point, according to LaeBitlings (1994), is that teachers who
are successful in working with urban African-Ameancstudents establish a particular
balance of personal assertiveness, understandistydénts’ cultures and a safe and
supportive teaching style.

Interpersonal relationships. A final sub-theme of the articles on urban schools
is the idea that “to teach you is to know you” whidcDermott, Rothenberg, and
Gormley (1998) used to describe their researchtabeuelationship between inner-city
students and their teachers. This study, as wehapreviously mentioned work by
Brown (2003, 2004), Delpit (1995), and Milner (20@#d that of Bucalos and Lingo
(2005) and Howard (2001), reflects the importarfggositive interpersonal relationships
between the teacher and student. Interestingdyfitidings of McDermott et al. (1998)
supported Ladson-Billings’ (1994) work in some ar@@achers’ excellence is at least
partially due to their sense of efficacy with cindd and care for children) but
demonstrated quite different results in terms efithportance of excellent urban
teachers’ political motivation toward education ankigh level of cultural

responsiveness (these areas were not significetatr$afor others in the formation and
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practice of excellent urban teachers). The authckaowledge that their “sample might
reflect more of a conservative, status-quo pointiefv about urban education” (p. 18),
which also represents an important alternate petispeof excellent urban teachers.
Kohn (1996) and Lipton and Oakes (2003) deal withdame topic but from a
psychological perspective and focus on traditiobahaviorist approaches that tend not
to work as well in urban schools.

Using PBS in urban schools.Since the connection between urban schools and
PBS is an essential one in the current study,heipful to develop a greater
understanding about this particular combinatioreskarch areas. There are a number of
influential studies on the implementation of PBS&ithan schools, which provide
important context. Putnam, McCart, Griggs, andi@2011) provide a comprehensive
compilation of important PBS/urban schools studied how they are situated within the
literature in this area. The key findings of sev@f these studies are mentioned below.

The first of these is a study conducted by NetadlBber (2003) on the
development of PBS in an urban elementary schaobler'Waukegan, lllinois school
district, which found that regular SW-PBS self-exalon is an influential factor in
successful PBS implementation. This is of paréicsgignificance to the current study
which, due to its case study nature, has the ®defii of helping teachers at SIES
examine their use and adaptation of PBS. NetzkEder (2003) also presented data
showing a significant reduction in discipline reds and suspensions after one year of
implementation, which is a common theme throughloetresearch on PBS and urban
schools (Putnam et al., 2011). These common fgwdirelp to validate the schoolwide

effort to implement PBS at SIES, a school thatehanany characteristics with the urban
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elementary schools examined in these studies.nmpoitant counterpoint question would
be whether the decreased number of referrals apensgions actually reflect a
corresponding decrease in problem behaviors. éobdthe rare multi-year PBS studies,
especially on the effect of PBS on behavior, Duggl. (2010) found that problem
behavior, overall, does diminish after implemematwnf PBS. Turnbull et al., (2002)
also found similar results. The Dunlap et al. gtpbvides the individual ratings for 21
participants over two years:

Inspection of these data for Year 1 indicate tffabfithe participants showed

improvement with respect to their problem behavZownere rated as showing no

change, and 2 were considered to have gotten wéiseYear 2, 18 participants
were rated as having improved relative to baselingas rated as showing no
change, and 2 were rated as having their probldravhe worsen. (Dunlap et

al., 2010, p. 270)

Finally, it is important to note that none of thedies Putnam et al. (2011) examined
focus on language immersion schools, which is Hogvgarticular study is uniquely
positioned to add to the literature on urban schaad PBS.

Despite the overall positive tone of the researcl?BS in urban schools, the
picture would be incomplete without mentioning tmallenges of implementing PBS in
urban schools (Bohanon et al., 2006; Netzel & EP@D3; Putnam et al., 2011).
Variables contributing to these challenges mayudelaspects associated with schools in
urban areas such as large school enrollments,gageérty rates, limited resources, and
highly diverse communities (Bohanon et al., 200@rkéy, Markey, Quant, Santelli, &

Turnbull, 2002; Netzel & Eber, 2003). Markey et(@002) suggested that in all urban
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environments “there are traditionally underservechmunities. These are communities
that are isolated because of racism and povertyrabiand language differences, and/or
because they are located in densely populatecssstd areas” (p. 218). There is
evidence to indicate that many of these variabtesmideed, make it more challenging to
implement a sustained PBS program in urban scl{Bolsanon et al., 2006; Markey et
al., 2002, Netzel & Eber, 2003; Putnam et al., 2011

To combat these issues, there are a number oftpr@ateps that teachers can
take to help ensure the success of PBS in thessidams and schools. Tied to the
aforementioned research by Brown (2003, 2004) dagarCulturally Relevant
Classroom Management (CRCM) and that of McDermtadt.1998) and Milner (2004)
on the relationship between inner-city studentstaed teachers, is the more specific
PBS-related research of Utley, Kozleski, Smith, Binaper (2002) which emphasizes the
necessity for PBS programs in urban contexts torparate multicultural education
principles, and to establish respectful relatiopshietween teachers and students. Sugai
et al. (2000) assert that PBS, as an approach, asigas the use of culturally appropriate
interventions and suggest that the individualizadning histories of all students be
utilized and analyzed in order to make behaviangpsrt decisions. From a practical
and schoolwide implementation standpoint, Utlegle{2002) also discovered that all
stakeholders benefitted from being exposed to:

multiple segments of performance-based evidende asiwideo clips that show a

range of student deportment not only in the classrout also on the school

grounds, in the hallways, cafeteria, and libraBy. engaging families and

students in reviews of actual student performatimesubsequent dialogue leads
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to a broader agreement on what constitutes acdealdent behavior in the

school....Of course, this may mean that teacherotret professionals need to

moderate their standards of student comportmerichas the dialogue and
agreed standards of performance. Logically, it mehat families and students
need to develop a greater appreciation for thécditly of managing behavior in
group situations where the degrees of freedom mapa able to be as broad as
they are in family and community settings. (p.-20B)

Urban schools and classroom management reseanttiasanging but is most
helpful for this study when a focus on CRCM, teaedtadent relationships, developing
school-home-community relationships and charadiesisf successful urban teachers
are combined with a PBS research emphasis. Incatipg the language immersion
angle adds to the existing PBS/urban school arstudfy and expands upon the few
studies completed in this unique area (Slapac &nBiQr2013).

As a whole, this review of the literature representrban schools, language
immersion schools, and PBS is designed to proviaec&drop for, and a broad
understanding of, the unique situation facing gagicular urban language immersion
school which has experienced significant behawioblems and related issues. The
literature points to the substantial challengesnréchools face in general, and helps to
situate this distinctive study within the body esearch conducted in the convergence of
these areas. The fact that there is no known réséacusing on teacher utilization and
perception of PBS in urban language immersion dehadicates the need for this study,
which built upon the research in each of theseethreas but is most helpful in its

specificity and unique approach in bringing alleatogether. This study focused on
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teacher perceptions and adaptation of PBS in udragguage immersion charter
elementary school classrooms, but a recurring aextiicable aspect of the study was
the important notion of how teacher understandimgy@ilization of PBS affects the

behavior of students in these contexts.
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Chapter Three: Research Methods

The purpose of this study was to examine the pémepand practice of teachers
in urban, language-immersion elementary schoolsgguBositive Behavior Support (PBS)
systems. Teacher use and adaptation of the PBBSagbpis observed, measured and
analyzed. The research was oriented toward th@afislg questions: 1) In what ways do
teachers at urban, language-immersion schools siaghelr and utilize the Positive
Behavior Support system? 2) How do teachers' sta®ilings of PBS and adapted
classroom management practices match (or not) Bi$egdals of the school?

This study used a qualitative case study appraauhjncluded a descriptive
survey of 28 lead teachers at two neighboring sishatentified as French Immersion
Elementary School (FIES) and Spanish Immersion Elgary School (SIES). The two
teacher case studies were developed via teacleeviews, classroom observations and
artifacts (school PBS documents, teacher PBS doatsmeacher rules/procedures
matrices, posters and classroom displays) and wknened by principal interviews as
well.

Context

The Spanish Immersion Elementary School (SIES),itsnakighboring French
Immersion Elementary School (FIES), opened in 20@B kindergarten and first grade
classes. One new kindergarten class will be addel year until each grade of the K-5
elementary school is filled. They are urban, puldharter, elementary schools with a
wide diversity of students and teachers. Teachie®ES come from the U.S., many

different Central and South American countries, 8pdin. At FIES, most teachers come
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from the U.S. and France. Over the past two yelaase been involved as a Research
Assistant in organizing and coding qualitative datated to classroom management at
SIES and FIES. Slapac and Dorner (2013) initiatadsroom research due to the
administration’s acknowledgement that some of thew teachers were having difficulty
with managing students’ behavior, getting thenraodgition, and providing instruction.
Several teachers noted the need for a schoolwidkehad behavior support and
management. It was through a similar process séation and reflection by
administration and teachers at SIES that led tantipdementation of PBS in the 2012-
2013 school year.
Research Design

This study was constructed using a sequential egpday case study research
design (Creswell, 1998; Creswell, Plano-Clark, Gatm& Hanson, 2003; Yin, 2003).
Creswell et al. (2003) states the purpose of theesgtial explanatory design is typically
to use qualitative results to assist in explairang interpreting the findings of a primarily
guantitative study. This study, however, represgiain important variation of this
design, as described by Creswell et al. (2003) usxdhe qualitative data collection and
analysis is given the priority” (p. 227). Thispeecisely how this study was arranged, as
| used the descriptive survey data to inform thiéecton and analysis of the much more
central and comprehensive qualitative case stutiy da

Yin's (2003) definition places emphasis on the rodthnd the techniques that
constitute a case study of this type by asserhiag“a case study is an empirical inquiry
that investigates a contemporary phenomenon withireal-life context, when the

boundaries between phenomenon and context ardeaolycevident...” (p. 13).
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Hartley’s (2004) broad definition is supportiveseastudy research "consists of a detailed
investigation, often with data collected over a@eof time, of phenomena, within their
context...to provide an analysis of the context amt@sses which illuminate the
theoretical issues being studied” (p. 323).

Additionally, Yin (2003) addresses a common con@dyout case studies: that
they provide little basis for scientific generatipa. "Case studies...are generalizable to
theoretical propositions and not to populationsmverses. In this sense, the case
study...does not represent a 'sample’, and in doaaga study, [the investigator’s] goal
is to expand and generalize theories (analytic gdimation) and not to enumerate
frequencies (statistical generalization)" (p.10).

The second part of the Yin definition is importastit references the reason why
a case study method, instead of an experimentajrdesas advantageous to this
particular study: the problem (teacher perceptmfithe PBS approach and whether the
use of the approach matches the school PBS deasigst)necessarily be studied “within
its real-life context” and cannot be removed frasnenvironment for examination in a
laboratory.

Returning to the first part of the definition, Yimnghlights the importance of
combining methods of case study data collectionaaradysis:

The case study inquiry: (1) copes with the tecHhiahstinct situation in which

there will be many more variables of interest thata points, and as one result,

(2) relies on multiple sources of evidence, witkadaeeding to converge in a

triangulating fashion, and as another result, @dbénefits from the prior
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development of theoretical propositions to guideadallection and analysis.
(Yin, 2003, p. 13-14)
The current study fit this description in a variefyways. In endeavoring to understand
ways in which urban language immersion teacherd, eseamined, perceived, and
adapted the new behavior support and managementrsys their classrooms and at
their elementary school, there were innumerablekbes to consider (i.e., physical space
of the school, teacher nationality, education, gasknd and experience, students’ family
situations and language skills, to name just adaeite divergent examples). Thus, the
study relied on multiple sources of data to tridagfindings:
e survey of 28 lead teachers,
e four semi-formal interviews with the case studyctesrs at SIES (two each),
e two semi-formal interviews with the principal atEH,
e classroom observations, and
e archival records and physical artifacts such as@dABS documents, teacher
PBS documents, teacher rules/procedures matriosterg and classroom
displays.
Yin (2003) labels such data collection methodssasif’ces of evidence for case studies”
(p. 85), thus emphasizing that each case studypvatiuce unique data sets. These
multiple sources and methods are addressed in dedad in the subsequent section on
validity. Finally, Yin's definition mentions thahe case study “benefits from the prior
development of theoretical propositions to guidedallection and analysis” (Yin, 2003,

p.14).
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My two years of work as a Research Assistant abRIRd SIES provided an
excellent opportunity to begin to understand, if th@oretical propositions, at least the
beliefs and actions of teachers which helped gdata collection and analysis. The
following are the most prominent teacher percegtihich I noticed during this research
assistantship work: (a) There is a desire to imptoshavior management in classrooms
and throughout the school; (b) The school needfiacdwide behavior support system;
(c) Classroom management would improve if thereevggeater disciplinary consistency
throughout the school.

Yin (2003) mentions that the twofold definition denstrates the “all-
encompassing” nature of the case method—"covehaddgic of design, data collection
techniques, and specific approaches to data aralysil4). Before turning to a more
applied examination of Yin’s definition in the selggient sections on data collection and
data analysis, it may be helpful to examine onalfrart of his definition of case study
which provides a direct connection (and thus a mtreduction) to Creswell’s definition
of a sequential explanatory research design: “saghies are the preferred strategy when
‘how’ or ‘why’ questions are being posed, when itneestigator has little control over
events, and when the focus is on a contemporanygshenon within some real-life
context” (Yin, 2003, p.1). Yin describes a casalgtwith these particular characteristics
as ‘explanatory’, in contrast to the other mainetyp'exploratory’ and ‘descriptive’

(2003, p. 1), which corresponds very well to thaahdescription by Creswell et al.
(2003) of a “sequential explanatory” design.
Access to the setting was organized through theckpal at SIES, who also

provided valuable initial help in outlining the sait's use of PBS, through an initial
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interview focusing on the district-wide adminisivatresearch into PBS, the
development of PBS as a behavioral support sysiaththe work of the PBS
implementation team. She also provided accesshimo$ teaching faculty and
classrooms for survey distribution, interviews abdervation. Finally, she participated
in a second interview to discuss in detail the sthangoing implementation and use of
PBS.

Participant Selection

All lead teachers at SIES and FIES (n=31) werg@vio complete the survey.
Twenty-eight teachers accepted the invitation (#4%ad teachers at SIES and 87% at
FIES). Two case study participants were selectamd the SIES sample through a
process described below. Since | have more kn@eledl Spanish then French, | chose
the Spanish oriented school for the case studiggtease my ability to observe and
understand. The setting was ideal due to bothadsh@cent and ongoing
implementation of the PBS approach; this allowedongtudy and document how
teachers understand, utilize and adapt PBS in thesssrooms.

Initially, 1 thought demographic information proed by those teachers willing to
complete the survey would help inform selectiohef two case study participant
teachers. | decided, however, that it was moreoniapt to maintain the anonymity of
the survey participants and to simply request théymit their contact information
(tendered at the same time but separate from thmitted survey) if they were interested
in participating in the case studies. Through ginecess three participants volunteered.
Using the school’s teacher demographic informa#éind a short response form

completed by all three volunteers, | selected Wwegarticipants with the most diverse
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backgrounds in the areas of teaching experienemtgoof origin, grade level taught,
and teaching experience at SIES. Another cerdcabf in the participant-selection
process was that one of the volunteers had a digetémching role and worked with a
variety of grade levels. This volunteer’s situataffered both advantages and
disadvantages but it was determined, in conjunciiibh the factors mentioned above,
that the teaching and learning differences (mwtgdassrooms, multiple grade levels,
single-subject focus) would not be as conduciviaéostudy as the other two volunteers.
The FIES lead teachers were not selected as aabesrticipants due to differences in
PBS implementation (a joint focus with the Love &mdjic approach) and the language
barrier (French) for the researcher.

To the extent possible, and with the limited nunddegarticipant volunteers, |
chose the two case-study teachers using “critiesé campling”, which Marshall (1996)
explains as a process by which participants aextl based on certain specified critical
criteria. In this case, “critical cases” are pap@ants who have engaged in district- and
school-provided PBS training. Additionally, “keyformant sampling” (Marshall, 1996)
was employed by selecting participants with experiin managing their classrooms and
firmly established perceptions about their own sgsausing PBS. | selected two
teachers perceived to be successful in the arelasgroom management and who have
had significant experience using PBS in their ¢clamsis, as perceived by the principal
and by their own evaluation in an initial conver@at Marshall (1996) labels this “key
informant sampling” due to an emphasis on selegiangjicipants who have the requisite
skills and characteristics to demonstrate the biehav interest. In this study the focus

was on the use and adaptation of PBS by a teaclaer urban language-immersion
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classroom and, specifically, how PBS worked in tuetext and what teachers thought
about the whole process. This goal was undertak®lie evaluating the nature of each
teacher’s particular classroom (number of nativartsgh speakers, age of students/grade
of classroom, number of low-income students, rdcumlents versus teacher), their
teacher experience level (number of years in teagchype of teacher certification,
experience as a language immersion teacher), dnataditbackground (country of origin,
native language spoken, length of time in the U.$larshall (1996) labels participants
with divergent experiences “disconfirming sample$his was helpful because using
teachers who had even slight differences in the@boeas allowed me to develop a
comparison and offer two different samples of “wbtatild be” in terms of using PBS in
immersion schools to improve classroom managemeocbmes.

In summary, through examining teacher demograpiiarination, consultation
with the principal, initial self-reporting from thelunteers, | identified teachers who
had:

e special experience as reflected through parti@pan district- and/or school-
provided training;

e special expertise through demonstrated succesginapproach to classroom
management based on self-evaluation and consultaith the principal

e divergent experiences based on each teacher'saamssontext (the differences
between each teacher included: number of nativeiSipapeaking students, age
of students/grade of classroom, number of low-ine@tudents, race of students
versus teacher), their teacher experience levehleun of years in teaching, type

of teacher certification, experience as a languiageersion teacher, amount of
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classroom management training received), and @allbackground (country of
origin, native language spoken, length of timehia tJ.S.) were reflected in
answers to initial background questions and denptgcanformation.

Table 1: Case study teacher divergent experiences

Case Study Teacher A (Sandra) | Case Study Teacher B (Benita)

Grade level taught Kindergarten 1%

Number of native

Spanish-speakers in class

Students: African, African
Students: African American,
Race of students American, Asian, Caucasian,
Asian, Caucasian, Hispanic
compared to teacher Hispanic
Teacher: Hispanic
Teacher: Hispanic

Number of years teaching More than 5 Less than 5

Number of years

Less than 5 Less than 5
immersion teaching
Place of origin South America South America
Years living in U.S. 10 or less 11 or more
MO teaching certificate No No

Finally, | selected, through volunteer self-repagtand input from the principal at
SIES, case study participants who could best datieland demonstrate their use and

adaptation of PBS in the unique classroom contxtise school. The variations in
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classroom make-up, teaching and life experien¢bheofwo case study participants
generated a more thorough understanding of thdgarothan examination of a single
case. The very specific types of purposeful samgpinentioned above (critical case
sampling, key informant sampling and choosing dificming samples) helped identify
“information-rich cases” (Coyne, 1997, p. 624) whrepresented “the most productive
sample to answer the research question” (Marsh@dlg, p. 523).

A gualitative case study research design was etilin conjunction with a survey,
since “Combining the two orientations will promakte development of complementary
databases with information having both depth ameddith regarding the topics under
study” (Teddlie & Yu, 2007, p. 85). In summaryrtuapants were selected for their
specific use and adaptation of PBS in their owmjuaiclassroom context, after
participating in the district- and school-provideBS training.

Certainly, both participant-teachers received trggnn PBS and endeavored to
implement it in their classroom but the distincBamere manifested in how, specifically,
they adapted it while creating their own classrautture. These differences included
how these two teachers utilized the three tieresydb differentiate behavior support for
various students, what kinds of physical exampfd3B5 were evident in the classroom
(visual display of rules/procedures matrix, highffic areas are free of congestion,
students are easily seen by the teacher, frequesdlgt teaching materials and student
supplies readily accessible, students can eagliybele-class displays), as
recommended by Strout (2005), how teachers engagettive monitoring, established
positive classroom rules, provided reinforcementdtiowing classroom rules and

provided effective instructions, as recommende®bipam et al. (2011), how teachers
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put into daily, procedural practice the rules aggutations associated with PBS and,
similarly, how teacher application of PBS in thawn classroom connected to the
schoolwide implementation of the approach.

Examining teacher use and adaptation of PBS thrtugmitial survey of 28 lead
teachers and two in-depth case studies, in addigiarnering the input of the principal
at SIES, helped ensure triangulation of data ssu@answer the overarching research
guestion: “In what ways do teachers at an urbanguage immersion school understand
and utilize the PBS school-wide behavior suppostean?” Data collected and aimed at
answering this first question, then, allowed msitoultaneously analyze data to help
answer the second research question: “How do tesiahelerstandings and adapted
classroom management practices match (or not)Biseddals of the school?” The data
gathered and analyzed to answer this second gonestied on the foundational principal
interviews as well as the examination of the actégrovided by the Principal and the
PBS Implementation Team (a small group of volunteachers who helped to develop
and put into practice an SIES-relevant model of PBISch allowed me to compare the
schoolwide definition and implementation of PBShatite specific ways that each case-
study teacher had adapted it in his or her owrsobesn.

Data Collection

Before any data was collected signed letters o§ennwere obtained from all 28
participating lead teachers who participated indinevey (Appendix A). | also obtained
signed copies of the modified letters of consemtnfthe two case-study teachers
(Appendix B) and principal (Appendix C). Univessif Missouri-St. Louis College of

Education and Institutional Review Board (IRB) prdares were followed, including
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obtaining expedited approval from the IRB Committseuiring letters of support from
the principals at both schools where data was el and obtaining signed letters of
consent from all participants, as described above.

Data collection for this qualitative study includédl) Two semi-structured
interviews, ranging from one hour to two-and-a-naléirs, with two purposefully-chosen
participants (Appendix E); (2) Two semi-structuretkrviews, ranging from 45 minutes
to 90 minutes with the principal (Appendices F &)¢d(3) Ten field observations,
ranging from 45 minutes to two-and-a-half hourswo classrooms (five observations in
each), (Observation tool can be found in Appendixafd (4) examination of artifacts
(PBS documents, posters and images from the cadg4stachers and school documents
and resources that the PBS implementation teaminsleloping SIES’s version of
PBS). As previously mentioned, to a much lessgrats this study also included
descriptive quantitative data: (1) A 41-questiorvey given to 28 members of the
teaching faculty at two language immersion sch@dpgpendix D).

The specific structure of how each of these dali@ation methods was utilized
can be seen below in Table 1: Data Collection Timeehnd in the subsequent paragraphs
devoted individually to the five methods and soarabove. It is important to note that an
informal discussion with the principal at SIES oct@er 8, 2012, helped identify and
outline the administration’s perspective on sigrafit school needs in terms of PBS and
its full implementation. This conversation helghd researcher ascertain the most
relevant and productive data collection sourcdse frincipal was especially helpful in
assuring access to the teachers, meetings andhbelstself, so the researcher could

select data collection sources without restriction.
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Table 2: Data collection timeline
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Data Source When/ Where How What to probe
How many
Teacher Survey | Mar 2013/ SIES, FIES | Consent from teacher- | -experience with PBS
with 28 lead One time participants, completed -classroom management
teachers surveys experiences/implementatio
-perception of PBS
-teaching experience
-cultural background
Interviews with Apr 2013 to May | SIES Consent from teacher- -teacher use, understandin
case study 2013/ participants support, adaptations,
teacher- 2 interviews perceptions of PBS
participants
Interviews with Oct 2012 to Jun SIES Consent from participant -origins of PBS at th
SIES principal 2013/ school
2 interviews -implementation of PBS
-ongoing challenges, issue
successes with PBS
Classroom/school| Apr 2013 to May | SIES Jottings, field notes, -teacher use of PBS:
observations 2013/ researcher memos, instances, opportunities
10 observations in observation tool (Likert taken/missed, frequency,
the rooms of the 2 scale) type, result, consistency,
case teachers schoolwide connection
-impact of PBS in class
-teacher interaction with
SIES PBS model
PBS documents | Mar 2013 to Jun SIES Collect documents with the-outline of school-specific

and resources

2013/

participants’ consent

PBS model

-PBS instructions and
information given to
teachers

-classroom PBS guidelineg

Teacher survey. The survey (Appendix A) was offered to all 31deaachers at

SIES and FIES in order to discover information dlibair type of use, frequency of use,

success in using, and perception of the PBS apipro&lis survey managed to keep

participants’ identities and responses anonymaduswust be noted that while the survey

was offered to all 31 lead teachers at both SIESRES (and completed by 28), | only

selected case-study teachers from the smallerggdehd teacher at SIES (15). | chose
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to utilize the Spanish Immersion Elementary Sclexalusively for qualitative data
collection due to its sole focus on using PBS,antaast to FIES, which although
implementing PBS, will retain a focus on the Lowel &ogic behavior support system in
a joint approach. My familiarity with the Spanigimguage was also a factor in choosing
SIES for the case studies. The survey provideertapt descriptive data on teacher
beliefs about classroom management and the impltnem of a program like PBS in
language immersion schools. By taking the mearesdoom a sample question such as,
The PBS approach has helped me manage my classretben(Question #2 in Part Il,
“Perceptions” on the Lead Teacher Survey, AppeAdjxve can see the relative
valuation of teachers in this important area of MBflementation, (Likert Scale scores
are as follows: 1 = Strongly Disagree, 2 = DisagBe No Opinion, 4 = Agree and 5 =
Strongly Agree). Also, the included standard dieres to survey questions ensured that
the mean actually represented an average and wasshan artifact of the spread (a
skewed spread of mostly 1s and 5s or similar result

Another way | chose to analyze the survey resudts w list the percentage of
respondents that selected each level in the Lieate. For elucidation the following
example is presented: When asked to state thetievdiichthe PBSapproach has
helped me manage my classroom bd®ES), 7 percent of respondents said they
strongly disagreed, O percent of respondents bagldisagreed, 33 percent said they had
no opinion, 33 percent said they agreed and 27epéesaid they strongly agreed.

Following the sequential explanatory design, theeywas given prior to

beginning the case studies. Using two schoolswodets of teachers (n=28) and
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keeping responses anonymous helped ensure opeamsespand more valid data. The
lead teacher survey was aimed at generating dake ifollowing broad categories:
e Classroom Management (16 questions)
e Positive Behavior Support
o Training for PBS (5 questions)
o Perceptions of PBS (9 questions)
o Knowledge/Awareness/Use of PBS (11 questions)

The survey was developed based on Lewis’ (2007)r&mmental Inventory for
PBS which also represents the structural foundatfdhe Classroom Observation Rubric
(Appendix D). In terms of reliability and validityhe survey utilized as a foundation a
well-established and widely-used PBS inventory (ise®007), which helped connect the
survey to the observation tool, which also helpeidig development of the interview
protocol. Also, the PBS section contained multgpestions using both positive and
negative options in terms of perceptions of PB8;dlassroom management section
included questions closely connected to the observéool. Both major sections
contained questions designed to act as cross-cheeksure that respondents’ answers
were aligned throughout the survey and which werdied during the case study
interviews and observations.

Teacher interviews. | used semi-structured interview questions ferttkio
teachers which were central to the case study ddta.main goal for the teacher
interviews was to gather qualitative data from te@achers with different backgrounds
and classroom contexts in an effort to describgtbeess (including the challenges,

benefits, difficulties, successes and failure)ahg this behavior management approach
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(PBS) in an urban language immersion classroone ifiterviews provided the “thick”
and rich qualitative data that is vital to a bettederstanding of how teachers in urban
language immersion elementary schools utilizedptatbhand perceived PBS in their
classrooms. Initially, my goal was to conduct oman interview with each teacher and
then one thorough follow-up interview with eaclcapture what | observed in the
classroom and how each teacher was thinking abeuttoices they made regarding
classroom management and PBS. In actuality, dtleetextensive length of the first
interview, having finished approximately half oktquestions, | decided to simply break
the interview protocol into two sessions. Thenw@w protocol for the two case study
teacher participants is found in Appendix E. Thhs,interviews produced the type of
data described above but also yielded informatiam helped me focus the classroom
observations and were extremely helpful in identifyand obtaining relevant artifacts.

The first interview with Sandfawas conducted on May 9, 2013 and with Bépita
on May 10, 2013. The second interview with Bemites conducted on May 29, 2013
and with Sandra on May 30, 2013. Observations wenelucted before and between the
teacher interviews on the following dates: (Sandwajl 30, May 9, May 16, May 23 and
May 30; (Benita) May 1, May 10, May 16, May 23 avidy 29

The interviewing procedure focused on semi-strgctundividual interviews
which allowed for flexibility in the order and fomtty of questions (Merriam, 2009).
“This format allows the researcher to respond éodituation at hand, to the emerging
worldview of the respondent, and to new ideas ertdpic” (Merriam, 2009, p. 90). In a

sequential explanatory design, semi-structuredvrges with “information-rich”

2 pseudonym for Case Study Teacher A
% Pseudonym for Case Study Teacher B
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teachers allowed for clarification and expansiord a deeper and richer understanding
of survey responses regarding the attitudes andfuBBS by teachers.

Principal interview. Two semi-structured interviews with the principalicia?,
(Appendices F and G) provided the schoolwide petspgeon PBS as well as an
administrative view of the differences between bess’ use and adaptation of PBS at
SIES. This data source was important in developimgnderstanding of the origins of
PBS at the school. My previous work as a reseassfistant in organizing data collected
from SIES and FIES and my interaction with admrnaistrs and teachers in these schools
certainly aided my understanding of these origimd the issues and challenges these
schools face, but it was vital to this study temtew the principal who was able to
provide insights and information that would havieertvise remained hidden and perhaps
completely inaccessible. The first principal iniewv on December 5, 2012 provided
information helpful in the design of the case-sttelycher survey as well as a thorough
description of the background behind the scho@a@sion to adopt the PBS approach.
The second principal interview on June 20, 2018dacted after the conclusion of the
2012-2013 school-year, was instrumental in evahlgaihe ongoing adaptation and use of
the PBS approach throughout the second half ad¢heol year. The first principal
interview focused primarily on the specific stepsl @rocesses of PBS program
implementation at SIES and the role of the PBS @amantation team. This was an
important aspect of the principal interview asriypded important information about the
schoolwide PBS structure at SIES, which made isidess to gain a better understanding
of how case-study teachers adapted the schoolalb¥®BS outline to fit their individual

classrooms. The second interview identified ongainallenges, issues and successes

* pseudonym for Principal
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with PBS, which is important to the overall undarsting of the current state, and
possible future directions, of the PBS programI&SS Additionally, having the
principal highlight the tangible successes of ttieosl's implementation of PBS
demonstrated that despite the overarching foctisi®&tudy on the ways in which the
school, teachers and administration could imprbe# use of PBS, there were
significant positive accomplishments with regardheir selection and development of
PBS as a schoolwide approach to supporting stumkdravior.

Classroom observations.Since an important part of the research probkem i
evaluating teacher understanding and utilizatiothefPBS approach, it was important to
conduct observations of the two case study teachidrsse observations focused on
identifying, counting, evaluating and categorizsggcific instances or uses of the PBS
approach, through the use of an evaluation rubgaged especially in the areas of
physical space, teacher attention, teacher tinfegser management, routines and
curricular content (Appendix D). | observed eaakezstudy participant-teacher five
different times for an observation time of approately 7.5 hours each, 15 total, at a
variety of times of day, lengths of time, classrositnations/activities, and days of the
week. Observations were completed between AprdrBDMay 30, 2013. Incorporation
of the code sheet to record instances of teaclsersufailure to use PBS, based on the
school’s expectation and implementation of the apph (Appendix D) helped answer
both research questions with particular beneféddressing the second: “How do
teachers' understandings and practices match {ptheoPBS goals of the school?” The
evaluation rubric was revised to include substégtraore (and more specific) codes and

is thus an amalgamation of Lewis’s (2007) evaluatidoric and Emmer and Evertson’s
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(2013) classroom teacher checklists. These oasens enabled the researcher to gain a
more thorough understanding of how the two casdydteachers interacted with,
utilized, and adapted the PBS information and stirecspecific to SIES to their own
classroom contexts.

Artifacts. | examined a wide variety of past and current fP&88ted documents
including: (1) classroom-specific, teacher-adagtecduments, (2) PBS resources and
documents from a teacher PBS binder/resource beeodélaped by the administration,
district PBS implementation team, SIES Positive&ébr Support Team, and SIES
teachers designed to put into practice the PB$tsies unique and specific to the
district and school: The Spanish School PBS Man(@alPBS-related lesson plans and
matrices designed by SIES teachers themselvedinalty, (4) the Missouri Schoolwide
Positive Behavior Support 2012-2013 calendar, a @88 and resource published by
the University of Missouri Center for SW-PBS and Missouri Department of
Elementary and Secondary Education (Missouri Setidel Positive Behavior Support,
2012) which was utilized and included in the SIEESResource book for teachers.

“Many documents are easily accessible, free, anth@oinformation that would
take an investigator enormous time and effort theyaotherwise” (Merriam, 2009, p.
155). For this reason, it made sense to utiliz&€ BBcuments and resources that the
school and the PBS implementation team used whegla®ng SIES’s specific plan and
continue to use in their ongoing schoolwide implatagon of PBS. The use of
documentary data helped provide an additional Wwagneuring internal validity by
increasing the number and diversity of data caldecmethods used in multiple-method

triangulation. Collecting data through artifacisoabolstered the audit trail by providing
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an additional way to track data, especially reldtethe schoolwide development and use
of the PBS system at SIES.
Data Analysis

"Data analysis consists of examining, categorizialgulating, or otherwise
recombining the evidence to address the initiappsttions of a study” (Yin, 2003, p.
109). The evidence in this study consisted ofatim@vers teachers provided in the
survey, the semi-structured interviews with the tlase study teacher-participants,
interviews with the principal at SIES, the PBS doemts and resources used by the
school in implementing and maintaining this behasigpport system, field notes from
ten classroom observations, along with the obsemattool (based on Lewis’ [2007]
PBS Environmental inventory), as well as researpheduced memos related to data
collection activities and experiences.

The process of data analysis is central to ansgyéhi@ research question and this
process is fundamentally different for quantitatigealitative and mixed methods forms
of research (Creswell et al., 2003). As mentioinetie data collection section, a
gualitative case study form of data collection wasducted with the addition of a
descriptive survey. Thus, the particular variatddthe sequential explanatory design
utilized in this study generated a smaller quatnigadata set through descriptive analysis
of the 41 survey questions. As mentioned in th&V8y” subsection above, mean scores
from each question were compiled which showed tlegadl assessment level (e.g. 1.90,
2.45, 4.72) of that topic/question for the teaclzeys whole (where 1 = Strongly
Disagree, 2 = Disagree, 3 = No Opinion, 4 = Agne@ & = Strongly Agree). Another

way the survey results were analyzed was to lesprcentage of respondents that
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selected each level in the Likert Scale. For dmh® questions it was then possible to
see what percentage of respondents selected eatlni¢he Likert Scale (e.g. a certain
percentage of respondents said they strongly disdgia certain percentage of
respondents said they disagreed, a certain pegeestad they had no opinion, a certain
percentage said they agreed and a remaining pagzesaid they strongly agreed).

The qualitative data gathered from the two casgysteiachers is certainly the
primary source of data. Each of the qualitatived®@urces were analyzed using the
grounded theory approach (Strauss & Corbin, 1999}heir seminal workThe
Discovery of Grounded Theo($967), Glaser and Strauss provided the initigdiglines
for systematic qualitative data analysis and inetldpecific analytic procedures and
research strategies. These guidelines continpeotade the foundation for countless
subsequent interpretations, extensions and versiaihe grounded theory approach.
Strauss’s later work with Corbin (1990, 1998) reprged a vital step in the development
of grounded theory, especially in terms of makimg approach more accessible, while
maintaining a high standard for analytic procedames research strategies (Charmaz,
2003).

Thus, | followed Strauss and Corbin’s (1998) suggas for data analysis which
begins with the process of coding, a way to deding categorize the data. “Coding helps
us to gain a new perspective on our material arfiddies further data collection”
(Charmaz, 2003, p. 187). Early analysis that cos in close relationship with data
collection (the constant comparative method [Glas@92]) is interwoven with the

following ideas and becomes an important part otigded theory:
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(a) Comparing different people (such as their viewsiagions, actions,
accounts, and

experiences), (b) comparing data from the sameiohalals with themselves at

different points in time, (c) comparing incidenttiwvincident, (d) comparing data

with category, and (e) comparing a category witleotategories (Charmaz,

2003, p. 188).
It is important to mention these influential aspgeat grounded theory since the
sequential explanatory design of this study deménidat as soon as the survey data was
descriptively analyzed the case study data woudphti® be collected and
simultaneously analyzed. This analysis, or opehngy is “the analytic process through
which concepts are identified and their properdied dimensions are discovered in data”
(Strauss & Corbin, 1998, p. 101). Axial coding mskconnections between a category
and its subcategories (Strauss & Corbin, 1998; @hay 2003) and connects them
through properties and dimensions around the @&ascategory (Strauss & Corbin,
1998).

For this study, specifically, | used open codingdintify 422 total initial codes in
the interview data. Of this total, 133 initial @xdreappeared frequently (Charmaz, 2003)
in addition to the 289 other, distinct codes. Axiading was then employed so that the
422 total codes were grouped into broad categondbe basis of their content and
correlation to each other. Twenty-two broad catiegadeveloped out of this process.
The properties and dimensions of the 22 categarge used to formulate the four major
themes outlined in Chapter Four. Specifically, 2Becategories and 4 resulting themes

are as follows:
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Theme 1: Individual adaptation of school-wide PBS
e Universal system with opportunity for individualnetion
e Consistency
e The “positive” in PBS
Theme 2: Connecting with others through PBS
e Connecting/Relating/Understanding Students
e Understanding/connecting with urban families
e Experience with African-American population
e Hispanic culture
e Parents
Theme 3: The Challenges of Urban Language ImmegsionPBS
e Urban School
e Immersion
e Tier 3 and children with special needs
Theme 4: Where we have been, where we are nowgwheare going
e Lesson plans
e Training
e Development
e Improvement due to PBS
e Support
e Definition/Description of PBS
e Initial opposition to PBS

e Pledge
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e Previous CM system
e Ways to improve, difficulties, problems
e Aspects not affecting implementation of PBS

The prior work | have done in the affiliated langgammersion school and the
literature | have reviewed informed the developnwithe codes and categories. This
experience and expertise was advantageous in mayg but also representative of a
built-in researcher bias that naturally affecteel ¢bding process and development of the
codes and categories. Recognizing these expesi@mckbiases, the codes, categories
and themes that developed are, again, describathhsequent chapters.

In this study, closed coding was also employedgisie codes previously
established in the Classroom Observation Rubrigpéhplix D). The closed coding data
analysis for the classroom observation field ndigs represented an entirely different
approach to coding but served as a cross-checkelpdd inform the codes developed
from the interview data. These codes were prerated and represented a focus of
attention during the observations of the teachetigggants and their classrooms. | used
the observation rubric to keep track of how clogebcher behavior in the classroom
matched SIES’s outlined PBS structure in the follmhareas: physical space, teacher
attention, teacher time, behavior management,mesitand curricular content (Appendix
H).

Before and during the coding process, interviewsudents, and observations
were organized with pseudonyms, grade level otthss/teacher, date of the interview
or observation, and description of the settingantipipant. Memos, which represented

the researcher’s developing ideas about codeshandnterconnections (Glaser, 1998),
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were kept in separate files (with the observatidirics) and helped document and
organize data. The memos also served to trangfeerabservation rubrics and field-note
descriptions into pieces of data analysis (MontggrgeBailey, 2007), thereby further
connecting the data collection and data analysisgases (Glaser, 1998). Together these
tasks created an inventory of the data set andemsase of data retrieval during data
analysis episodes.
Ethical Considerations

The most important ethical consideration relatethi® study was the appropriate
handling of the sensitive responses in the surnelyaaswers which were provided in the
interviews regarding teachers’ attitudes, and le¥glarticipation in, a program
established as part of their required duties anidhwvas instituted by someone who has
primary decision-making authority in terms of themployment and livelihood. The
identities of those taking the survey, who représgithe vast majority of participants in
this study, were hidden and marked with an idemtifiumber and no background data
was collected during the survey portion of the gtsa that they could participate
anonymously. As a final method of protecting thentity of survey respondents, |
offered the survey to all of the head teachers fremdifferent schools. By surveying
teachers from two different schools and increatiwegotal number of survey
respondents from 15 (SIES only) to 28, survey rasps are less identifiable or able to
be linked to a particular teacher.

Due to the “thick description” of the case-studgdieers’ classrooms, it was not
possible for these two participants to remain anooys, although using pseudonyms and

taking precautions with specific descriptions a@iérences represented efforts to provide
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them with basic protection, especially outsidehaf $chool. It is important to note that
due to the open nature of this language immersibnd as a sort of laboratory school
affiliated with a university, the other/previousearch being conducted at the school, the
teachers’ roles as “co-researchers”, helping teetstdnd the role of PBS in classroom
management at an urban, language immersion sarmbkhe principal’s involvement
with and support of the teachers’ process of waykimough the implementation of the
new PBS program, there was relatively little haftiné case-study teachers were
recognizable. The consent form outlines the lefebnfidentiality for the two teacher-
participants in this role. It was necessary todt@all versions of the informed consent
documents (Appendices A, B and C) with care anti@aso that participants were
assured of their protection and human rights thnougthe study.

My role as a researcher.First and foremost, my role as a researcher was t
organize and conduct a well-designed study thatribared to the knowledge base in an
ethical and trustworthy manner that ensured theilgitey of the research. Secondly, my
role as a researcher was to become an effectireapyiinstrument for data collection and
analysis and to identify and monitor the biases“anbjectivities” that came with this
role. My role as a researcher in this particutai®nment mirrored the general roles but
with the added dimension of helping the schooh@pal and teachers utilize the data to
help improve the understanding, use and effects®oéthe PBS approach in this
particular urban language immersion context arichfiwove teacher fidelity to this
program. These are areas in which | continue ¢@g@ along with the teachers and
principal at the schools and | am scheduled togmiethe findings to the entire SIES staff

at the May 28, 2014 faculty meeting.
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Ways of increasing the validity of my studyRegarding the question of how the
research findings match reality, Merriam (2009) tiears the most well-known strategy
to shore up the internal validity of a study istigulation. This study used multiple
methods (survey, semi-structured interviews, ctagsrobservation, document analysis)
and multiple participants (lead teachers, pringipab case study teachers) of data as
ways to triangulate data. Specifically, multiplettmod triangulation was utilized in
order to compare data from the individual intensemith data from observations in the
classrooms and data from the school documentstigMisource triangulation was also
utilized to cross-check data collected through olzgens at different times and in
different classrooms as well as interview data fteachers with different perspectives
on PBS.

Triangulation is not so much a tactic as a wayfef lIf you self-consciously set

out to collect and double-check findings, usingtipié¢ sources and modes of

evidence, the verification process will largelytaelt into data collection as you
go. In effect, triangulation is a way to getlte finding in the first place—by
seeing or hearing multipiastancef it from differentsourcesby using different

methods... (Miles & Huberman, 1994, p. 267)

Merriam (2009) mentions that in qualitative resbare human factor (human
being as primary instrument of data collection andlysis) is especially important in
the interpretation of reality, so it is imperativat the researcher remain transparent
and specific when evaluating and describing dallectaon and data analysis tools and
approaches. Member checks, or respondent validattorarious points during data

collection (before and after interviews and obseovs) was one of the ways of
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accomplishing this goal. Specifically, on multiglecasions | talked with both case
study teachers before and after interviews andreagens in order to clarify my notes,
observations or to get answers to questions | dpeel, especially during observations.
These conversations helped validate the data radedaand served to provide an
additional method of ensuring that I, as the primastrument of data collection,
remained accurate and transparent. Accurate datading and persistent and
prolonged observations were further ways to engalidity within this study. The
frequency and number of observations and the udeeasbservational rubric were
specific examples of these particular methods stigng validity, as described by
Merriam (2009).

Yin (2003) suggests three principles of validatilaga for case studies, one of
which has already been discussed (the use of neutqurces of data); the other two
include the creation of a case study databasehenchaintenance of a chain of
evidence, both of which were employed as additierajs to ensure validity in this
study.

Specifically, | created a case study databasedthr teacher-participants,
focused mainly on systematically (for ease of miee, organization, and ongoing
movement between data collection and data analpgjg)ng observational field notes
as well as notes from analysis of archival datangical documents. A transparent
chain of evidence (audit trail) was maintained tigto detailed records including
Halpern (1983) and Lincoln and Guba’s (1985) catiego(a) raw data (as mentioned
above, categorized in a case-study database adsmeach of the two teacher-

participants), (b) data reduction and analysis petgl(survey results, field notes,
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thoughts and notes about PBS-related physical raktén classrooms, (c) data
reconstruction and synthesis products (coding pses development of categories,
gathering of findings), (d) process notes (methogdickl notes and trustworthiness
notes), (e) materials relating to intentions argpdsitions (personal notes and
motivations, personal expectations, predictionsiatehtions, and (f) instrument
development information (initial survey forms, adscoding rubrics, preliminary
schedules and observation formats).

Merriam (2009) states that research results astviarthy to the extent that there
has been some rigor in carrying out the study. pideshe fact that standards for rigor are
different in qualitative and quantitative reseaiabth types rely on the researcher
conducting the investigation in an ethical mannBnus, a large part of a study’s
trustworthiness is tied up in the researcher’s personal trustworthiness. | followed
Patton’s (2002) “Ethical Issues Checklist” to helgure trustworthiness and to provide a
guideline for credibility in research including) @xplaining purpose of the inquiry and
methods to be used, (b) confidentiality, (c) infexdrconsent, (d) data access and
ownership, (e) advice (from committee chairpersath members), and (f) a focus on

ethical versus legal conduct.
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Chapter Four: Results

To facilitate the presentation of data in this dbapt is helpful to review the two
primary research questions driving the study: Wvihat ways do teachers at urban,
language immersion schools comprehend, supportiize the PBS system? 2) How
do teachers' understandings of PBS and adaptest@ss management practices match
(or not) the PBS goals of the school? The resulisented in this chapter address these
research questions by showing that teachers avemefl of, and involved with, the
school’s particular version of PBS and they ardfident about the actual and potential
benefit PBS offers in their own classrooms anduphmut the school. There are
variations in degree to which this is true for eachool but overall, a majority of
teachers in both schools answered positively t@bove questions. Since only SIES
teachers were involved in the central case-studtyguoof the study, the following results
highlight the perceptions and use of SIES teaclwyzgarticular. They have (1) made a
conscious effort to utilize the school’'s implemehtersion of PBS, (2) prioritized the
school’s goals and definition of PBS, and simultarsty, (3) thought and acted in ways
demonstrating they had the flexibility to change sichool’s approach to PBS to better fit
their classrooms. Teachers feel PBS has allowe th develop better interaction with
students, in particular, but also with parents eweh other teachers. Finally, while
teachers have identified a large number and tyg&B&-related school improvements,
they have also experienced difficulty when it cortwestilizing PBS in their unique

immersion and urban contexts.
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Included in the two tables below are only datagemg directly to the two main
research questions of this study. The lead-teasmgey, in actuality, was more
comprehensive, and contained questions and respans@resented here (41 total
guestions). The reason for this is that the daterated by these questions not directly
related to PBS did not provide enough help or @mlthd information toward answering
the research questions. The additional questidnshwvere related to general classroom
management practices as well as specific typesaghier-training for PBS can be seen in
the Lead Teacher Survey (Appendix D).

In examining the survey below, it is important émember there were only 15
survey participants in the SIES survey and 13 gigdnts in the FIES survey. Thus, (for
the SIES results) seven percent (7%) is equal éogpamnticipant choosing that particular
response (options were: 1=Strongly Disagree, 2=xdé&sg 3=No Opinion, 4=Agree,
5=Strongly Agree); thirteen percent (13%) is edadivo participants; twenty percent
(20%) is equal to three participants, etc., ughohighest percentage on any one question
which was eighty percent (80%), equal to 12 paéints. The percentages are slightly
different for the FIES data (due to having two feywarticipants) but the effect is the

same.
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Table 3: Teacher Perceptions of PBS
School | Mean Standard Strongly | Disagree No Agree Strongly

Deviation | Disagree Opinion Agree
1. | feel PBS is an effective way to manage SIES 3.87 1.09 7% 0% 27% 33% 33%
behavior. FIES 3.77 0.97 8% 0% 15% 62% 15%
2. The PBS approach has helped me manage S 3.73 1.06 7% 0% 33% 33% 27%
my classroom better. F 3.31 1.07 8% 15% 23% 46% 8%
3. 1 would prefer to use a classroom mgmt S 3.13 1.15 13% 7% 47% 20% 13%
approach other than PBS. F 2.77 0.80 0% 38% 54% 0% 8%
4. | have seen improvements in the school- S 3.87 1.02 7% 0% 20% 47% 27%
wide behavior of students since PBS has been F 3.77 0.80 0% 8% 23% 54% 15%
introduced in our school.
5. PBS is utilized consistently throughout the S 3.13 1.02 7% 20% 33% 33% 7%
school. F 3.00 1.18 8% 38% 8% 38% 8%
6. 1 do not feel comfortable using PBS in my S 2.33 1.14 27% 33% 27% 7% 7%
classroom. F 2.00 0.88 38% 23% 38% 0% 0%
7. The administration has helped me S 3.64 1.04 7% 7% 13% 53% 13%
implement PBS in my classroom. F 3.23 0.97 0% 31% 23% 38% 8%
8. PBS is difficult to practically implement and S 3.00 1.07 7% 27% 27% 27% 7%
it is hard to use this approach effectively. F 2.23 0.97 23% 46% 15% 15% 0%
9. My classroom management goals can be S 3.50 1.12 7% 13% 13% 47% 13%
accomplished through the school’s F 3.46 0.75 0% 8% 46% 38% 8%

implementation of PBS.

*One respondent from SIES did not answer questions #7-9.
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Table 4: Teacher Knowledge, Awareness and Use of BB
School | Mean | Standard Strongly | Disagree No Agree Strongly
Deviation | Disagree Opinion Agree
SIES 4.07 1.03 7% 0% 7% 47% 33%
1. I am familiar with the structure of PBS.
FIES 3.92 0.83 0% 8% 15% 54% 23%
2. | have changed the school’s approach to S 4.07 0.46 0% 0% 7% 73% 13%
PBS to better fit my classroom. F 3.46 0.75 0% 8% a45% 38% 8%
S 4.21 0.67 0% 0% 13% 47% 33%
3. I have PBS-related rules posted.
F 3.31 1.26 8% 23% 23% 23% 23%
4. | have posted a continuum of S 3.36 1.04 0% 27% 20% 33% 13%
consequences to encourage expected F 2.46 1.08 15% 54% 0% 31% 0%
behavior and discourage problem behavior.
5. 1 make corrections in behavior by restating S 3.86 0.35 0% 0% 13% 80% 0%
the rules/expectations and stating the P 231 0.99 0% 3% 15% 15% 62%
appropriate behavior.
6. | maintain a ratio of 4:1 positive to S 2.86 1.30 20% 13% 33% 13% 13%
negative statements to students. F 3.08 0.83 0% 31% 31% 38% 0%
7.1 have developed classroom agreements or s 3.57 112 7% 13% 7% 53% 7%
behavioral contracts with individual students. E 4.00 1.04 0% 15% 8% 38% 38%
8. 1 know how to document evidence of S 4.07 0.70 0% 13% 13% 47% 20%
serious misbehavior for referral to the P 254 0.50 0% 0% 0% 26% 54%
administration.
9. I know how to document evidence of S 3.79 0.94 0% 0% 7% 67% 20%
common misbehavior (for use in my own P 3.77 112 0% 23% 3% 38% 31%
classroom).
10. I am familiar with the school-wide S 4.14 0.52 0% 0% 7% 67% 20%
behavioral goals associated with PBS. F 3.85 1.03 0% 15% 15% 38% 31%
11. The PBS model | use in my classroom S 3.64 0.81 0% 7% 33% 40% 13%
matches the school’s definition and goals. 3 3.69 0.82 0% 8% 31% 46% 15%

*0One respondent from SIES did not answer any of the questions listed on this table.
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What are the Ways in which Teachers Comprehend, Sygort and Utilize PBS?

The survey of the 28 lead teachers at SIES and wHSSused to determine
teachers’ characteristics in four main areas: ob@ss management approach,
experience/training in PBS, teaching experiencecattdral background. The
descriptive data, presented in Tables 3 and 4,eldmlps construct a framework from
which to interpret the more robust qualitative datthe subsequent case studies. Both
data sets provide results helpful in answerinditisemain research question: “In what
ways do teachers at urban, language immersion Echomprehend, support and utilize
the PBS system?” There is significant alignmemiveen the more directed quantitative
data culled from the survey and the open-endeénsite qualitative data gleaned from
the case studies. The connections between thedlidata sets cannot be minimized and
the data analysis process offered a fascinating-himwv seat into the corroboration of the
findings. Three overarching themes related tanhml research question, developed
from the more thorough qualitative data and presemt the following section, serve to
comprehensively surround, interact with, and furtiaelain the survey results.

While there is moderate agreement among teach&t&8 about their familiarity
with the structure of the PBS system and the sethwae goals associated with PBS
(both 69%] and the fact that teachers have seen improveriretits school-wide
behavior of students since PBS has been introd{@sad 69%), there is more consensus
about the idea that PBS is an effective way to mareehavior (77%). Interestingly, the
data from SIES teachers represent inverse resslthiey answered much more positively

on the first three questions (familiarity with tbehool-wide goals associated with PBS

® Listed percentages from the survey, unless otlserwdted, refer to the percent of lead-teacher
respondents who answered the question positivalgre'e” or “Strongly Agree”.
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(87%) and with PBS structure (80%) and whether tregy seen improvements in the
school-wide behavior of students since PBS had bemduced (74%). However, SIES
teachers were less inclined to consider PBS awctaféeway to manage behavior (66%).
The most valuable and relevant interpretation es¢éhsurvey results is that a majority of
teachers at both schools generally consider theeséb have sufficient knowledge
about the subject they are addressing in this stndyhave seen results in their schools
and recognize the potential for further improvemesing this model.

It is also helpful to examine the results from theee negatively worded
guestions about PBS, which, as a whole, demongrsignificantly lower level of
agreement on the part of teachers from both schawlsen asked if they would prefer to
use a classroom management approach other thawmB33% of teachers at SIES
replied affirmatively and only 8% of teachers aESI It is interesting to note that the
category receiving the largest response was “noiapi (SIES=47%, FIES=54%).
According to the interview data of the case stuehchers it seems that most teachers
either, (a) had a role in the school-wide impleragah of the PBS approach and
therefore did not see a need for using anothesi@am management approach or, (b)
acknowledged that PBS is the chosen approach éasadhool and did not concern
themselves with their preference or choice of apgndout, instead, focused on working
together to learn, utilize and adapt the selecpguiaach, as Benita suggests: “We can
talk...any program; | don't know the name of the oghmut this is PBS or it could be
another. But if we are, you know, working togetHeaton't think we [could] have

anything else but [a] positive result” (Interviev2 B_ine 1071).
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A second “negative” question was worded as follotiveb not feel comfortable
using PBS in my classroom.” Looking at both sckdobether, the responses to this
guestion were extremely unified (SIES=14%, FIES=0%)s obvious that very few (2
out of 28) of the lead teachers surveyed did ngitdemfortable using PBS. This is
either a testament to the involvement they hatieneidoption and implementation
process (as described in the commentary of thaque\guestion above) or to the
approach itself, which, due to the fact that dlesigned to be used in harmony with
teachers’ individual personalities and teachindesag well as the unique needs of
students in each classroom, may make it a comferfalfor teachers. There was,
however, a moderate number of no opinion respof&e&S=27%, FIES=38%). It seems
possible that the explanation provided for the mgmber of no opinion responses on the
previous question would also serve to explain tmeesvhat lower, yet still significant,
number of similar responses to this question.

As with the first two, there were a minority of ‘f@g-strongly agree” responses to
the third negatively-worded question: “PBS is diffit to practically implement and it is
hard to use this approach effectively” (SIES=34%3=15%). However, for SIES
teachers, the responses were split evenly with Bd48greement, 34% in disagreement
and 27% having no opinion (as stated in the nol@\bthe table, one respondent did not
answer this question which is why the total peragatdoes not equal 100). It would
seem, then, that, for FIES teachers, their condislisagreement to the negatively-
worded questions indicates a generally-positivegyaron of the PBS approach. The
same can be said for the SIES teachers, althougleser extent, and with regard to

PBS being difficult to practically implement andrthdo use effectively, there is simply
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no consensus on behalf of the SIES lead teacheomdsnts. For this reason, it is helpful
to look at the more substantive interview dataf@iother explanation. The two case study
teachers generally disagree with the idea thatiBB8ficult to practically implement,
according to Sandra: “in the end it was what | was already doing so gsmitareally bad

or it wasn't a lot of work” (Interview Al, Line 289 Benita shares Sandra’s sentiment
and speaks more to the “hard to use effectivelpeasof the question: “.l think that

I'm very happy with PBS now, [more] than | wasled beginning, last year. Yeah,
because [it] takes time to understand, [it] tak@®t..you see positive results, so you feel
better” (Interview B2, Line 1015). Again, the catedies offer explanation of the survey
responses and in this case, appear to offer thelpldy that some of the survey
respondents were still in the time-dependent poésoming to an understanding of
PBS and had not yet seen positive results sdedtilhs if the approach was hard to use
effectively. Benita specifically addresses thd that she, too, felt less “happy” with

PBS at the beginning of the year and in the pressigar when PBS had not yet been
fully implemented in the school. The fact that slagl had more exposure and more time
to use the approach than did many of the othertieachers who responded in the survey
appears to be a significant factor in explaining ldeck of consensus among SIES lead
teachers in terms of PBS being difficult to praallic implement and hard to use
effectively. An alternate interpretation wouldtbeat all of the lead teachers who
completed the survey had at least half a schoaltgelaecome familiar with PBS and
utilize it in their classrooms and they still simpbund it difficult to implement and hard
to use effectively. | think the relatively sharhe-frame and the insight from the case

study teachers, however, makes the initial integpi@en more likely.
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In addition to the survey, substantial data isvéel from the four interviews (two
with each teacher), ten observations (five in daelkbher’s classroom), and analysis of
the classroom documents of the two case study ¢eaes well as the two principal
interviews and schoolwide PBS document-analysisingJthe grounded theory approach
to data analysis, the overarching theory that eatelgelped directly answer the first
main research question: “In what ways do teachteusban, language immersion schools
comprehend, support and utilize the PBS system?”

Teachers at urban, language immersion schools @&rapd, support and utilize
the PBS system in three main ways which matchitéeture: (1) They have worked
with a variety of stakeholders in “Connecting wstludents, families and teachers
through PBS”; (2) They recognize and continue tdrasls the “Challenge of urban
language immersion and PBS”; and (3) they, in coctjon with the principal, participate
in a defining characteristic of PBS: “continuallection of data to determine (a) if
defined practices are being implemented with figlednd (b) if those practices are having
a positive impact on student outcomes” (Sugai &rdoy2011, p. 311) as they regularly
seek to determine “Where we have been, where wavhere we are going”.

The classroom setting.Before further examining these three overarching
themes, it is necessary to provide a “rich, thiekatiption” (Merriam, 2009, p. 43) of the
classroom settings in which | observed so the remdg better understand the data that

emerged from the observations, documents and ietesv All observations were

conducted in the classrooms of the two case sealjhers, Sandra (case study teacher A)

and Benita (case study teacher B) at SIES.
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Profesora Sandra.What is striking about Profesora Sandra’s Kindeien room
when entering for the first time is the obviougaétting it has undergone and the still-
visible original industrialized skeleton of thisarof the building (a former warehouse).
Another more positive semblance immediately follow$e classroom, despite first
impressions, is welcoming and inviting due to thbequitous wall decorations and well-
placed classroom furniture (small tables, deskslyvsls). Twenty-three Kindergarten-
sized chairs sit at seven rectangular tables wénietarranged in a U shape in the center
and toward the back of the classroom. All of thairs have first names typed, laminated
and taped to the back. The bright lights are |#logescent-type of lights in metal cases
that hang from the large, exposed, white-paintedl steams on the high ceiling. The
lights toward the front of the room are hangingrira large, installed, silver pipe that
attaches to the beam in the middle of the roomtartide wall in the front of the room,
which is subdivided prominently by large middlegq#d windows. There are ten open
locker-style cubbies in the semi-open vestibulthefclassroom (which is really more
part of the hallway than the classroom) as wefbas more just inside the entrance to the
classroom, which, when standing in the front ofrib@m by the windows, looking out at
the tables and chairs (the position | will congiifeuse when describing the location of
other items in the classroom), is in the back rafithe classroom. Thus, all entering and
exiting occurs in the back right semi-open vesgdahding into the hallway. There are
no doors to the classroom and the back wall otthgsroom does not go all the way to
the ceiling; there is open air to the hallway abtheewall, allowing noise from the

hallway (and other nearby half-walled classrooragkegularly enter the classroom.
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A large white board on a floor stand partially ldeone of the front windows.
“Como nos expresamos — Hoy es Lunes 29 de Abri2d&B” (“How we express
ourselves — Today is Monday, April 29, 2013”) igtten at the top of the whiteboard.
Written on the left side is, “Reflexivos Pensadordeducir, Reusar, Reciclar — ja-je-ji-
jo-ju, Libro Blancanieves, Portafolio (“Reflexivénihkers — Reduce, Reuse, Recycle —
ja-je-ji-jo-ju, Snow White book, Portfolio”). Therare stacks of trays with names to the
right of the windows in the front of the classrooithere are also large white binders
with typed student names that are lying on thelesiwith the name-side facing out; they
lie next to each other across two long, low (twet feigh) shelves. On the shelves are
games, blocks, and a few small plastic containétts small blocks similar to Legos.
There is a bulletin board on the wall above thilfshith days of the week, months of
the year and a changeable (numbers can be moweuliaut and weather patterns can be
added) calendar.

There is a behavior chart in the front right corokthe room, visible when
entering the classroom (on the wall perpendicddhé front wall) which has each
student’'s name on it and a place for the teacheither write notes or place positive
and/or negative visual reinforcement pictures imkets. There are mini calendars with
names and each has a different number of coloaed. s(Some of the mini calendars are
nearly filled with stars and one only has one standerneath this board is another
bulletin board with “Acuerdos del Salon” (“Classmdgreements”) and “Sefial de
Silencio - posicidn de abeja” (“Signal of Silendeee position”) which is a schoolwide
hand gesture with the index and little finger stagkup and the thumb and two middle

fingers folded down. This version is colored tpresent a bee — the fingers up represent
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antennas, “to pay attention”, the two folded firgghave eyes: “eyes on the one who is
speaking” and the thumb has a mouth: “closed mouitie’ wrist is, “good posture”.

The front left of the classroom is blocked off motlarge enclosed shelving units
that open toward the left wall, creating a smalkteer storage area. In front of the
shelving units is a desk with a laptop, an aquattiab is decorated with rocks and plants
but appears to contain no animals. There is &leagk with names of students and
papers in each opening which seems to serve aglagieorganizer for student work.
The back of the classroom has a large laminatetdpagth pictures and labels (items in
the picture) all posted under the letters Mm, Pp,LSand Tt. There is a section of the
bulletin board that has pictures drawn by studeAlso a heading “Perfil de la
comunidad del Aprendizaje” (“Profile of the leargioommunity”), “Como nos
expresamos” (“How we express ourselves”), “Las @aas escriben y cuentan historias
por varias razones” (“People write and tell hisgerior various reasons”). There are
individual laminated posters with the letters af 8panish alphabet and corresponding
pictures of items beginning with that letter. Tdnés a large, colorful map of the world,
labeled “Los Continentes”. There are a seriesuaflmers with pictures lined up around
the back of the classroom from 1 to 28.

Also in the back are shelves with trays labeledhwlifferent country names
(Argentina, Espana, Chile, Colombia, Mexico). T&esuntry names represent groups of
students, so they are very familiar with the cowptitiat they are assigned to when it
comes time for group work. Next to that shelf isider shelf with books on the top and
trays with black and white notebooks (there apptab® one for each student). A large

portion of the back wall is a temporary wall hefaly wire from the ceiling. Against the
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left wall (back corner) are shelves with gamesstidaubs of blocks and other learning
manipulatives. There is a large number line ondftevall (1 to 102) and a large,
colorful, professionally printed and laminated st§omos un equipo” (We are a team”)
above the number line. These are the only itenth@iheft wall. In the front left corner
are storage cabinets which open to the back, antheationed before, form a small
corner in the front left where teacher materiatskaept. In this area there are empty
boxes, a coat rack, paper towels, Kleenex boxeszér bags, cups and other paper
products for snacks and hygiene. There are mardora boxes, crates, bags, paper
around the room, especially near the walls andvesel The center of the room where the
student chairs/tables are is very clean and cleelutier or other items.

Overall, the classroom is colorfully and imaginativdecorated with a variety of
instructional posters, words, letters and visuals/ell as several posters, reminders, and
visuals of behavior support, including behaviorrthaThere are also several locations
showcasing student work. Almost all parts of thedlsvare covered and the classroom
offers a welcoming, inviting and visually stimulagilearning environment.

Profesora Benita. Profesora Benita’s classroom is similar in maraysv
(colorfully decorated with student work, postersl @agademic reminders appropriate to
the £'grade level, rectangular tables formed in a Lhindenter of the classroom,
windows at the front of the room) with a few imgont differences. This classroom has
full walls on both sides as well as a door on therfto-ceiling back wall. Physically, it
is a more traditional classroom and although lit igtiains a renovated industrial design,

it is more functional and utilitarian in terms ofeanguage classroom. This is due, simply,
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to the existence of the four full walls which elmate outside noise and allow students to
more easily concentrate on what is going on inrtben particular classroom.

Entering from the hallway door in the back of tiessroom, four main areas can
be seen, although there are no sharp divisionbysigal separations between each
learning area. The tables and chairs situateddrshape in the center front of the room
represent the primary learning center. Therevidiée board at the front of the classroom
in front of the windows and there are a varietyesfources and materials on shelves at
the front of the classroom which change dependpanuhe lesson, unit or topic the
teacher is discussing with the students. Duedqttysical set-up of the tables, when all
of the students are seated in their chairs ardumdlt Profesora Benita is able to
transition smoothly between whole-class instrucaod having students work in groups,
organized by table. Students are familiar with wdhim their group and their group/table
name (one of the seven continents).

Another active learning center is in the centekbafcdhe class (near the doorway
which is offset to the left (when standing in thentt looking back) on the back wall.
There is a chair for either the teacher, enrichroemésource teacher (who often comes
in to provide extra help to a smaller group of stutd during math or reading) or the
teacher assistant. Each SIES lead teacher warkslglwith an assistant teacher. These
assistants are mostly college students or younlgsagiith a Spanish-speaking
background, often from a Spanish-speaking coumnthg come to SIES for a semester or
year to gain teaching experience in this uniquguage immersion context. A few of the
teacher assistants at SIES are older with moretemg or permanent positions. Both

Sandra and Benita share teaching duties with #ssistants.

85



PBS IN AN URBAN LANGUAGE IMMERSION SCHOOL

The aforementioned learning center at the backettass is comprised, simply,
of the teacher’s chair, a mat on the floor for stutd, a small shelf that provides a basic
outline or back “wall” for the students, as thetyvgith their backs toward the front of the
classroom (facing the teacher’s chair and back)wdlhis space is utilized frequently for
small group work where the student to teacher ratadten around 5 to 1.

Another learning feature or area of the classradthe upper right part of the
back wall of the classroom. This is where Profad®enita directs the projector
whenever she is showing students something fronredh®uter. This, too, is an oft-
utilized feature of her classroom.

Finally, the teacher’s desk, which faces out fréwa ight side wall toward the
middle-back of the room is classified as a learmegter because Benita, unlike most
teachers, emphasizes to students that they caamyti@ng on her desk and that the
resources on it are for her and them to share.. landdften do. Directly behind the
desk (toward the back wall) are 14 open lockerachHocker seems to be shared by two
students which often causes them to be ratheofwabats, bags, books and folders
which, occasionally, spill out onto the floor.

Significantly, there are two desks located atriplet front of the classroom.
These desks serve a variety of behavior-manageamelricademic purposes, are aligned
with the PBS philosophy, and are not considerethbyteachers (Sandra has two similar
such desks in her classroom) as a “time-out” daagoof punishment. In fact, in two
instances | saw students actually request to $itagse desks or, more commonly, a
teacher asked, in a positive manner, the studesit tbere. These separate desks allow

the teacher or assistant to provide students witla @ttention, academically or
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behaviorally, offer a more isolated location fard#nts who may need to be separated
from other students in their group, provide a plfarestudents to “de-escalate” a
behavior while remaining in the classroom (allowthg student to continue to learn),
represent a temporary place to handle issues aftepns associated with a teacher’s
Tier 2 students who require additional behaviompsup(according to the three tiers of
the PBS system and as ascertained by each teaghsimply, provide an area where
students can work independently.

Benita’s classroom, similar to that of Sandra’smotas a variety of academic
grade-level posters and visual aids on every wdahe classroom. On the long left side
wall (which has no windows or doors) there are ssveehavior-oriented hand-copied
posters. One such poster is a “Class Volume” dagam with numbers from 0 to 4
listed. Volume level O equals total silence. Uelés a whisper. Level 2 is table talk or
a soft voice. Level 3 is a loud voice or “teachesice. Level 4 is an outside voice. And
just as in Sandra’s classroom, there is a “Seféldga” sign (“Bee Signal”) which
reminds students: “pay attention”, “eyes on the whe is speaking”, “closed mouth”
and “good posture”. This version is much biggedt donesn’t actually have the words on
it. At this point, in ' grade, students are expected to know what eatlofére bee
represents and it serves as a visual remindés.also something | have seen multiple
teachers do, literally with their own hand, in clesms, hallways, and in the
gymnasium, as a quick, nonverbal method of remgdindents about behavioral
expectations. Indeed, it is one of the schoolwidasistently-used, teacher-developed

aspects of PBS here at SIES.
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Another set of behavior-related visuals attachethédeft side wall include a
series of pictures of students lining up and kegpheir hands behind their backs. This
is a skill that Benita emphasizes so that studeartswalk quietly and calmly through the
halls. During my observations, she occasionaligrred to these visuals (also not
containing any words) as students were lining upiawas obvious she retained a
special focus on this skill, even this late in sichool year.

Three central themes. The following narratives are arranged around three
themes aimed at answering the first main researebtmpn: “In what ways do teachers at
urban, language immersion schools comprehend, suapad utilize the PBS system?”
Teacher comprehension, support and utilizationosit®e Behavior Support is revealed
most notably through examination of the followihgee broad themes:(1) “Connecting
with students, families and teachers through PBE”;Challenge of urban language
immersion and PBS”, and (3) “Where we have beemre/ive are, where we are going?”

The majority of the data in each theme and catederives from the six semi-
formal interviews conducted with the two case sttehchers and principal. However,
when possible, data analyzed from school PBS dootgwd artifacts, information from
the observational rubric as well as relevant suresylts are provided along with
interview data as further support for the develofemnes and categories. Full data sets
for the observational rubric for each case studgher can be found in Appendix | and J.

Connecting with students, families and teachersThe common thread between
the categories in this section is the idea that RBfSved teachers to connect with others
in a unique and helpful way. Teachers have usesl tBBoster relationships and improve

communication with students, families, parents, eneh fellow teachers. The approach,

88



PBS IN AN URBAN LANGUAGE IMMERSION SCHOOL

tied to the last category in the previous sectprayides a positive way to interact and
communicate with school stakeholders. For teadiesseemed to help establish a
better classroom and school situation in termgsafigline and managing behavior. The
following three categories are presented below!aperstanding/connecting with
students”, (b) “Hispanic culture”, and (c) “Parénts

Understanding/connecting with student®©ne of the most difficult problems
facing teachers prior to the implementation of R&S approach at SIES, according to
Alicia, was the challenging behavior of studentd #re frequent discipline problems.
Both case study teachers acknowledged this cha&leB8gndra discussed this important
issue and refers to one of the most important dehde PBS strategies (classroom
agreements) designed to address it:

...it's like, if they (students) really want to b@art of the classroom, [they] will

be part of the classroom. And they will follow agmeents and they will know

what is good and bad. But when they don't waneta part of the class, they will
not try at all. That's when the trust comes. Whem lyave that kind of student,
you need them, you need to work extra with therthey trust you and become

part of the class. (Interview A2, line 567)

Both case study teachers talked frequently alveatihg students with respect,
developing a mutually respectful pattern of commoation with Sandra even
emphasizing “talking to the student like a humaimm@p@r as a big person instead of
diminishing them like little people” (Interview Aline 193). According to Benita,

developing high expectations is part of this marmf@onnecting with students:
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| set high expectations but | also give my childnégh expectations [of the
teacher]. So | want, when they come, to have axatésssroom; organized
classroom. Because, can you imagine the chao® onéiss or the disorganized
classroom, how you can set high expectations chHildren? So we need to
start for ourselves, you know?” (Interview B2, li6®)
She also mentioned the type of communication thated to work best and mentioned
the
PBS strategy of redirecting student behavior, ‘thawunicate a lot with the children; very
honestly and open....I don't mind stopping the iretton if | see, if | need to recover the
behavior in my class” (Interview B2, line 277).

According to data taken from the observation milwne area teachers could
address to potentially improve interaction and emtion with students even further is to
increase verbal praise for students when theyvollee rules. Both teachers received
virtually identical low scores in this area: Sandcared 2.3 with a low standard deviation
of 0.43 and Benita scored 2.2 with a low standa&ation of 0.40. Similarly, the lowest
scores on the rubric, for both teachers, was indlaed area of providing a continuum
of consequences for encouraging expected behav&asdra scored 1.5, standard
deviation 0.50 and Benita scored 1.4, standarcatieni 0.49. The observation rubric
results suggest that it can be extremely diffeagt difficult to get away from the
traditional disciplinary techniques in favor of o methods that, indeed, do offer
additional opportunities to make connections witldents. A prime example of this idea
is that both teachers’ scores were significantgghbr on the very similar, yet opposite in

nature, area of providing a continuum of consegesmor discouraging expected
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behavior (unwanted behavior). Perhaps a silvardifor the teachers is that even these
scores were only 2.0 (Sandra) and 2.5 (Benita) hvare also moderately low. This
could possibly indicate that the teachers did eyt on negative consequences or
discipline to a great extent either.
Hispanic culture. Although the case study teachers had mixed feebbgsit
how and when their Hispanic ethnicity affected theiderstanding, implementation, and
use of the PBS approach, they were unified indlea that it does play a part in how they
manage their classrooms and how they related sdo#thavior management method.
They both mentioned that PBS has some crossovesiamidrities to some of the
behavior management approaches they experiencgddents in their native countries
of Peru (Sandra) and Colombia (Benita). Thus, n@riieir comments focused on how
they interact with others and how their ethnicitigiht be a factor, especially in the area
of discipline and management. Benita stated:
You need to take into account that many of us (teadhers at SIES), mainly are
foreign, so we also have cultural impacts. ltifeecent how we teach over there,
how we receive education over there, how the pargoproach the children, how
the children approach the parents or the teacl&wswve have some different
cultural systems....But if you want to do it [PBSpuware just open-minded and
make this happen. (Interview B1, line 195)
The teachers’ background and PBS are further coadélerough the idea of how
people
treat each other, according to Sandra: “...respexhig thing in my country. Respect is

a big thing for PBS. So, in that part they arealikght there” (Interview A2, line 721).
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Finally, the fact that many teachers at this sclanelHispanic plays a role in the way the
faculty at SIES interacts with each other and dvan they approach implementing PBS
according to Benita:

And even though [as] Hispanic teachers and Ameltieachers, we work together

doing all the lesson plans and doing all the ptsjézimplement the PBS here,

we need to [have] this conversation. Sometimeshink that it (an unspecified
idea) is not good but for American culture it isdj it is not a big deal. We don't
have very many...things, but we have some thingsatenot really the same.

(Interview B2, line 743)

Interestingly, the data related to the connectietwben the teachers’ Hispanic

ethnicity
and their use of PBS was strictly limited to theecatudy teachers’ perceptions and own
thoughts about possible influences and relatiorsshiypeither the principal nor any of the
PBS artifacts addressed this issue which, accotditige case study teachers, is one that
did have an impact, in a variety of ways and situet, on their use of PBS in their
classrooms.

Parents. Due to the influence and important role parenty pighe success of
their children in school, it is not surprising thwith teachers and the principal at SIES
spoke at length about connecting with and involpagents in supporting student
behavior. Benita felt it important to explain tABS approach to parents whenever
possible, from intake conferences, to brief “pesiticonversations to calls or meetings
with parents regarding poor student behavior:s‘'ihot only the teachers...the parents

need to know what the expectations are in our dclsaol always tell the parents, or
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whoever asks me, PBS is a behavior program thatsedere schoolwide” (Interview
B1, line 344). She emphasized the importance df etakeholder in implementing and
carrying out the PBS approach: “PBS is not onlytéarchers, it is not only for
students....we need to work together: administrapanents, teachers and students. We
need to do everything together for success” (In¢enB2, line 980).
Perhaps it is because Benita was a member of tieTeBm that her comments
above
are paraphrased well in a letter sent to SIES btd#lers (primarily parents, guardians
and families):
This school year, during the first six weeks ofeahwe will teach our students
our behavioral expectations and, throughout the, yeawill recognize those
students who live up to the goals and expectatbtise program. As we
proceed, it is our hope that parents will ask thhkitdren, “What kind of a student
does [SIES] expect you to be?” and “What happersnwehstaff member
observes you following the expectations of [SIESEY establishing and
teaching behavioral expectations as well as reeagmappropriate social
behavior, we will provide a common language forrggae in our building. This
common language will be shared not only by studantsteachers but
admin[istration] staff, custodial staff, non-insttional staff, and parents as
well.... (SIES PBS Team, 2012, p. 3)
As discussed in the previous section, many ofeéhaehers at SIES have Hispanic
backgrounds and most of the students at the senedfrican-American and come from

the urban area surrounding the school. Howevenrding to the two case study
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teachers interviewed for this study, they have l@#a to successfully connect with the
parents of their urban students for a variety aoms, one of which is a familiarity with,
and commitment to remain open to, the cultural gemknd and function of the family.
Sandra stated:
Because you really need to learn their culture foecause of the lack of
information
they [other teachers] judge them because they Koo, they don't understand
them. They [urban families] feel that they are algvheing attacked and that kind
of stuff (Interview A2, line 638)
Sandra reiterated her perception of how she hasddde to develop positive
relationships with the parents of her urban stuglé®®o they don't like to be judged and |
start to understand all of that kind of stuff. Quig¢he things that | really like is that |
have a really good relationship with all of my math No matter social status, financial
status, or anything like that” (Interview A1, lid&0).
Alicia, working from her role as principal of thel®ol, placed the emphasis on
keeping the parents informed in a variety of ways:
It's more to keep our parents informed....what aeeféelings? How is that
working? We are updating our parents...through theshetters, during our
School Advisory Council meetings. We are...updapagents [about] how
things are going with PBS (Interview P1, line 122)
Also, the letter from the PBS Team mentioned ahsweprime example of the type of
communication that Alicia sought to maintain witlwrents. As the above excerpt from

the letter shows, SIES has not simply sought tormfparents about PBS but to involve
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them as well. This is an important core goal fdraols implementing PBS. The April
18, 2012 training PowerPoint presentation mentitms importance of giving all
stakeholders a voice”. “This includes: all scheialff, teachers, students, and parents”
(SIES PBS Team, 2012).

Challenges of urban language immersionThe two case study teachers and
principal offered contrasting views with regardhds theme. Teachers were united in
the understanding that, as an urban school, SI& fadditional challenges in utilizing
the PBS approach but they (and the principal) heganfeelings about how much of a
factor the language immersion identity of the sd¢hveas in terms of implementing PBS.

Either being an urban school (Brown, 2004; Buc&ldsngo, 2005; Marx, 2001;

Turner, 1993) or a language immersion school (G2803; Fortune, 2011; Preciado et

al., 2009; Slapac & Dorner, 2013; Wright, 2005)garets unique challenges in the area of

behavior management for teachers, but being bokesi@r an especially complex
situation for teachers. The following categoriemprise this theme: (a) “Urban school”,
(b) “Immersion”, and (c) “Tier Il and children witspecial needs”.

Urban school. Sandra acknowledged the obvious differences bet\B#es’

situation and that of other types of schools, aslétes to PBS, “I'm pretty sure that PBS

is going to work completely different in a privagehool or even a county school. So that

is what we have to have consideration for, manyyymhings” (Interview Al, line 558).
Benita discussed the difficulties in more detail:
This is a very diverse city school. In races armbme, that makes this, PBS,
more challenging to accomplish. But the more difffi is...it's when we receive

children, independent of the income, but when thayt have any structure at
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home. It is really difficult to implement a programmen you know that at home
they don't have agreements. They don't have rulBst.when this child grows
accustomed to the PBS program and expectations. ktiey that we have the
circle time. We have some order, some thingsle&dt eight hours in the day
helps (exposure to PBS). Even though they go horddley don't have any time
to go to bed. Or one day they eat at six and ogdidey eat at seven or one day
they do not eat at all. | think the PBS impactnthn this kind of, in this kind of
situation. Like with low income and no structuratérview B2, line 661)
Immersion. Viewpoints were mixed as to how much the languagaersion
context impeded or made PBS use more difficultBrrita acknowledged the
immersion-specific challenge for lower-grade teasht&ometimes we need to adapt
PBS to try to, especially for lower grades, to less [sic] words. And more body
language, because they don't know a lot [of] votzt(Interview B1, lines 323).
Regarding problems implementing PBS due to the irsime context, Sandra
states:
The good thing is that this happened at the begghaf the year. And we are
allowed to speak in both languages at the beginwirige year (the first four
weeks, at the Kindergarten level). So that is wigytcome with their own ideas
without a problem. But | don't think the languag@ problem. That context, |
don't think, because it is more like what practiges have in your class. It is not
about language. It is about what you believe ahdtwou're going to do...you
have continuity in doing things, you have consisyetioing things. It is more

about that. (Interview A2, line 542)
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Both case study teachers and the principal seeon@ovinplay the impact that the
immersion context had on student behavior and $leeofi PBS in the school. This
consistent commentary, though, was tinged withifijcations and acknowledgement
that the immersion approach of the school does @l@gtor in managing behavior.
Based on the interview data it appeared that tfierdnce, for the teachers and principal,
lie in the fact that while learning in a foreigmguage can make it more difficult for
students to focus and to manage their own behavigid not, necessarily, make it more
difficult to implement or utilize the PBS approachsupporting behavior. For example,
Alicia, below, readily acknowledged that learninga non-native language poses
academic and behavioral challenges for studemsirda that is supported by the
literature, but she remained insistent that it digreclude the school or the teachers
from fully instituting and utilizing the PBS appica
As PBS, the whole approach, | don’t see as songthit is affecting us because
we are a language immersion school....A secondikgegyis going to be more
difficult than to be teaching in the native langeagBut | don’t see the difficulty
in implementing the PBS...Because they are not hgahi@ English part is
sometimes causing the most stress to the studé/tscan have different
responses in the behavior and the control in thgscbom because it is very
different when you are hearing something in yonglaage and you understand it
100 percent but to be hearing something in a laggtiaat you are not
understanding and that you need to be focused ayidgattention...that doesn’t

mean for me that we cannot implement PBS. (Inteni, line 561)
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Thus, although the data is mixed, it seemed taatdithat the immersion context

of the
school has had an undeniable and influential efacttudent behavior, as the literature
also suggests, but that it has had a significdader level of impact in the area of
teacher use or support of the PBS approach, whashtiae main focus of this study. The
case study teachers and principal simply didn’t tliegt the immersion context poses a
major obstacle or even seems to be an importatdrfactheir use of the PBS approach
to supporting behavior. They appeared to undedstas requirements and challenges of
using PBS and they were simultaneously well-awéteeunique immersion context in
which they were teaching. While acknowledgingahditional and distinctive
behavioral challenges the immersion context pasey, did not feel that it affected their
use of PBS.

Tier 3 and children with special need8ased on the data, it is evident that SIES
was still working through how best to handle thesidf the third tier in the PBS
approach. How to identify which students belon@ier 3 to what kinds of interventions
to adopt to deal with them in the most positivecessful way, SIES was still working to
figure out this important aspect of PBS. The dady teachers felt they had students
who could be classified (or that they, themselbes! classified) as Tier 3 but the
principal, as can be seen from below, was stilkisgginformation about how to pursue
this aspect of PBS in the school.

Regarding students that would potentially be caiegd as Tier 3, Sandra stated:

| have six students [who] have IEP's (IndividualiZz&ducation Plans) and some

of them are already...being diagnosed with ADHD. 8xain things can work
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with them. But at a different pace, like | canfarte them to be in the same
place for more than three minutes. Their bodyoisgoing to let it. So there is
not an immediate consequence for that; try to eetlit and call them back and all
that kind of stuff. But, yes...we have a lot of statk with special needs that we
have to consider for PBS. (Interview A2, line 79)

Additionally, Sandra made an important point altbetcurrent method of identifying

Tier 3 students:
The three tier intervention is good but what | khis more important is the three-
tier identification first. Because if you identiyhere your problems are or where
your strengths or weaknesses are, like the thee tiyou will not be so harsh on
your students. And they are going to know that gminot going after them. But
that is what most of the teachers forget to dadeatify and then apply (Interview
A2, line 339)

When asked how she does this herself, Sandra medtio
| do that personally. | don't work with the admtrégion. And | talk with them
(the individual student) a lot. | try to havelbtconversations when | sit down;
even when we are doing academics | try to ask thersonal questions. |try to
know them (Interview A2, line 339)
On this issue, as might be imagined, commentam fitte principal is instructive:
...we can have ups and downs but the important tisitigat if we continue on
track with that philosophy we can be sure thaeast 80 percent of our students
are going to be responding in a positive way aiglithsomething we

acknowledge. We have the three different tiers.| Bow that it is clear for
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teachers what students are in the Tier 1, theZ'ard the Tier 3. And | think this
is the next step that we need to start learningygl®BS because this is one of
the biggest concerns we have. We need to learhtehi with those students
that are in Tier 3. These are the ones that newd support, that are sometimes
the ones that are causing problems in the classrddmat, at some point, we say,
“We are doing all of this and nothing is changingwthem.” (Interview P1, line
180)

Because of this, Principal Alicia would have likiedhave found out additional

information about incorporating Tier 3 into the mnt SIES model of PBS:

...we started working with Tier 1 and Tier 2 and wivatreally would

like to hear are answers for Tier 3. And thisamsthing that we don’t have yet.
And what, for me, was very clear was that my Tieth& 10 percent of the school,
this Tier 3, that is probably the one that is cagshe chaos in the school and
[for] the teachers. And we learned many things$ Wexre working with certain
students; we were very consistent, really teacttieg, helping them to calm
down, but there are other students that need nuggost. So, for me, how to
address or what to do with this Tier 3 is somethireg | would really like to start
doing next school year because | know that is sbhimgthat the teachers are
expecting. That is something, for Tier 3, theyweating for me. This is
something we started working [on] because | watdddarn more about what to
do with the Tier 3, that | didn’t really hear ang&/&om the PBS trainers. |
wanted to know more answers about that but theyrta, “OK, this is a process.

Just try it; if it's not working at the Tier 1, [pwith Tier 2.” What | said, “My
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main problem is with Tier 3 so | really want to he@ore answers about that.”

But they told me, “This is a process.” But | cahnait for that process so

something that | was just reviewing is, “OK, whaitil can do for those

students?” (Interview P2, line 288)

Where we have been, where we are now, where we g@ng. Five categories
were developed under this theme, representingribedscope of the history, current
status and future of PBS at SIES: (a) “Developmgi’“Training”, (c) “Lesson plans”,
(d) “Improvement due to PBS”, and (e) “Ways to iong, difficulties, problems”.

Development.One of the central pieces of data related to “Whexdave been”
is the origin of the PBS approach at SIES. Befoesenting the data about the process
the school went through in developing their owmldraf PBS, it is helpful to provide an
explanation of the reasons why this might have besued, in the first place.
According to Principal Alicia:

The last school year, 2011-2012, we had, | wowd sere behavior issues. |

had more behavioral issues; more thavhen we started the school, 2009-

2010....1 also heard more parents complain about Wiegtwere calling bullying.

Also, feedback from the teachers; they felt ovetwieel about the situation and

l...felt the environment in the school was stres$|filihterview P2, Line 20)

The case study teachers also mentioned specifectspf a negative school
environment including student fighting and othesrdptive behavior and adult stress and
frustration which was manifested in a variety ofyg/ancluding teachers screaming at
students, parents arguing with teachers and sefegnahl and informal parent meetings

to discuss the situation. Sandra’s brief discus®aepresentative of the many
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references to the difficult situation prior to PBSplementation: “As teachers we had it
really bad. Parents never respected us at aNadtreally hard. The first year was more
like complaints, complaints, complaints, from btgachers and parents” (Interview A2,
Line 416).

In conjunction with parents, teachers and theak#ite District-level
administrative team, Principal Alicia decided thatew approach to managing student
behavior was needed:

Soin 2010 | went to a PBS workshop. When | waskimg at Columbia Public

Schools in Columbia, Missouri they implemented RRBS was [already] familiar

with PBS. And also at the school district Ra€lfgde founder and president of

SIES and FIES) also started learning more about RB®ur admin team

meeting we decided that PBS would be a good oftions....We started

forming the district team and we attended workshepsve followed all the first
steps that the PBS coordinators (according to Pahd@licia, these were PBS
experts/trainers arranged through Rachel, represgtite Missouri Schoolwide

PBS Program (Missouri Schoolwide Positive Behatopport, 2012) were

requesting [of] us. But the first one was to sharge information about PBS with

the staff and find that at least 80 percent ofstiadf would really like to have a

change and would really like to try PBS. And thafter that, we

decided...[which] teachers would be part of the P&8rt or who wanted to

participate in that. (Interview P2, Line 20)

Principal Alicia also talked at length during thest interview about the process

the school went through in developing the PBS agghipfrom recognizing the need for a

® Pseudonym
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different approach to managing student behavidhednception of the approach to

incorporating it on the first day of school. Altigh the following quotation is lengthy, it

is helpful to hear about this process in Aliciaigmowords:
PBS was introduced at [SIES] for teachers in Novembd011. We started
learning what all the different [steps] were to lexpent PBS with our students.
So PBS has been a process from November to Aughet) we started school
this school year (2012-2013). We had differenpst® follow. First, we created
a PBS team that was composed [of] the staff....mmuld say the first step was
to create a PBS team at the district level....§ale district level we learned
what the PBS philosophy was; the first step wag¢ate a PBS team at the
school level. The teachers, they proposed therseld had nine members of the
PBS team with different roles.... The first thing wd ds a PBS team was to bring
the philosophy to the entire staff. So we shahad PBS is everything positive
and it’s...four to one positive and negative (fousitise comments related to
behavior for every one negative comment) for teecteebe doing in the classes.
We agreed, all the teachers, that [we] need to haliferent approach [toward]
the behavior at the school. We also identified,tachers, what the meaning of
discipline was; what the meaning of behavior wasatare all of the possible
situations that are bringing students who misbehaS8e after the teachers also
had these conversations with the PBS team, we fomitld all the staff, that all of
us, or at least 90 percent of us, [would] like #otgipate in the Positive Behavior
Support approach. So after that, the PBS teartedtarorking on the schoolwide

universal expectations. That is the matrix for PB%e identified, with the entire
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staff, the common areas that we need to work dre ABS team started

developing the draft for that matrix so anythingttive did as a draft, as a

proposal...we brought to the rest of the staff....Wheatiearned is that if the

entire staff agreed to work on something, it wasething that would be more

effective. (Interview P1, Line 11)

At the end of her quotation, Alicia made an impotfaoint about learning from
the District-level training sessions the value bbfaining full faculty support and
involvement. In fact, this is a defining charaidtc of the PBS approach: “Rather than
disseminating a new practice through a typicalgssional development model
consisting of a series of group training event3B& systems perspective gives priority
to establishing local capacity and expertise, nigagreements and commitments...”
(Sugai & Horner, 2011, p. 310).

It does appear that SIES has endeavored to fol@macbre expectation as the
PBS-focused teacher training session in early 20dl@ighted “the importance of giving
all stakeholders a voice. This includes: all s¢lstaff, teachers, students, and parents”
(SIES PBS Team, 2012). A significant number o€ltegis have been involved directly
with positions on the PBS Team, influential rolesleveloping PBS lesson plans, and

opportunities to utilize PBS on a schoolwide basitheir school, as well as to attend

ongoing PBS training sessions and faculty meetifidse data is less clear about the level

of involvement of parents, caregivers, families andients.
A very interesting student-related correlationite &bove information can be seen
in Benita’s comments about stakeholder involvenietite development of the PBS

approach:
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...the IB, International Baccalaureate (a curricilamework utilized by SIES as
set forth by the International Baccalaureate Omzgtion); one of the foundations
is that...[SIES] is the kind of school where we ggéther to the answer; it is not
something that the teacher gives to you. Thisesd#ason we (teachers along with
students) talk about agreements (rules, procedpresesses). PBS...we tried to

[get] the children involved. They were involved& the beginning; in why we

need to do this; why you don't run. So we donly say, ‘don't run in the halls’

or ‘walk the halls’. We need to talk with them dimtl out why we don't do that.

(Interview B2, Line 379)

Thus, it is interesting that one of the defininguacteristics of the PBS approach is
related to gaining stakeholder involvement in teeedopment process and the SIES
academic and curricular framework is structuredlany. Benita made an astute
observation about the connection between the sshagproach to supporting student
behavior (PBS) and its approach to supporting stuléarning (IB).

Training. In further developing this important idea from thega, this category
focuses on how, specifically, both teachers andestts, played an active role in
developing, learning and utilizing the PBS approaaitially, and in an ongoing manner
in their day-to-day school lives. For clarity amuderstanding throughout this section, it
should be noted that Benita was a long-time merabire PBS Team whereas Sandra
worked on PBS implementation and development a#lyaihvolved and participating
faculty member. In verifying teacher involvememthe PBS development process,
specifically in the design of the PBS lesson pkamd PBS schoolwide matrix, Sandra

stated, “Teachers have been a part of that procéss. (Interview Al, Line 442). She
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further described the widespread cooperation antcjpation in PBS throughout the
school, “[During] the first two weeks of school eyleody has intense PBS
work...everybody. ‘Remember; cafeteria: remembes; tlimember the other;
remember, remember, remember. Okay what is tlechere? What is the focus for
today? Cafeteria: remember!” (Interview Al, LiB87). Her point seemed to be that
everyone in the school, including administratidaffsteachers, assistants, parents and
students, was responsible for learning and remantb#re universal agreements, no
matter where they happened to be, physically,eérstthool. She emphasized the hard
work required on the part of everyone at the scoahg the first few weeks of the
school year in training to acquire these univepsatedures associated with the school’s
particular model of PBS. This was important taufacand administration due to the
extensive time they had invested in developingdbson plans and schoolwide PBS
matrix (of universal agreements and procedures).

Principal Alicia spoke about how teachers, in galir, were invited to become
involved in the PBS development process and albeusteps in the training process for
school stakeholders:

We had a presentation here in the school from tR& people (according to

Alicia this was a training team arranged by Racimetonjunction with the

Missouri Schoolwide Positive Behavior Support Paogy for the admin team and

they told us that it was important to incorpora®me of our staff from each of

our schools....That meeting wagrobably, September, October, 2011. | invited
two teachers from my school to be part of the disteam. So after we had this

we had two different trainings. It's when we maateaction plan to say, “OK,
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now how are we going to bring all of this infornmatito our staff.” So first, as a
district team, we presented everything to the staéf in that conversation we
said, “Ok, who wants to participate? Who wantbegart of the team at the
school level? Who wants to be part of this PB&t@aWNe have these positions.”

Some people started sending emails, “I would likbd the cheerleader.” “I

would like to be the chair.” “I would like to bbe secretary.” “I would like to be

the database manager.” “Ok, welcome!” (Interviely Line 319)

SIES provided teachers opportunities to be invoivettie development process
of the school’s brand of PBS which is a core exggem for schools implementing PBS.
In fact, not just teachers but all school stafigsints and parents should, ideally, be given
the opportunity to contribute to the developmentheir school’s particular brand of
PBS. As mentioned previously, it is important teegall school stakeholders a voice in
the process (SIES PBS Team, 2012). The focusdoéthdy was limited to the
perceptions, use and adaptation of PBS on theoptagtichers and administration and not
on students, parents, and families. Thus, it cebeaetermined whether SIES has fully
met this expectation or if the stakeholder involeamin the development process of the
school's PBS approach (primarily consisting of B&S Matrix Expectations, school
agreements and universal strategies and procedumasd)mited to teachers. It is,
however, obvious from the interview data that etichers and administration
endeavored to involve students, parents and fasniliparticipatingin PBS and teachers
have made efforts to help them understand the appro

As a final, yet dynamic, aspect of teacher trainmgBS, whether a member of

the PBS Team or not, an active and involved dewlopthe PBS lesson plans or not,
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each teacher received, according to Alicia, “a PB8dbook (the Spanish School PBS
Manual) for the teachers so every teacher has theirbinder where they have the
lesson plans; they have everything we have fostheol” (Interview P1, Line 350).

Lesson plans.As seen from Alicia’s final quote above, the PBSstn plans
were central to the school’s use of PBS and taléwelopment of SIES’s own particular
brand of the approach. In many ways, this wasabilee foundational categories as it
provided specific data related to the first mae@ch question: In what ways do
teachers at urban, language immersion schools @&rapd, support and utilize the PBS
system? It fact, this category laid a necessargdation in order to even take up the
guestion. Indeed, along with the previous two gaties, “Training” and
“Development”, it represented data central to kmgviwhere we have been”. Before
examining how teachers comprehend, support andeuthe PBS system at SIES it is
crucial to examine how, why and what system theyituted at the very beginning of the
process. The data related to the PBS lesson ptairsng and development provided
this information.

SIES teachers, led by the PBS Team, including Rxah@licia, developed a
matrix of PBS lesson plans designed to be usedl byaghers in order to teach the
students about PBS and to introduce the procedunestrategies they would be
expected to know and follow. As mentioned abole,faculty were introduced to PBS
in November, 2011, specific lesson planning for Ri#8an in March, 2012, with more
directed and teacher-specific planning and deve@raccurring during the weeks prior
to the start of this (2012-2013) school year (wiea P1, Line 11; SIES PBS Team,

2012, p. 3). Alicia describes this organizatiopr@cess:
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| think that something that was very important wadevelop all the lesson plans
for every specific area...we developed, | think theeze 54 [56, as counted
during data analysis] lesson plans, for all of hesmmon areas: ...responsible,
respectful, safe, successful. (Interview P2, [148)

SIES’s PBS expectations and values are capturddeybiquitous school slogan: “Yo

soy Respetuoso, Yo soy Responsable, Yo soy Exidtsestoy Seguro en La Escuela de

Espaiiol!” (“I am Respectful, | am Responsible, | Satcessful, | am Safe in the Spanish

School”) (SIES PBS Team, 20124, p. 3).

For each common area we needed to find, define, hOk am | going to be

respectful in the hallway? How am | going to bgpansible in the hallway?” So

for all of these we developed the lesson plansl éimicik that having those lesson
plans; that was something that really helped witeeed, at least for the first
year; because teachers were very clear in whateed to be teaching our

students. (Interview P2, Line 218)

The document analysis of the 56 lesson plans revkat each begins with one of
four “Matrix Expectations” (“Respectful’, “Respoide”, “Successful” or “Safe”) which
provided support for Alicia’s assertion that thesen plans were tied to one of these
central themes or, as she called them, “commorsare@he preeminence of these four
“matrix expectations”, “common areas”, central tlespwvalues or expectations within
SIES’s brand of PBS cannot be overstated. As mead above, they formed the
bedrock of the school slogan, they are integratemischoolwide PBS strategies, and
they guided and directed all of the school lesdang One of the four “matrix

expectations” is listed at the top of each of thdesson plans. This heading is followed
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by the “Context” which is a short description ofevl the specific lesson plan is focused.
The contexts include: (1) All settings, (2) Hallw48) Arrival, (4) Classroom, (5) Start

of day, (6) Assemblies and other schoolwide pregimts, (7) Bathroom, (8)

Playground, (9) Cafeteria, (10) Bus, (11) Dismissél2) Dress code, (13) Emergency,
and (14) Visitors. There were four lesson plami/ésh by the four “Matrix

Expectations” discussed above) in each of the fidrdnt contexts, for a total of 56
lesson plans. Below the “Context” is a list ofefikecurring headings with specific
actions, activities or procedures for teachersliod in order to teach that particular
lesson plan: “Tell”, “Show”, “Practice”, “Monitorand “Reteach” (SIES PBS Team,
2012).

After the SIES faculty undertook the extensive psscof designing and
developing the lesson plans, the PBS Team draftetfiest to all SIES community
members to apprise them of this project. Thergiteluded in the Spanish School PBS
Manual, demonstrated a connection to several ofibgt important categories of data
presented above:

By establishing and teaching behavioral expectataswell as recognizing

appropriate social behavior, we will provide a coomtanguage for everyone in

our building. This common language will be shametionly by students and
teachers but admin staff, custodial staff, nonrurttonal staff, and parents as

well. We believe that by helping students pracgoed behavior, we will build a

productive school community where all children tzarn and grow. (SIES PBS

Team, 2012, p. 3)
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Then, at the start of the 2012-2013 school yeachers began using these lesson
plans to instruct students: “This school year, myithe first six weeks of school, we will
teach our students our behavioral expectations.IEXFBS Team, 2012, p. 3).
Principal Alicia provided additional detail abowva this was done:

...the first week of school we need to dedicate pobb&0 percent of the time to

really be teaching our students what the expectsat@we in school. So these

(lesson plans) are...the main pillars that we cantiflein...PBS. And the lesson

plans were something very helpful for teacherssd@he point, teachers were

thinking we dedicated a lot of time in the firstekeof school teaching behavior.

But now...we realize we need to continue [to] spemeton that. This is not

wasting time....And then we decided to retake thessdns, coming back from

every break out of school, just to dedicate attleas or two days. (Interview P2,

Line 218)

According to the case study teachers and principalPBS lesson plans were
“helpful” and offered a “common language” (Intemd?2, Line 218; SIES PBS Team,
2012, p. 3) for all stakeholders, in the area dfdweor. It is evident from the interview
data that teachers and the principal felt “a praigladearning environment” (SIES PBS
Team, 2012, p. 3) had been established at SIEEhar@BS lesson plans “helped us
succeed, at least for the first year” (Interview BRe 218). Of course, as with any new
approach, there is room for improvement, as Alstiecinctly states:

Now we know that we need to [change] those lessamsp What | hear from

teachers is probably not all of those lesson pdaador exactly the appropriate
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age. We need to have different activities for kirgsrten, for first grade, for
every grade. (Interview P2, Line 218)

Sandra discussed the same issue:
| believe that some lesson plans for PBS shouloytgrade level; not by the
whole school or schoolwide; because whatever lyafgplkindergarten is not
going to work for fourth or fifth graders. But...\ilave a matrix for the whole
school. That is the main thing. Many lessons aa#lyrgood. But many, many
lessons are really bad because of the grade Iévgérview Al, Line 388)

Sandra also provided some specific examples ofthei?BS lesson plans could be

improved, varied by grade level and made age-apiatep
For example: getting in line; fourth grade alre&dpws that. It's like for us
(kindergarten), we have to teach “one behind themtyour hands in the
back”...it takes forever. Fourth grade already know&ay, what is my next step
to have the perfect line? “Be the example for gvedy else. Help the other
grades to do it.” [However], everybody forgets natter whether you are
kindergarten or fifth grade, to wash their han8se. that is something that is for
everybody. But what's not for everybody is singthg song “happy birthday”
two times to know that your hands are clean. Thikgsthat; little details; it has
to be by grade level. And the bigger kids alwasfgls things faster than the little
ones. It has to be more personalized. Is thilays? Yes. A wide expectation
for the school is perfect. How to get to that estpgon should be a little more

free. (Interview Al, Line 388)
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Improvement due to PBSAs a continuation of the previous three categories
related to “where we have been”, this categoryery vnuch focused on “where we are
now”. From the perspective of the case study texacand principal, the answer was
revealed by a distinct and appreciable improvenresthool culture, student behavior
and teacher and parent satisfaction. Alicia sunradithe sentiment succinctly: “I never
hesitated to think that PBS was/is working” (Infewv P2, Line 419).

Similarly, Sandra spoke about this idea in aegalized yet compelling manner,
“There are things that, yeah, things that are wagykirhe system that we have now is
amazing....it is like there is little stuff that iovking better than the other years”
(Interview A1, Line 506). Benita agreed and lookedhe improvement from a student
evaluation perspective, “And now, even though cbitdget very agitated sometimes in
anger, they respond good to this approach...thiseisgason | love PBS, too. | am a fan
of PBS for this reason” (Interview B1, Line 258).

Sandra’s explanation for this improvement focusedhe@ agreements
(procedures, rules), whether specific to a clagaroothe schoolwide forms developed
through the PBS lesson plans:

...one thing from the first part of the year thatdesl me was the

rules..agreements, we call them. Simple; we don't hawt. 8lt that gave us a

better perspective of what we really need in tlas<l It is not a big list, it is only

five agreements that everybody learns from the¢ diay, that we review every
morning. Even now (May, 2013), we are still reviegii And | think that is really

a positive side of PBS; the agreements....Becauieeaigreements it is easier to

redirect the student....you don't have to tell th&sih,down” or “put your legs
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here” or “put your legs there”; you can just use dgreement: “I don't like feet on

the floor” or, “oh are your feet on the floor?” Atlaey...just redirect

themselves....Only one question has helped me kemptbing in order with
them. And | love that actually. Before | usedwlike, “turnaround”, “sit up
straight”, “feet on the floor”. Itis like, “no,at anymore.” (Interview A2, Line

16)

The benefit of having the agreements, a more @ffegtay of managing student
behavior and, overall, a less stressful environrhefged Sandra improve her classroom
management approach and interaction with studéBétore | used to scream. | don't
scream anymore. | used to scream a lot” When alsb@ thought PBS played a part in
that, she answered, “Yes. My voice is naturalbllyggloud. That's me. But | used to
scream” (Interview A2, Line 248).

Sandra’s experience corresponded with what Prihéijp@a identified as the
most important improvement as a result of PBS imgletation: “The main effect | can
see with PBS is in the teachers: how they arerfgehow they are able to handle the
classes.” She also highlighted improvements reéladestudents and parents:

Many of those students, | can see [a] huge impr@vgnmnow they are acting;

how they are behaving. | can see an effect ompsrrparents are feeling more

confident in the school. | see some students miodjftheir behaviors. Teachers

[are] less overwhelmed and parents [are] more denfi having PBS in place.

(Interview P2, Line 486)

One final, detailed example of an improvement @duBBS was the students’

ability to line up and walk quietly down the hallalthough this may initially seem to be
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a rather inconsequential accomplishment, it hadrafsant positive impact on the
school environment, and, significantly, was onéhefschoolwide expectations that SIES
teachers and the PBS support team developed.e wdhds of the principal, Alicia, “The
students walking, lining up with the teacher, we, Ssamanos atras’ (‘hands back’), with
their hands on their back. That is how we expeactstudents to walk in the
hallways...in silence. This is something that | gdasworking very well with PBS”
(Interview P2, line 412).

Profesora Sandra expanded on this idea:

Yes, there is wisdom, we know and we explain wiay th. If you don't keep your

hands to yourself you, you can hit somebody orgamuhave an accident or you

can get distracted. So that is why we explain them. “It is not that we want you
to be a soldier”, but we explain to them why thayétheir hands behind their
back

(Interview A2, line 269).

Again, although lining up and walking quietly seetm¥e a mundane
accomplishment, the significance lies in the faet this was a challenging and
disruptive problem area as identified by teachersnd the PBS lesson planning stage,
highlighted in the matrix, adopted by teachers sthiole, practiced by students and, by
the end of the year, represented an area thatdstly vmproved. A brief story from
Alicia demonstrated the success SIES has expedendais particular area:

...when | started observing the students lining bpt tvas a huge improvement

because before, probably, students were runningndog/hallways or they were

not really following the teachers, but now the stuid know how they need to
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walk. | remember one student, one specific stydezfore...l was just observing

him running in the hallways when he wanted to gthebathroom. | remember,

at the end of the school year, him walking, withafis atras”, and | said,

“Thanks for walking! Thank you for walking!” becse [before] if | saw him in

the hallway | saw him running. ...When | saw him kuad) there, | was like, “Oh

my gosh, it is working! This boy!” (Interview PRne 433)

Ways to improve, difficulties, problemd he most prominent category
representing the “where we are going” portion @ theme is characterized by specific
ways to continue the improvements described irptbgious category as well as ways to
address issues or PBS procedures that have noabesiccessful. Sandra mentioned:

one of the things was the sign of silence. It Wighork. | still use [it] but it is not

really very useful....when the teacher raises hedhhey (students) have to do
that sign of silence (thumb and little finger exded, middle three fingers folded).

The problem is that sometimes their eyes are ntth@teacher. So you need

something else to call their attention. | was dag up there with my hand here

(showing the sign of silence) and maybe one [stijdeas looking and another

said, “oh the teacher is doing...”, so five minuta®t the whole class just

realized, “oh, she wants our attention”. (Intewi&2, Line 53)

Perhaps more problematic, according to Sandraaveasitinuing lack of
understanding about the importance of personalespache part of students:

If we can include in PBS something...about persopats, it could be much

better. Because teaching them that they need pecesach other can help. And
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sometimes we have to remind ourselves that theglaochuman beings and they
need a little bit of space. (Interview A2, Line739
As principal, Alicia had even more of an opportynda identify areas of possible
improvement. She did so, as can be seen frond#asibelow, but she also cautioned
that “PBS is a process and sometimes we get exasgdrecause we would like to learn
everything about PBS and we would like to see hanges” (Interview P2, Line 286).
We really don’t want to make big changes becausieddn create chaos in the
teachers and the students....but what we need tosfimgprovements for the
things that we have done; how we can improve, butmake big changes. We
don’t want to start from zero one more time becdhaecan cause chaos. Also,
we evaluated that the program was really workingy ¢unterview P2, Line 260)
Continuing to push for incremental change as webféorts to support teachers, Alicia
stated, “I would say that we need...a little adjusitme what we are doing right now.
We need to.keep motivating the teachers all year long; natfioisa specific period of
time; all year long; every single day...” (Intervid¥, Line 296). Principal Alicia
proposed specific methods of doing this:
| think that the main challenge for teachers iinid the time to be working on a
lot of this (PBS development). So my role is tadftime for them; ...if | ask
teachers to do something after school, that isyrgaing to bring
disappointment....l understand their point; theaiton. | want to be willing to
do everything for PBS, for the [teachers’] timés @& challenge for me; when we

can really be working on the lesson plans; whercare[receive] even more
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instruction about PBS; when they can be workingHiose special activities we
have....” (Interview P2, Line 312)
One of the ways Alicia identified areas of needgpp®rt for teachers was:
...having conversations with them [at] the end ofostlyear as well as a self-
designed PBS survey with the teachers...how theyglfera) were feeling, what
things were working, what things were not workingo far | heard from all the
teachers who were in that meeting, “We want toioomletwith PBS.” | think that
something that they would like to see is...this timethem to be working, for
example, on [PBS] lesson plans. That is why tisn@n important piece....So |
think this is one of the main complaints the teaslmave. “Ok, we need the
time”, or for the PBS team, “we need release timbave our meetings”. So the
timing, timing, timing is one of the challenges have. (Interview P2, Line 312)
Finally, Alicia mentioned that the teachers, lilex,h/sought additional information
and help with the idea of Tier 3 interventions:
They (teachers) wrote for me what areas of impram@m.we need to have.
Everything was working well for them but they axpecting more for those
students...[in] Tier 3; “What are we going to do7adically, what are you
(Alicia) going to do? How are you going to help (as a teacher) with this
part?” (Interview P2, Line 312)
As can be seen from above, Alicia, as principaluded the teachers in
evaluating areas of improvement and acknowledgatsiich areas exist. She identified

several specific areas where improvement was needed
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| know that we need to improve. And | need to iayar situations, for example,

in the bathrooms or on the playground. The batmsare more with students

writing bad words or curse words on the walls, ipgtpaper on the ceiling, on the
walls. So this kind of behavior | don’t want teese the school; | need to find
how to stop those situations. And the playgrownecause when the students
are there they are playing, they don’t know howshare, they just get upset, they
hit, get into physical contact because “I wantlih#’. So these are specific
situations or areas [where] | know we need to doething different. (Interview

P2, Line 419)

Do Teachers' Understandings of PBS and their AdapteClassroom Management
Practices Match the PBS Goals of the School?

After having examined the ways teachers comprehe&eland are aware of PBS,
the next step was to explore whether those unadelisigs and the corresponding
classroom management practices of teachers maticed®BS goals of the school. The
multiple data sources generated a significant amolutiata addressing this question and
the resultant interpretations are presented below.

The survey data that most directly addressed thanskeresearch question
appeared, initially, not to be definitive. Theddaacher respondents to the survey had
mixed responses about whether their classroom neamaf goals could be
accomplished through the school’s implementatioRBE (SIES=60%, FIES=46%;
Question #9, Table 5, below). This information vaigned (although inverted by
school) with the data gathered from a related quest1. The PBS model | use in my

classroom matches the school’s definition and g&IES=53%, FIES=61%; Question
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#11, Table 5, below). However, an important nbtd tjualified this data and bolstered
the interpretation that teachers’ understanding®B# and their adapted classroom
management practices did, in fact, match the PBS& gy the school is that there was
also an extremely low level of “Disagree/Stronghg&yree” responses from teachers at
both schools, on both questions (SIES=20%, FIESeB8%e first question; SIES=7%,
FIES=8% on the second question), along with a naidBr high level of “No Opinion”
responses. Thus, although the affirmative resmottsthese two questions were
somewhat mixed and certainly very moderate in ttmere was a substantially larger
number of teachers who agreed than disagreedlihtidir classroom management goals
can be accomplished through the school’s implentientaf PBS, and (2) the PBS model
they use in their classrooms match the school'mtieh and goals.

Table 5: Understanding of PBS and adapted classroomanagement practices

0, 0, 0, 0, 0,
9. My classroom management goals can be accomplished S 3.50 112 7% 13% 13% ar% 13%
) s . *
through the school’s implementation of PBS. F 3.46 0.75 0% 3% 26% 38% 3%
11. The PBS model | use in my classroom matches the $ 3:64 081 0% & 33% 40% 13%
school’s definition and goals. 3 3.69 0.82 0% 2% 31% 26% 15%

Comparing the schools.Although the purpose of this study did not entail
comparing the two language immersion schools, tbstmelevant of all the survey
guestions as related to the second main reseaesdtigo demonstrated an interesting
difference between the two schools: teachers & 3iilingly acknowledged and agreed
that they changed the school-wide approach to BBfetter fit their classrooms (86%

agree/strongly agree, 0% disagree/strongly disagféeno opinion, 7% no response) and
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although FIES teachers were more hesitant to 46 agree/strongly agree), only one
respondent disagreed or strongly disagreed witlstdiement. Interestingly, another
46% of FIES teachers stated they had “No Opiniaitoawhether they had changed the
school-wide approach to PBS to better fit theisstaoms. While the data from the first
two statements tied to the second research questiomt adapting PBS. My classroom
management goals can be accomplished through tiaoks implementation of PB31.
The PBS model | use in my classroom matches tlo®kslklefinition and goalseemed
to suggest moderate agreement, the data from itldestatement2. | have changed the
school’'s approach to PBS to better fit my classrpsnggested extremely strong
agreement on the part of the SIES teachers (an@ma@dagreement on the part of the
FIES teachers). In fact, this was the third higltesly 1% lower than the first and
second highest responses) agree/strongly agreensspating of any directly PBS-
related question on the survey. Again, although dfam this final statement initially
seemed contradictory to the data from the first stadements, there is a very subtle
difference in the design and structure of the statds that offered a more nuanced
understanding.

Before addressing this interpretation it is impott® state that the survey data
made it difficult to know whether FIES teachers lkshdnged the school’s approach to
PBS (46% agree/disagree, 46% have no opinion, s&goke/strongly disagree). On the
surface it seemed that FIES teachers had, indesdk changes to the school’s approach
as only one respondent disagreed with the statenferd perhaps the high number of
“No Opinion” responses was due to a hesitatiordmigting that they had made changes

to an approach adopted, implemented and suppoytdtely school. Since FIES,
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however, was not included in the case study poxiahe study, there was no additional
data from which to make further interpretationsareling the FIES teachers’ approach to
modifying school PBS structures. The followingamhation helped enrich the SIES
survey data but it was impossible to transfer daita set, gleaned from the SIES case
study teachers, to the FIES survey data.

Defining characteristics of PBS at SIES.Based on the opportunity to interview
and observe the SIES case-study teachers anctthgsrooms (and to interview the
principal), it was evident that SIES had activedppted a PBS approach school-wide,
had provided opportunities during meetings to disdhe particular strategies and
interventions most important and relevant to SI&hers, had directly involved
teachers on the PBS planning team and all teaghéne PBS lesson-planning process
and the administration had supported teachers’'amphtation of PBS in the classroom
(66% agree/strongly agree and only 14% disagreefity disagree), based on the
similarly worded question on the survey regardidmenistrative support).

These aspects of the SIES approach to PBS implateemnfostered an
environment where teachers felt comfortable, said, free to work within the
established school-wide PBS parameters and to amaifidelity to, and consistency
with, the overall SIES approach while adjustingased on individual student, teacher
and classroom needs, as explained by PrincipaiaAlic

| think that's ok, | don't think they are going fieel they are at risk or anything

because with PBS they are convinced that they wamiodify their behavior.

They are convinced that they need to do sometmdg. d think that all of them

are trying to follow the PBS. (Interview P1, 1iA87)
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| understand that for some teachers not everytisigging to be the same for

specific class[es] because you have different pealgaes. As teachers you have

your own personality; you have the students witfedent needs, so you, all the
time, are just trying to bring different expectatso But the biggest philosophy of

PBS, | would say, is that it is implemented actbesschool. (Interview P1, line

422)

The case study teachers agreed with the principatisments above and Benita
further elucidated how the SIES teachers weretabdbange the schoolwide PBS
approach to better fit their classrooms while stamgously meeting the school's PBS
goals and staying faithful to the schoolwide deifom of PBS:

Now, | was not seeing [this] at the very beginninghought that we would

probably be like sheep; that we would be doingstlrae thing as everybody. But

now | can see that...we do many things as a schod| fitso things on my own,
for my class, without going far from the PBS. Anddm doing special things
because | have special needs in my class thausinaifned colleague] hasn't.

...We have many positive things about working togetkehoolwide, but we

have at least some kind of freedom to do some tadgrg for our own class.

(Interview B2, line 1021)

Thus, there was both survey and case study evidaddeessing the second main
research question, that the SIES teachers’ unaelistgs of PBS and adapted classroom
management practices did match the PBS goals aictieol and yet they had been able
to individualize the school’'s PBS approach forspecial needs, personalities and

circumstances of their own classrooms.
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This was an influential summarization as the PB@@gch “gives priority to
establishing local capacity and expertise” yet a&lsgphasizes the importance of
“majority agreements and commitments, high levéisnplementation readiness, high
fidelity of implementation” (Sugai & Horner, 2014, 310). Therefore, it is important to
note that the data discussed above clearly indidats teachers (especially at SIES)
understood and were familiar with the goals (SIEB4&gree/strongly agree,
FIES=69%) and structure (SIES=80%, FIES=69%) af #ehools’ PBS model which is
an important first step in establishing the PBSrapph at a school. Based on the data it
also appeared that SIES teachers felt they cowddgetheir school’'s approach to PBS to
better meet the needs of their own classroom withwmying away from the schools’
PBS goals and structure. In Benita’'s words, “P88 culture, and we are, in my
perception, having success. But when | need sangegfarticular for a child, | will do it.
But in general we are doing the same thing inhaigchool” (Interview B2, line 733).

A preponderance of the data suggested that SIESdeaunderstood what Sugai
and Horner (2011) call the “fifth defining charatséic of SW-PBS...the adoption of a
systems perspective” which, again, “gives priotityestablishing local capacity and
expertise” yet also emphasizes the importance ajdnty agreements and
commitments, high levels of implementation readsnésgh fidelity of implementation”
(p. 310).

An important aspect of this interpretation is tB@tpercent of SIES teachers
initially agreed to participate in, and develop,3& their school and the remaining 10

percent were consulted as to what should be thgofihaagreements and commitments”
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so 100 percent of the school was included in tlbegss to “establish local capacity and
expertise”. According to Alicia:

After the teachers had these conversations witfPBfe team, we found the staff,

all of us, or at least 90 percent of us, would tiearticipate in the Positive

Behavior Support approach. So, after that, the RS started working on the

schoolwide universal expectations. That is therimédr [SIES’ version of] PBS.

We identified with the entire staff the areas, ¢benmon areas, that we needed to

work on. (Interview P1, line 29)

Perhaps the most relevant point in this interpi@tas what Sugai and Horner
(2011) describe as the fourth defining characieristvidence- or research-based
behavioral practices” (p. 310). The key, at l@aselation to this particular conclusion is
that “any intervention or practice must be contaelaed for the individuals who will
implement it and the students who will experieritép. 310). However, “SW-PBS
emphasizes that the search begin with practiceh#we been tested, replicated, and
applied through experimental and quasi-experimartdarch designs” (Sugai & Horner,
2011, p. 310). Since the district PBS team, tteskPBS team and at least 90 percent
of the SIES teachers discussed, evaluated, an@ ¢thasiplement a variety of these
tested and replicated PBS practices, it would geerfiectly in line with the defining
characteristics of PBS that teachers not only cdultl “must, contextualize the
interventions or practices” (Sugai & Horner, 20f21310), and that this would come after
the initial selection, development and implemenptabf the schoolwide PBS strategies
most appropriate and relevant to these particalanals. Indeed, this is exactly what the

data showed happened at SIES.
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Individual adaptation of school-wide PBS. The main theme developed from the
case study teachers, in conjunction with the sudagg, also directly addressed the
second main research question about how teacmelststandings of PBS and adapted
classroom management practices match (or not)Bi&edg®als of the school. This theme,
“Individual adaptation of school-wide PBS” was savhat wide-ranging but was easily
separated into the following categories: (a) “Acahwide system with room for
individual teacher modification”, (b) “Consisten¢ynd (c) “The ‘Positive’ in Positive
Behavior Support”. The first category represertedes that were related to the idea that
SIES, as a faculty, had implemented a universaésyschoolwide approach to PBS that
was used by teachers yet offered the opportunitinftividual classroom variation. The
second, and related, sub-category was that of stemgly. This category developed out
of the many examples of how consistently, or incsiesatly, teachers utilized PBS in
their own classrooms. It was linked to this thedue to the fact that the case study
teachers proffered the idea that inconsistent P&Snas a form of individual adaptation.
The third and final category related to this thedeeeloped out of the numerous codes
formulated from the case study teachers’ sharedeafgtion of the positive aspect of
Positive Behavior Support and their tendency toleesjze and adapt this aspect of PBS,
almost as the central tenet of the approach.

A school-wide system with room for individual teaahmodification. Again,
this was the category that generated the most talgs study data. Significantly, the
substantial data in this category aligned well wiita data gathered from the lead teachers
in the survey in terms of following the PBS struetiand goals of the school but

adapting when necessary.
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Sandra’s comment immediately below was represestafithe lengthy and
recurring commentary both case study teacherseaffabout the importance of a
universal, schoolwide approach to PBS:

The ‘Bee system’, how to walk in lines...all the pedares are universal to the

school; all of the procedures. Like whatever hagga the class, cafeteria,

classroom, yes in the classroom, everywhere. We taiversal procedures.

And it is supposed to be that everybody has torobgbat. But for me that part

is common sense. It should be everywhere. (lrerAl, line 510)

The ‘Daily Bee System’ that Sandra mentioned is@dgexample of a universal
PBS strategy employed by the whole school. TheniShe&chool PBS Manual has the
following description:

Each student begins the day with his/her bee aard®ro bees. As the day

progresses and the child demonstrates positivevihae/she can earn up to

two bees. The student’s zero bee card is thenaeged for a one or two bee
card. If the child does not demonstrate positigkdvior, or commits an
infraction throughout the day, the student staygeno bees or only advances to
his/her one bee card....If the student ends the daynd earned two bees, it
shows that their behavior was exemplary for the déathe student ends the day
with one bee, it shows that they have room for mupment for the day. If the
student ends the day not having earned any baegaits that their behavior was
not satisfactory and a note must be sent homeetesttident’s parent or guardian
describing the behavior and in what areas the daidimprove his/her

behavior....The teacher will record the number ofsbegrned by each student
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(zero, one or two) in the student’'s communicatiotebhook. This will be a daily
task and a daily communication with the famili€SIES PBS Team, 2012, p. 4)
Two other schoolwide strategies for supporting stuidehavior through the SIES PBS
approach, related to the ‘Daily Bee System’ are disscribed in the Spanish School PBS
Manual: “Bee of the Week” and “Beehive” recogniti@IES PBS Team, 2012, p. 4-7).
Another related aspect of SIES’s schoolwide PB%sgysvas the “Behavior
Management Sticker Chart”:
Each student will have a sticker chart in their rgrosted in a visible place
within the classroom. The sticker charts are toded along with the Bee System
to manage and reinforce positive behavior. Whstudent is caught
demonstrating a positive behavior, whether largenaall, they can be rewarded
at any time with a sticker on their chart. Stickean be given throughout the day
and do not necessarily correspond with the BeeeBybkes....The sticker charts
are not filled on a daily, weekly, or even monthbgsis. It may take a child a
month to two months to fill up their chart. Thesto promote long-term behavior
management and encourage positive behavior irotigeterm. When a student
fills up their chart with stickers, they are givemeward from Principal
Alicia....The daily Bee System and the long-termkstrccharts can work hand-in-
hand and are especially effective with studentshihae behavioral problems in
the classroom. Though a student may have trowdflebng correctly on a daily
basis causing him/her to take home zero or one beéshe can still be positively
motivated for the smaller improvements that hefsh&es and progress that

he/she shows. (SIES PBS Team, 2012, p. 5-6)
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Other universal strategies were mentioned in tlESSIBS Manual but were not
mentioned by the teachers during the interviewseé&ILearner Profile”, “Thank you
cards for keeping safe our school community”, “Alloard!” (Bus program), “It's cool
to be at school everyday” (attendance and puntgalplthough teachers at SIES
received a copy of the PBS Manual in order to feltbe above universal strategies and
facilitate the establishment of schoolwide expéatet and procedures it was not evident
from the classroom observations that the two casb/deachers utilized these strategies.
It could be that these strategies were, indeed,gbéine teachers’ PBS repertoire but
were simply not observed during the ten classromitsy Since | did not specifically ask
about them during the interviews it is impossildledll, to what level these strategies
were used and/or adapted by SIES teachers.

The idea of having schoolwide expectations andn@ier management system
that is universally accepted and followed by evaeym the school seemed to have
several benefits for both teachers and studentsoming to Sandra:

So, now all of the teachers are saying the samg thiThey (students) already

know what all of the teachers are saying. So tlaabtg difference; big, big

difference. Everybody is on the same page...ikis Yiou do not have to say a lot
of stuff. Because they already know, any teachitell you the same thing.

They are not going to tell you something differbatause it is schoolwide. So

that is a really good thing....Now it is one systémattworks for everybody so if |

go to a third grader and I tell them somethinghyelere is a chance that they are

upset and they are not going to come after mehmyt are willing now to take
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that observation instead of being aggressive ahetime. (Interview A2, line
301)
In building a schoolwide philosophy and from a ajping perspective, moving from one
grade to another, Principal Alicia agreed:
...having something that is schoolwide...the studergdemrning something in
Kindergarten that when they go to first gradegitsng to be exactly the same
philosophy that we want to follow. So for the statk, when they go from
Kindergarten to third or fourth grade, at that tiptebably they are going to be
masters at PBS. (Interview P1, line 262)
Benita concurred throughout her interview as waeill below provided insight
about an important secondary aspect of this dathile it is certainly true that SIES has

adopted a schoolwide approach to PBS and has saarpeovement in behavior and

school culture (to be discussed in subsequentose)titeachers recognized the need, and

took advantage of the opportunity the school adsiiaiion and PBS support team

provided, to make changes in their individual adlasms based on the personality, needs

and make-up of the class and its students:
| think that we are following the PBS philosophydahis very good...made a
really good change in our school....bubehavior is something dynamic so we
have at least one piece that we can do [on our] duvike all these things | do by
myself in my own class. Because...my culture, ordiléure in my class, is not

the same as in [another teacher’s] class. (IrearnB2, line 448)

The idea that SIES developed a universal, schoel®RiBS approach but teachers

feel free to make changes as needed was suppgortedriy of the artifacts | saw in both
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classrooms. Benita, in particular, regularly agll a variety of both positive and
“improvement-needed” individualized classroom ndteparents and families in addition
to the Daily Bee System the whole school uses. ithuatdlly, she employed the use of
immediate phone calls to parents, requiring thdesttito talk to his or her parent or
guardian, if the student was engaging in parti¢yldisruptive behavior. These
classroom management strategies were unique tddssroom but she was able to
coordinate them under the overall PBS classroomoagp.

Consistency.“Something we also learned with PBS is that theiney the
consistency...it's a key....” (Interview P1, line 158 erhaps some of the most closely
related codes developed from the interview datawmsrse having to do with the
previous category (“A school-wide system with rofumindividual teacher
modification”) and the idea that Alicia identifies key: consistency. They were
oftentimes intertwined, but through the data analgsocess eventually it became
apparent that there were actually two distinctgaties. Nevertheless, there was much
connecting these two categories and they repraterde-by-side looks into how PBS is
utilized at SIES.

The “consistency” category was focused less omttieersality of the PBS
approach and more on the consistency of utilizitegnanding, and expecting students to
follow it, day-to-day, whether on the part of oeather or between teachers or
classrooms, across different areas of the scheaql cafeteria, playground, or bus line, or
even extending to the home, as Benita suggested:

So we need to know everybody wins...the studentwiill, the student

learning...the teacher, and the parents, at homeaBays tell them the most
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important thing is....to work together because itas$ only in the school. So that

is consistently what we started doing since thg beginning in the morning to

the last minute in the afternoon, since the vegirn@ng of the year to the last

day of the year. (Interview B1, line 353)

Teachers expressed the belief that “consistencgi isnportant part of
successfully utilizing PBS, an idea also found tnaaning session offered to SIES on
April 18, 2012. This 13-page PowerPoint preseotapiroduced by Missouri Schoolwide
Positive Behavior Support describes “Consistensy”Tde Cornerstone for Everything
Related to SW-PBS!” (SIES PBS Team, 2012). Theessiide explains that PBS
“Provides ‘Consistency’ in Language, Provides ‘dstecy’ in What to Teach, Provides
‘Consistency’ in What to Recognize, Provides ‘Cstemcy’ in What to Correct”.

Based on the training and understanding they hadtabe importance of

consistency in
PBS, the case study teachers worked hard in th& &for Sandra’s classroom, being
consistent meant extensive practice at the begywiithe year:

| will teach you what is the right thing to do. Wl practice this over and over

and over

and then | will trust you....especially at the begngnof the year it is going to

help a lot. You take all of that information, thieed themselves with that, so they

don't even need to remember an agreement or aBuiéhey know what is right
and what is wrong to do....That they have that aater decide what is right or
what is wrong instead of me telling them what ghtiand what is wrong. | want

it to come from them. (Interview A2, line 253)
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Alicia remained committed to the importance of gsteicy and to helping
teachers maintain it:

Something that we know we need to improve is helpie teachers to keep in
mind that we want to practice PBS all year longrg\single day. Sometimes, to
be consistent is very, very hard for teachers.aBse sometimes, probably, they
are tired so they are thinking that today, todaystuglents can do whatever they
want to do because, today, | don’'t want to dedh\aity situation. But that is not
really helping because the one moment that youtdeemt to be consistent...can
bring chaos with it because the students are goikgow that if today | was

doing this and the teacher didn’t say anything,doow | can do that one more

time and then they start increasing situationste(riew P2, line 264).

The observation rubric (Appendix H), which utilizescale based on consistency
(1=inconsistent or unpredictable...5=consisterngredictable), helped provide an
additional method of data collection and analysiseigard to this significant category.
Five observations (ranging from 40 minutes to 2rean length) were conducted in each
case study teacher’s classroom so there are aofd&h data sets. Results were averaged
from the five observations of each teacher in 3@idint areas (Appendices | and J).

It is an overgeneralization to assert the tool destrated that teachers
consistently utilize core PBS strategies as defaraioutlined in the observation rubric
(which modified Lewis’ 2007 PBS Environmental Intery) since there were a number
of areas in which the case study teachers usediBS8sistently and unpredictably. The

results did indicate that 46 of the 72 areas olesknv both case study teachers’
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classrooms averaged 3.5 or more in terms of camggt This was contrasted with only
14 of the 72 areas observed averaging 2.5 or less.

Analyzing the broader sections of the observatidmic helped provide a better
understanding of these results in the area of “Gterscy”. The rubric is divided into 6
sections of 3-11 specific areas of observatioraftotal of 36 total areas. The first broad
section,Physical Space: Is physical space organized tanadocess to instructional
materials,showed strong consistency for both case studyhézagtogether they
averaged 4.35). The second sectisttention: Does the teacher gain the attention of the
students prior to instructiordemonstrated slightly less consistency for botbhees but
was still strong (4.05 average). The third se¢tiome: Does the teacher initiate
instructional cues and materials to gain, maintangd regain student attentioshowed
much less consistency (3.05 average). The foextha,Behavior Management: Does
the teacher have universal systems of PBS in plea® the least consistent section of the
six (2.60 average). The fifth sectiddoutinesDoes the teacher have procedures and
routines that are clear and consistently followe@s relatively strong again (3.95
average). Finally, the sixth sectid@@rriculum and ContentDoes the teacher
implement effective instructional strategiess similarly strong (3.90 average).

The fact that the section with the overall lowestl of consistency was the one
having the most to do with PBS directly pointedvimat Principal Alicia mentioned in
her discussion of PBS and consistency, “Sometitodse consistent is very, very hard
for teachers” (Interview P2, Line 264). The sewegas in this section (listed below)
seemed to have been covered and included in tl®ksimplementation of PBS

(Missouri Schoolwide Positive Behavior Support, 202IES PBS Support Team, 2012):
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1. Rules are posted

2. Rules are referred to at appropriate times

3. Students receive verbal praise for followingesul

4. Corrections are made by restating the rule/egpea and stating the
appropriate

replacement behavior

5. Continuum of consequences for encouraging egfddmthaviors

6. Continuum of consequences for discouraging érgdmehaviors

7. Maintains a 4:1 ratio of positive to negativatsients
And although the interview protocol and the obseovarubric were not directly linked,
there was enough overlap to see that a possiblaremon for the reason | did not
observe some of these strategies on a consisteistwas attributable to the teachers’
decisions to adapt PBS to match their needs andeéés of their students. As
previously discussed, they freely acknowledged tienged the schools’ approach to
PBS to better fit their classrooms. They alsotfet these modifications and their own
version of PBS still matched the school’s defimitemd goals for PBS.

Another helpful tool to bring into this discussiisrthe survey since, unlike the
interview protocol, it does contain five questiahsectly linked to the observation rubric.
Comparing the survey results with those of the niag®n rubric authenticated the above
interpretation that teachers were aware of, anda@ounsly chose not to incorporate some
of these 7 universal systems of PBS in their ctasss. Four out of the five questions
that are the same on both data collection tools#@te alignment. That is to say that the

data from each corresponded, whether from a “p@Sigstandpoint by which teachers
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were following the school’s version of PBS or frarfinegative” standpoint where they
knew and were aware they were not following a paldéir school or universal PBS
strategy. Only one question indicated a discrepaetween what the teachers
perceived, as determined by the survey data, arad wés observed through the
observation rubric.

The first of the four questions with survey-rubcmrelation was “positive” in
terms of following the school/universal PBS systéhmve PBS-related rules posté&D
percent of SIES lead teachers agreed or strongéedgn the survey. In a
corresponding fashion on the observation rubrie cdse study teachers received a
combined 4.90 average consistency rating). Theéthexe questions demonstrated
“negative” alignment from the perspective of foliogy the PBS universal systems (both
the survey and the rubric show teachers did ntaidagree with the statement).

2. | have posted a continuum of consequences to eagewxpected behavior

Only 46 percent agreed/strongly agreed; case saabhers received an
average score of 1.45 on the observation rubric.

3. | have posted a continuum of consequences to dageyroblem behavior
Only 46 percent agreed/strongly agreed; case saabhers received an
average score of 2.25 on the observational rubric.

4. | maintain a ratio of 4:1 positive to negative gatents to student®nly 26
percent agreed/strongly agreed; case study teadtised an average score
of 2.10 on the observational rubric.

The fifth question that was the same on the suarglthe observation rubric,

however, indicated a discrepancy between what exadhlt they were doing and what
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was happening, consistently, in the classrolomake corrections in behavior by
restating the rules/expectations and stating therapriate behavio(80 percent
agreed/strongly agreed; 0 percent disagreed/siralgphgreed on the survey; However,
case study teachers received an average scor@ob@ the observational rubric). Here
it is obvious that a majority of the teachers syecebelieved they did make corrections
in behavior by restating the rules/expectationsstating the appropriate behavior but
during observations of the case study teachersvsgsnot happening consistently.

Perhaps an important question to ask at this poandd be, “Teachers have
adapted some of the universal systems of PBS terldétthe needs of their classrooms
and they still feel they are faithful to the schsalefinition and goals for PBS but how
does this correspond to what the literature anégpeoach itself says?” The answer is
not straightforward or simple.

The fact that the seven particular strategies erot¥servation rubric are labeled
as “universal systems” of PBS (Lewis, 2007) anast two (the “continuum of
consequences” questions [#2 and #3 above] weral gsikely on the survey but listed
separately on the observation rubric) of them vseemingly not being utilized

consistently by SIES teachers (according to suarelyobservation data) could certainly

be problematic for the school and an area of féeusnprovement. These ideas are also

highlighted throughout the school’s implementatmd informational documents

(Missouri Schoolwide Positive Behavior Support, 202IES PBS Support Team, 2012).

Finally, Sugai and Horner (2011) describe as angtggicharacteristic of PBS the:

...high priority for the selection, adoption, and a$@vidence- or research-based

behavioral practices....These practices include ey af specific interventions
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and a host of strategies for (a) acknowledgingewarding, appropriate behavior
and (b) establishing consequences for problem hehafp. 310)
However, these authors also emphasize anotheinmgftharacteristic of PBS:
the adoption of a systems perspective when setgatid implementing a
behavioral intervention...a SW-PBS systems perspedfives priority to
establishing local capacity and expertise, maj@agyeements and commitments,
high levels of implementation readiness, high figedf implementation,
continuous implementation and outcome evaluat{®ugai & Horner, 2011, p.
310)
This would indicate that the PBS approach doeswage local initiative and change
with the expectation there be “high fidelity of ilementation”. As stated, the answer is
neither straightforward or simple but could perhbpsummarized as follows: The
teachers, as part of the ongoing implementationge® at SIES, did have the opportunity
to make changes to the universal systems of PBSHaoutild work within “practices that
have been tested, replicated, and applied throxgérenental and quasi-experimental
research designs” (Sugai & Horner, 2011, p. 31d) ance these practices are
established by the school, should strive for “higlelity of implementation”. Thus, the
understanding seems to be that major local inigaéind change should ideally occur at
the school level rather than the individual classndevel, with important expectations
also being that a majority of the teachers arectlyénvolved in the process and that
teachers may make changes according to their tegashyle and student learning needs

which are separate from major changes to the usavslystems of PBS.
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The “positive” in PBS. The two teachers both greatly appreciated the tllat
the first word in PBS is “positive”. They spokeaei about how they liked the
opportunity to keep discipline “positive” and tawain “positive” in their dealings with
the students. They both mentioned that this aggdeBS was something they,
personally, had already been doing (and continaesdé and adapt in their own
classrooms) and had even experienced as learnérsiimative countries. Sandra stated:

Like the name, it is positive behavior support. the right thing. Get a reward

for that. Reward, reward...instead of a punishmeertethvas always going to be a

reward. There is not the punishment. There is a@gmence....it is always

positive. So, that is my main thing with PBS. éintiew Al, line 432)

Benita highlighted one of the prominent PBS strig® her appreciation of the positive
nature of the approach, “So if the child knows wingtexpectation is and if | am based

in a positive, 4 to 1, four positive statementsiagfeone negative statement, probably the
result will be a positive environment; for the tearcto teach and the student to learn”
(Interview B1, line 351). This idea is first higithted under the “Behavior Management
Sticker Chart” section of the Spanish School PB4, “Have 4:1 positive comments
for every one negative comment” but also consistehtoughout other SIES PBS
artifacts, including many of the 56 lesson plans.

As mentioned briefly during the discussion of ths@rvation rubric data in the
previous section, the idea that both case stusheza received low mean scores in their
utilization of the 4:1 positive to negative commetrategy was surprising considering
Benita’s interview comments above. For exampleeadudy teachers scored an average

of 2.10 with low standard deviations. What, adtfiseems to be surprising and
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contradictory data when compared with the teachetstview comments and the
importance placed on the strategy in the scho®S Bocuments, is actually less
surprising, although still potentially an area oficern, after the field notes from the
observations were consulted: “Verbal praise fordyanswers [and] contribution (student
participation in class) but not for following rufg8enita observation #1, Wed, May 1,
2013). Both teachers did provide at least fouitpm@scomments to students for every
negative comment in the area of academic work &od &ut this was not the case in the
area of behavior. For this reason, teachers seémfedl| they were achieving this goal
since they were generally being positive and affgpositive feedback to students on a
regular basis. With regard to PBS and behaviongwer, it may be more difficult,
practically, to achieve such a ratio. Interesynghis aligned well with the quantitative
data in this area, as 33 percent of lead teacheveyed disagreed or strongly disagreed
that they maintain a 4:1 ratio of positive to negatomments and only 26 percent
agreed or strongly agreed to the statement.

Finally, teachers understood very well the firstavim Positive Behavior Support
and, indeed, it is something they were trainedgblight in their interactions with
students, as the April 18, 2012, training sessiopleasizes “What the science of
behavior has taught us [is that] to retain new kg, students must be given specific,
positive feedback and opportunities to practica wariety of settings” (SIES PBS Team,
2012). Many of the PBS documents highlight thischtor positive feedback, referring at
other times to the related ideas of positive retdiioa, positive wording in requests to
follow rules and procedures and positive suppogpiropriate student actions rather

than a focus on reactive disciplinary measures.
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Chapter Five: Conclusion and Implications
The final chapter of this study further unifies thega presented in the previous
chapter through discussion of the major findingshamned to the two main research
guestions: 1) In what ways do teachers at urbagulage immersion schools
comprehend, support and utilize the PBS systemof) do teachers' understandings of
PBS and adapted classroom management practicel (oattot) the PBS goals of the
school? Additionally, suggestions for further i@s# will represent the end of this study
and the beginning of other possible related researc
Summary of the study
In reviewing the literature | discovered there Wtke relevant literature in the

area of convergence between urban, language immesshools and classroom
management (Curran, 2003; Fortune, 2011, Precialo, 009; Slapac & Dorner, 2013;
Wright, 2005) and | found no previous studies cannlg these areas specifically with the
PBS approach (although Slapac and Dorner’s [20dst}arch references PBS in the
footnotes). This study built upon research in ezfdihese three areas (with PBS being a
subset of the classroom management area) but ishalpul in its specificity and unique
approach in bringing all of them together. ltnghis area that the current study
contributes most significantly to the body of rasba When taken as a whole, the
review of the literature on urban and language insina schools, classroom
management and PBS indicated that urban languagension schools face unique and
singular challenges when striving to implementRBS approach.

The methodology of this study, as described iaf@ér Three, used a sequential

explanatory case study research design (Cresv@8g;ICreswell, Plano-Clark, Gutmann
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& Hanson, 2003; Yin, 2003). This model typicallyas qualitative results to assist in
explaining and interpreting the findings of a priityaquantitative study. In this study’s
particular variation, “the qualitative data collect and analysis is given the priority”
(Creswell et al., 2003, p. 227). Thus, the sumesylts were collected and analyzed as a
way to inform the substantial qualitative case gtpdrtion of the study. Specifically, the
survey of the 28 lead teachers at two language nsioreelementary schools, Spanish
Immersion Elementary School (SIES) and French InsroarElementary School (FIES),
was used to determine teachers’ characteristifisummain areas: classroom
management approach, experience/training in PB8hieg experience and cultural
background. These results helped construct a framkefrom which to interpret the
gualitative data in the subsequent case studiege FIES was only included in the
survey portion of the study, the following discussof the major findings is based on
data collected at SIES. Six major findings wereallgped from the results of the study.
Major findings

The first discovery is that SIES teachers wererimtd, involved, comfortable
and acquainted with the school’s particular verabRBS. The survey provided initial
data showing they were familiar with the school-evigbals associated with PBS (87%)
and with PBS structure (80%). (As previously no@tpercentages represent a
combined “agree” and “strongly agree” value if otdterwise noted.) Only 14% said
they did not feel comfortable using PBS in theassroom. Although there was some
evidence pointing to the fact that teachers’ pcagtididn’t fully back-up the high level of
confidence they had in their own levels of invoherhand familiarity with PBS, they

did issue a moderate-to-high level of affirmatiesponses to five of the seven statements
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focused on specific PBS-related practices usethssmoms (60% or higher).
Obviously, a relatively high percentage of teaclverssidered themselves to be
sufficiently knowledgeable about PBS goals andcstmes, which is significant since the
first main research question is about how teactergorehend and utilize the PBS
system. Still, simply because teachers rated takm@s high in these areas does not
necessarily make it so, especially since the date@achers’ actual practices was mixed.

Teacher perceptions of their knowledge and faniyjiavith PBS was very high
and this was seen in both the survey and the ietgrdata. The data on their actual
practices demonstrated a moderate level of correlpwe and did not negate the idea
that teachers generally knew what their school’S§ RBproach consisted of and were in a
position to be able to accurately respond to rdlatatements and able to elucidate their
perceptions about such topics.

The case study teachers also demonstrated a fatyiaad comfort level with the
goals, structures, and definition of SIES’s curiiggration of PBS in discussing how they
comprehend, support and utilize the approach im thessrooms. They summarized,
analyzed and synthesized the school’s version & iPB variety of ways during the
wide-ranging, semi-structured interviews. Theylspwith a high level of knowledge
and understanding of the approach in general asd&’s model in particular.

Perhaps the only difficulty the case study teachadsin their understanding of
PBS was a tendency to over-emphasize the “posiéispéct of Positive Behavior
Support, occasionally reducing the approach to lsimppositive” discipline program,
whereby any behavior management technique couddialssified as PBS as long as it was

done in a “positive” manner. For example, as casden at the beginning of chapter two
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and throughout the review of literature, PBS, asaglel, is defined by clear expectations,
strategies and defining characteristics, yet tise céudy teachers rarely discussed how
they used or adapted these particular strategesysiems. Instead, they explained their
use of PBS in broad generalizations, often devbr@lated terms and commonly defined
PBS structures. Essential understandings that mesging in teacher discussion and
commentary included the three-tier interventiorntetys a continuum of procedures for
encouraging expected behavior and discouragingnogpiate behavior, procedures for
ongoing monitoring, and procedures for teachingeetgx behavior (Lewis, 2007,
Missouri Schoolwide Positive Behavior Support, 2012ven when directly asked about
how they understood and utilized the vitally imaottthree-tier structure of PBS, they
did not talk at length or in much depth. The pipal talked more about this central
aspect of PBS and mentioned that this was an aneeevimprovement is needed,
especially in developing better understanding amglementation of tier three.

The second major finding was also tied to the fiesearch question in terms of
how teachers comprehend, support and utilize PB&chers were moderately confident
about the actual and potential benefit PBS offémnetieir own classrooms and
throughout the school. They felt PBS is an effectwvay to manage behavior (66%
agree/strongly agree; 7% disagree/strongly disagned seen improvements in the
school-wide behavior of students since PBS has imeduced (74% agree/strongly
agree; 7% disagree/strongly disagree) and felP®® approach helped them to manage
their classrooms better (60% agree/strongly agt&edisagree/strongly disagree).
Interestingly, despite the moderately high peragedaof enthusiasm toward PBS, there

was no consensus about whether PBS was the pfdassroom management
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approach. The highest percentage of teachers)(dfféted no opinion when asked if
they would prefer to use a classroom managememoag@p other than PBS. In fact, 33%
said they would like to use a different approachievbnly 20% disagreed or strongly
disagreed.

The apparent contrast between the results frorfirgtehree statements and those
from the fourth statement were explained by exanginihe case study results, which
were helpful in providing a more detailed and thmyio perspective. The case study
teachers, like the majority of the surveyed leathers (a group in which they were also
included), generally assessed the PBS approaamigptally. This had not always been
the case as both teachers indicated they werenitatlly, well-disposed toward PBS.
They generally seemed well-balanced in their exadnaf PBS as an approach,
providing both positive and negative views througiiitbhe study. There was never a time
where the case study teachers expressed thatitheywould or would not like to use a
classroom management approach other than PBShé&mrthe important thing was that
PBS had been adopted by their school (it is impotanote that a majority of teachers
were involved in, if not the decision to adopt,rttike implementation process of the PBS
approach at SIES) and they held a desire to exaR& as an already-instituted
program, in an effort to more successfully utilize their classrooms. They seemed to
be representative of the 47% of teachers who egpdaso opinion about using a
classroom management approach other than PBS.

The third major finding is one of the most prominhas it directly addressed the
second research question about how teachers' taaddirsys of PBS and adapted

classroom management practices match (or not) Bi$gdals of the school. SIES
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teachers embraced the schoolwide or universalmystetrategies (“agreements”) and
comprehended, supported and utilized them in tiagsrooms and throughout the
school. Specifically, teachers (1) made a consceffort to utilize the school’s
implemented version of PBS, (2) prioritized theaats goals and definition of PBS, and
simultaneously3) thought and acted in ways demonstrating tlag/the flexibility to
change the school’s approach to PBS to bettdndit tlassrooms. | saw numerous and
significant examples of all three of the above atpef this conclusion during the ten
observations | completed in the classrooms, insotesn-specific documents, and
throughout the four interviews with the case sttehchers (two each). Especially
common were interview descriptions of how and wig/teachers had modified the
school version of PBS.

There is a huanced yet powerful answer to the skoesearch question that
originated out of these three seemingly contradycstatements. Three connected
guestions on the survey provide illumination aratification. First, teachers generally
said their classroom management goals can be atisbegbthrough the school’s
implementation of PBS (60%). Second, teachersdtéthe PBS model | use in my
classroom matches the school’s definition and déB3%). Yet, (third), an extremely
high percentage of SIES teachers changed the sslapgroach to PBS to better fit their
classrooms (86%).

Once again, the in-depth case study data was metrtal in providing deeper
meaning and valuable information in explaining $hevey data. According to the case
study teachers, it was perfectly acceptable andilplesto strive to follow the school’s

implemented version of PBS (by following PBS Teamnd teacher-developed and
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agreed-upon lesson plans) and to match a spel@sroom model of PBS to the
school’s goals for PBS (teaching, promoting, pait and instituting the schoolwide
agreements and universal procedures and strategids)simultaneously changing the
school’s approach to PBS to better fit their classrs (due to differences in student
demographics, needs, personalities and learnitgsstys well as teacher personality and
style). Thus, what at first glance looked like wadictory descriptive survey data turned
out to be a complementary and unified explanatidmoav teachers' adapted classroom
management practices still matched the PBS godtseachool.

A cautionary note to the above findings must als@atdressed as there was data
from the survey and observation rubric that indidaeachers not only made simple
changes in the school’s approach to PBS to bettéreir classrooms but made
substantive changes or have disregarded at leagsiftthe “universal systems” of PBS
(Lewis, 2007), as listed on the observation ruand described in the major agreements
adopted by the school (SIES PBS Support Team, 20f23se included:have posted a
continuum of consequences to encourage expectedibeland discourage problem
behavior(this question was divided into two areas on th&eovation rubric)t maintain
a ratio of 4:1 positive to negative statementsttwlents; | make corrections in behavior
by restating the rules/expectations and statingaeropriate behaviofthis question
demonstrated high levels of agreement on the suyueyery low levels of consistency
on the observation rubric).

As mentioned above, and based on the survey aadienv data, teachers seemed
to believe they could change the school’'s approadtBS to better fit their classrooms

while staying faithful to the schoolwide definitiamd goals for PBS. While this
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certainly appeared to be true for the many ardatekto differences in student
demographics, needs, personalities and learnitgsstys well as teacher personality and
style, it did not apply, according to the literauto the well-established, research-based
defining characteristics and universal systemsB# Br the substantive, schoolwide
agreements adopted and developed by a majority&S8 &achers during the
implementation and ongoing development processXesplified by the three “universal
systems” listed above). Teachers must find thariza between utilizing the schoolwide
PBS approach and staying true to the core PBS:gtest while changing what is
necessary for success in their own classrooms.

The fourth discovery is that teachers felt PBSvedld them to develop better
interaction with students, in particular, but alsth parents and even other teachers
(through the PBS lesson planning process). Theliatteachers understood PBS to be
advantageous in helping them communicate, intevabtand connect with their
students, the families of students and their cgliea is evidenced by the fact that the
case study teachers spoke at length about howghhibvey were initially skeptical, PBS
had allowed them to develop better, more positalationships with these groups so
central to teachers’ lives. They believed theaaas be the “positive” attitude inherent
in PBS and gave examples of trying to send homelaegositive notes and
correspondence. They also explained that maimtgiairatio of 4 positive comments
about behavior for every 1 negative comment an@loging positive redirecting
statements were efforts that had helped them de\edter relationships with students

and parents. Although the last two strategies wer@gent with regard to effort and

149



PBS IN AN URBAN LANGUAGE IMMERSION SCHOOL 150

participation, they were not necessarily happemrnfe area of behavior, based on the
results of the observation rubric.

The “Daily Bee System”, as represented by the 28023 school theme, “Somos
Abejas Exitosas” (“We are Successful Bees”), wasttsr example of how the case
study teachers felt they had developed betterantem with students and parents. Of
course, without having interviewed or included theégo groups in this study, it was
difficult to know to what extent this was true. tBageachers mentioned that parents
seemed to have responded more positively durimgantions, even when discussing
“negative” issues or an area of improvement needeithe part of the student.
Interestingly, this example could also easily fider the heading of the previous major
finding regarding teachers’ comprehension, supguadt utilization of the schoolwide
PBS agreements, as it was the central schoolwidmpbe of SIES’s particular version of
PBS. Many of the other agreements stem from #usegnizable, multi-faceted and
universal school PBS strategy. The “Daily Bee 8ystrepresented a practical, daily
framework of positive behavior support for studeartd communication for parents.

The fifth major finding is that teachers experieshadficulty when it came to
utilizing PBS in immersion and urban contexts gt €xtent and frequency depended
upon the situation and teacher. There were urachaenges with regard to classroom
management in both immersion and urban school xtsméad the combination of the
two represented an extra level of complexity faicteers and the principal.

Specifically related to how teachers comprehensdepported and utilized PBS,
as a specific classroom management approach, irtigiom and urban school contexts,

teachers were almost exactly evenly split as totwdrd®BS was difficult to practically
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implement and hard to use effectively (34 percesdagteed/strongly disagreed, 27
percent held no opinion and 34 percent agreed@iy@greed). The descriptive survey
results mirrored the mixed feelings the case stadghers expressed about the difficulty
of using PBS in their current language immersidraarschool situation.

One of the immersion difficulties they mentionedsvii@d mainly to the fact that
children, especially in the early grades, do natarstand much of the language in an
immersion context which can make it more diffidoltestablish expectations and clear
understanding about classroom procedures or agreaemaccording to the case study
teachers, this was addressed by a change the soladel in allowing teachers of the
early grades to use English for the first six weakschool when discussing behavior,
rules, procedures and the PBS matrix of agreements.

A second difficulty teachers mentioned which wasl tio the urban school
context, was the lack of consistency between scawdlhome in terms of maintaining
the PBS agreements and what teachers identifiadaak of home routine or regular
schedule for many students. The teachers ackngedethe reality of the difficult
situations facing many students in urban schools.

Both case study teachers indicated that despise ttigallenges and the extra
effort required, initially, to address them, theit that neither the immersion nor the
urban school context had impeded them from utigjzime PBS approach in their
classrooms. In fact, in many ways the PBS apprbeagted them handle these inherent
challenges, especially those related to the urbhaa context, in a more optimistic and

successful manner.
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The sixth major finding was that teachers and tirecppal, after one full year of
use, readily identified a large number and typBBS&-related improvements in a variety
of areas. These included teacher stress levanpeaonfidence in the school, individual
teacher classroom management approach, schooteswtility to line-up and walk
quietly in hallways, universal school approach tmMaehavior management, frequency
of major discipline problems (fighting and bullyingtudent self-esteem, and student
“respect, responsibility, success and safety” (FB&m, p. 3).

However, they also acknowledged there are areasdimain a challenge and
need additional attention in the future. Thesasracluded developing a better way to
manage PBS Tier 3 interventions, addressing behgwioblem” areas that remain
throughout the school including the bathrooms dagigtound, adding PBS lesson plans
about student personal space to the matrix andngpout faculty work and planning
time specifically for PBS. The list of improvemsnthich occurred during this school
year as a result of full PBS implementation, actaydo the case study teachers was
lengthy and varied, although there were plentyre&s that both teachers and the
principal stated were either unrelated to PBS drrat improved (or declined) as a result
of PBS implementation. Student enjoyment of schead one such area that had not
changed as a result of PBS.

Limitations of the study

The identifiable limitations of this study includdga) longitudinal limitations due

to the fact that data collection lasted only ong phone semester (spring, 2013) and

summer, and (b) small population size for the sy(ne= 28), (c) the complexity of
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doing PBS in a language immersion setting andethes, a scarcity of related research
in this area.

Although not obvious or particularly problematimltations, per se, the bias of
the researcher in the following areas posed bathieriges and benefits. The challenges
included: seven years’ experience as a foreignuage teacher, teaching experience
limited to mainly suburban and rural school digsisignificant prior research work as a
research assistant at the affiliated French sofoBlS) including having transcribed
interviews with the FIES principal and most of theulty, with some overlap in research
areas. Benefits were such that the relativelyedlggeriod of data collection (one
semester) allowed the researcher to focus morewbron teacher perceptions,
utilization and adaptation of PBS in their classnsaas it stood at the end of the first year
of implementation. This allowed the researcharapture a snapshot of PBS in time, at
this important early juncture of implementation alevelopment. In a multi-year study,
teachers’ perceptions, utilization and adaptatioBRS in their classrooms could change
significantly, thus making data collection, andyasally, data analysis quite difficult.
Additionally, the researcher bias resulting from experience as a foreign-language
teacher and research assistant working closelydata gathered at FIES had certain
advantages including a better appreciation, unaedstg and working relationship with
the classroom teacher-participants as well asa@réamiliarity with the research site
which, | believe, made data collection more effitiand productive.

Survey limitations. In evaluating the benefits, drawbacks and streotdi the
survey prior to beginning qualitative data collentand analysis, there were two

originally-intended effects that did not materializThe first was that by using a
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sequential explanatory case study design, | haddtpuse the survey to inform and
guide the selection process of the two case seabhers. However, it was determined
that keeping the identity of the survey particigasmionymous was more important than
acquiring extensive demographic data which woulelsuggested the most diverse case
study participants. Obtaining diversity or diveng experiences in the following areas,
through demographic questions embedded in the yuvas one of the original goals:
number of native Spanish speakers, age of stugead® of classroom, number of low-
income students, ethnicity of students versus &&kthnicity), their teacher experience
level (number of years in teaching, type of teadeetification, experience as a language
immersion teacher), and cultural background (cquattiorigin, native language spoken,
length of time in the U.S.). Marshall (1996) labphrticipants with such divergent
experiences “disconfirming samples”. This is helfifecause using teachers who have
differences in the above areas offered a compahbstween two different samples. The
solution to not obtaining this information in thergey was to have all of the SIES survey
participants volunteer for the case study portibthe study through submission of
separate contact information, which allowed thé¢ oéthe teachers to maintain
anonymity but also allowed me to give a short qoasiire with the same demographic
information as above to the three teachers whoalahteer. Thus, the survey did not
end up informing selection of the case study teachet the relevant case study teacher
divergent experiences were still obtained andagtilito whittle the three volunteers down
to two.

Another potential goal for the survey, which waalized in a manner different

than originally planned, was to use the resultasragpportunity to modify the
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instruments of qualitative data collection, suchhesobservation rubric and the interview
protocol. | did not make any changes to the imsé&muts for qualitative data collection
since it appeared, based on the survey resultsthidaools were appropriately-designed
to gather the necessary data. Indeed, | founddtbe true during and after the data-
collection and data analysis processes of the pityrgualitative case study portion of
the study.
Suggestions for Further Research

The area offering the most potential in terms oftfer research would perhaps be
to expand on the significant longitudinal limitatgof the current study, where the main
data collection time frame occurred during the tashth of the 2013 school year.
Although this was actually a helpful period (at #red of the first full year of schoolwide
PBS use) in which to provide a snapshot in timkaf the PBS approach was being
implemented, utilized and adapted by teachersabine that if a follow-up study were to
be done, and case study teachers could be follfoveah entire school year, the study
would offer significantly more insight. One of theeresting pieces of data to come out
of this study that | would have liked to have exptbfurther was the way in which
teachers’ viewpoints toward PBS morphed and deeelppspecially as they moved from
being initially opposed to the idea (perhaps dugtorance of what the approach
entailed but perhaps due to other, more subtlensas

In thinking about the aforementioned possibility fiorther research and the fact
that the survey did not, and would not, help irsprdging data in this area, another idea
for further research was brought forth. The supesrall, was extremely helpful in

ascertaining the beliefs, attitudes and practi¢eseofaculty, as a whole, which provided
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helpful balance to the opinions and experiencdbetwo case study teachers. Yet, both
FIES (with 13 participating teachers) and SIESI{wis) are relatively small schools and,
thus, offered small populations for the survey gtul would be interesting to see if
similar results, based on the same survey questiomdd be obtained if a larger
population or even a large sample from multipletamns, was used, and, for that matter,
additional case study teachers as well.

Regarding this last idea, in particular, it wouklhelpful to add FIES teachers to
the case study. | began thinking about this pdggibor future research when | was
analyzing data from the survey and noticed somgtpheculiar: while the mean scores for
the SIES teachers were higher on every positivelyded question listed in Table 3
(Perceptions of PBS), they were lower (and sigaiftty so) for the FIES teachers on
every negatively-worded question. To clarify, SifeSchers “out-agreed” FIES teachers
on the positive questions and FIES teachers “aagieed” SIES teachers on the
negative questions. It is important to note tha is only true using the mean and
standard deviation figures: two of the positive sjims showed higher percentages of
FIES agreement (the difference is the “no opinicategory which is factored into the
mean figures and obviously not to the agree/styoagtee figures). The higher positive
SIES and lower negative FIES effect is likely mepencidence, especially since there
were only three negatively-worded questions. Adddlly, nothing in the SIES case
study data indicated an explanation for this outeomdowever, without having
conducted case-study interviews with any of theSHi&achers, it was impossible to
compare schools at more than face value, to kntkerk is a valid reason for this

phenomenon which is, indeed, a highly interestilaggin which to continue research.
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While adding other researchers in order to incasmter-rater reliability,
utilizing the case study teacher observation rufirésed on Lewis’ PBS Environmental
Inventory, 2007) to a greater degree to more pegcsompare the actual, observed PBS-
related actions, procedures, and interventions witht case study teachers, in their own
words and opinions, thought they were doing codd lvaluable extension of the current
research. | noticed that, although the case demlyhers scored very high, overall, in
fidelity to PBS structures in their classrooms loa dbservational rubric, there were
certain areas that seemed to pose interestingegiaocies. For example, both case study
teachers scored relatively low in the aré@daintains a 4:1 ratio of positive to negative
statementsandStudents receive verbal praise for following rul&uring the interviews,
however, they mentioned this as a priority. Myression, based on observational field
notes, was that they did, indeed maintain a 4ib cdtpositive to negative statements in
the area of academic performance but not in the @fréehavior management. This is
just one topic imbedded in the observation rubatadhat pointed to an interesting and
valuable place to conduct further related research.

Finally, there were a number of interesting piemiedata to come out of the
interviews that, due to limitations of time, spatel research question parameters were
not able to be examined thoroughly. Further retemr such areas would contribute to
the body of knowledge with regard to PBS at urlb@mguage immersion elementary
schools: (1) How PBS affects students, parentdamdies in urban areas and/or the
perspective of these stakeholders toward the Pp&aph (expand the study to include
parents or guardians); (2) How teachers’ cultueaground affects their implementation

of PBS or, oppositely, how students’ cultural backiopds affect their reception of the
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PBS approach; (3) How does the school implememtapproach, specifically, the
training or method the administration uses to pretee approach to teachers, and how
much involvement they (teachers) have in estaligsPBS in the school, affect how
successful it is after a year, two years, five geét) Which PBS interventions and
strategies of the traditionally established syst@ested and proven successful in action
research or experimental research) this parti@adaool (or others) chose to adopt and
how/why.

This study offered an enriching opportunity to Wwaith an impressive group of
language immersion educators including the SIESFAE& lead teachers and,
particularly, the SIES case study teachers anaipah Hopefully, it will provide
information helpful to the faculty, staff and admsination at these schools, allowing
them to continue to more fully and successfully lienpent the Positive Behavior Support
approach. This study offers information centrahe “sustained implementation and
continuous data-based enhancements” (Sugai & Haz20éd, p. 324) vital to the
ongoing improvement of any school’'s PBS approddbreover, it is possible that this
study might have wider implications beyond these $ehools for teachers and
administrators in similar urban, language immerstamentary school contexts. Based
on the results of this study, there are noticeahtmeasurable advantages to students,
families, teachers and administrators when PB8dsessfully adopted in a school.
When these school stakeholders work together égiate proven strategies in the area of
behavior support, a positive learning environmerdstablished for all. This is no small

accomplishment and one well worth celebrating.
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Appendix A: Informed Consent — Lead Teachers

Department of Secondary and K-12 Education
One University Blvd.
St. Louis, Missouri 63121-4499
Telephone: 314-516-5791

E-mail: jjp2p8@mail.umsl.edu

Informed Consent for Participation in Research Actvities

Teacher perceptions and implementation of PositivBehavior Support in urban
language immersion schools

Participant HSC Approval biem

Principal Investigator _Jeffrey J. Pauls PI's Phone Number

You are invited to participate in a research stedynducted byDoctoral Candidate
Jeffrey Pauls under the supervision of Dr. Alinadslc, Assistant Professor in the
Department of Early Childhood, Elementary, TESOLd aBpecial Education. The
purpose of this research is to find out how teaxherderstand and use the Positive
Behavior Support model in their classrooms.

1. Your participation will involve completing a conédtial (neither your name nor
any identifying information is required) 41-questicurvey about classroom
management and Positive Behavior Support in yoasstcbom. Approximately
thirty-one (31) teachers will be invited to panpiate in the survey.

2. The amount of time involved in your participatiofilyse approximately 20
minutes (the time it takes to complete the survey).
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3. There are no expected benefits or risks to you fpanticipating in this research.
The results of this study, however, will help tleb®ol, teachers and
administrators better understand how the PositefeaBior Support model is
being understood and utilized in classrooms as agitlentify potential ways it
could be more fully implemented and improved. Aiddially, this study will
contribute to the body of research related to ctesss management approaches
and Positive Behavior Support, specifically, inambdanguage immersion
schools.

4. Your participation is voluntary and you may choasgto participate in this
research study or to withdraw your consent at ang.tYou may choose not to
answer any questions that you do not want to ans¥ier will NOT be penalized
in any way should you choose not to participateoavithdraw.

5. By agreeing to participate, you understand andeatijyat your data may be shared
with other researchers and educators in the forpredentations and/or
publications, although your identity will not bevealed in these forums. We will
use pseudonyms instead of your real names, beginvith the transcription of
interviews and observations, as a means to seoufalentiality. We will use
pseudonyms for all places as well, e.g. the settitidoe referred to as a language
immersion school in Midwest. In rare instancesgsearcher's study must
undergo an audit or program evaluation by an oghtsigency (such as the
Office for Human Research Protection). That agemayld be required to
maintain the confidentiality of your data. In adiit, all data will be stored on a
password-protected computer and/or in a locked@ffi

6. If you have any questions or concerns regardirgyghidy, or if any problems
arise, you may call the Investigator, Jeff Paulgl&t-520-6223 or the Faculty
Advisor, Dr. Alina Slapac at 314-516-7358. You nadso ask questions or state
concerns regarding your rights as a research patitto the Office of Research
Administration, at 314-516-5897.

| have read this consent form and have been givehd opportunity to ask
guestions. | will also be given a copy of this ceent form for my records. |
consent to my participation in the research describd above.

Participant's Signature Date Participant’s Printed Name
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Signature of Investigator or Designee Date Investigator/Designee Printed Name
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Appendix B: Informed Consent — Case Study Teachers

Department of Secondary and K-12 Education
One University Blvd.
St. Louis, Missouri 63121-4499
Telephone: 314-516-5791

E-mail: jjp2p8@mail.umsl.edu

Informed Consent for Participation in Research Actvities

Teacher perceptions and implementation of PositivBehavior Support in urban
language immersion schools

Participant HSC Apprivanber

Principal Investigator _Jeffrey J. Pauls PI's Phone Number

You are invited to participate in a research stedynducted byDoctoral Candidate
Jeffrey Pauls under the supervision of Dr. Alina@lc, Assistant Professor in the
Department of Early Childhood, Elementary, TESOLd aBpecial Education. The
purpose of this research is to find out how teaxherderstand and use the Positive
Behavior Support model in their classrooms.

1. As one of two case-study participants your involeatwill include:

a. One to three (1-3) audio-taped interviews to discuysur perceptions,
adaptations and use of the Positive Behavior Suppodel in your class.
Interviews will last approximately 60 minutes andlwccur in Spring
2013.
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b. Five (5) in-class observations and possible aueomnided de-briefing or
informal conversations with the researcher aftedwa®bservations will
take place in Spring 2013.

c. Photographs of your classroom (without you or thelents present) in
order to capture physical resources and materelted to classroom
management and Positive Behavior Support.

d. Examination of physical artifacts from your clagsro including
documents related to classroom management or VRosBehavior
Support.

NOTE: All interviews will be audio-recorded, wilake place at school and will be
arranged in advance for

convenience. Observations will NOT be audio- orewigtecorded, will take
place at school and will be arranged in advancedorenience.

Two (2) teachers will be involved in this reseaashcase-study participants.

2. The amount of time involved in your participatiotillee approximately 6 hours.
Case-study participation involves classroom olst@u (no additional time
required) and debriefing (up to 1 % hours), semiestired interviews (up to 3
hours) and follow-up conversations regarding codldcdata (up to 1 % hours).
As a case-study participant you will receive a §itbcertificate for your time.

3. There are no expected benefits or risks to you fpamticipating in this research.
The results of this study, however, will help thehsol, teachers and
administrators better understand how the PositiebaBior Support model is
being understood and utilized in classrooms as agldentify potential ways it
could be more fully implemented and improved. Aiddially, this study will
contribute to the body of research related to otmsa management approaches
and Positive Behavior Support, specifically, in amblanguage immersion
schools.

4. Your participation is voluntary and you may choos® to participate in this
research study or to withdraw your consent at ang.tYou may choose not to
answer any questions that you do not want to ansvwar will NOT be penalized
in any way should you choose not to participateoavithdraw.
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5. By agreeing to participate, you understand andeatijrat your data may be shared
with other researchers and educators in the formpm&sentations and/or
publications. As part of this effort, your idemtiwill not be revealed in any
publication or presentation that may result fromis tistudy. We will use
pseudonyms instead of your real names, beginnirty the transcription of
interviews and observations, as a means to seaunridentiality. We will use
pseudonyms for all places as well, e.g. the settitigoe referred to as a language
immersion school in Midwest. When the results of tiesearch are shared at
conferences and/or in publications, no informatwii be included that could
reveal your identity. In rare instances, a reseatststudy must undergo an audit
or program evaluation by an oversight agency (sashhe Office for Human
Research Protection). That agency would be requited maintain the
confidentiality of your data. In addition, all datall be stored on a password-
protected computer and/or in a locked office.

6. If you have any questions or concerns regarding shidy, or if any problems
arise, you may call the Investigator, Jeff Paul$H8-520-6223 or the Faculty
Advisor, Dr. Alina Slapac at 314-516-7358. You n@so ask questions or state
concerns regarding your rights as a research patitto the Office of Research
Administration, at 314-516-5897.

| have read this consent form and have been givehd opportunity to ask
guestions. | will also be given a copy of this ceent form for my records. |
consent to my participation in the research describd above.

Participant's Signature Date Participant’s Printed Name

Signature of Investigator or Designee Date Investigator/Designee Printed Name
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Appendix C: Informed Consent — Administrator

Department of Secondary and K-12 Education
One University Blvd.
St. Louis, Missouri 63121-4499
Telephone: 314-516-5791

E-mail: jjp2p8@mail.umsl.edu

Informed Consent for Participation in Research Actvities-Administrators

Teacher perceptions and implementation of PositivBehavior Support in urban
language immersion schools

Participant HSC Apgrisvanber

Principal Investigator _Jeffrey J. Pauls PI's Phone Number _618-520-6223

You are invited to participate in a research stedynducted byDoctoral Candidate
Jeffrey Pauls under the supervision of Dr. Alinadlc, Assistant Professor in the
Department of Early Childhood, Elementary, TESOLd aBpecial Education. The
purpose of this research is to find out how teaxherderstand and use the Positive
Behavior Support model in their classrooms.

7. Your participation will involve completing a 60-9finutes audio-recorded
interview to discuss the Positive Behavior Suppoodel from an administrator
and school-wide point of view. The interview wouwddcur in Spring 2013. A
follow up interview may occur if necessary (arol88d90 minutes).

NOTE: All interviews will be audio-recorded, wilake place at school and will be
arranged in advance for your convenience.
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8. Your participation will also involve providing doments and resources specific

9.

to the school’s research process, implementatiod,teacher support/training in
the Positive Behavior Support model. Besides time it takes to access such
resources, no additional time will be required flois task which will occur in
Spring 2013.

Approximately thirty-three (33) participants may ingolved in this research: 31
teachers completing the survey, 2 of whom will le¢ested to be case-study
participants, and 2 administrators.

10.The amount of time involved in your participationllvwe approximately one

hour.

11.There are no expected benefits or risks to you fpamticipating in this research.

The results of this study, however, will help thehsol, teachers and
administrators better understand how the PositiebaBior Support model is
being understood and utilized in classrooms as agldentify potential ways it
could be more fully implemented and improved. Aiddially, this study will
contribute to the body of research related to otmsa management approaches
and Positive Behavior Support, specifically, in amblanguage immersion
schools.

12.Your participation is voluntary and you may choos# to participate in this

research study or to withdraw your consent at ang.tYou may choose not to
answer any questions that you do not want to ansvwer will NOT be penalized
in any way should you choose not to participateavithdraw.

By agreeing to participate, you understand andeatirat your data may be shared
with other researchers and educators in the forpredentations and/or
publications. In all cases, your identity will nme revealed. We will not use your
name in any publication or presentation that mayltdrom this study. As part of
this effort, your identity will not be revealed amy publication or presentation
that may result from this study. We will use psaugos instead of your real
names, beginning with the transcription of intewseand observations, as a
means to secure confidentiality. We will use psewdus for all places as well,
e.g. the setting will be referred to as a languageersion school in Midwest.
When the results of the research are shared a¢m@mdes and/or in publications,
no information will be included that could revealy identity. In rare instances, a
researcher's study must undergo an audit or progratnation by an oversight
agency (such as the Office for Human Research &ro. That agency would
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be required to maintain the confidentiality of yaata. In addition, all data will
be stored on a password-protected computer andétacked office.

8. If you have any questions or concerns regarding shidy, or if any problems
arise, you may call the Investigator, Jeff Paul§H8-520-6223 or the Faculty
Advisor, Dr. Alina Slapac at 314-516-7358. You n@so ask questions or state
concerns regarding your rights as a research patitto the Office of Research
Administration, at 314-516-5897.

| have read this consent form and have been givehé opportunity to ask
guestions. | will also be given a copy of this ceent form for my records. |
consent to my participation in the research describd above.

Participant's Signature Date Participant’s Printed Name

Signature of Investigator or Designee Date Investigator/Designee Printed Name
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Appendix D: Lead Teacher Survey

Part I: Classroom management

Please respond according to the following scale:

182

1 2 3 4 5
(Strongly Disagree) (Disagree) (No ) (Agree) (Strongly Agree)

1. |gain the attention of students prior to instruction. | 1.... 2..... 3. 4...5

2. linitiate instructional and behavioral cues to gain, 1. 2. 3. 4.5
maintain, and regain student attention.

3. luse non-verbal and verbal interventions before 1o 2. 3. 4....5
administering consequences.

4. The physical space in my classroom is organized to 1o 2. 3. 4....5
prevent/reduce disruption by students.

5. Ihave a signal system for alerting students to 1. 2. 3. 4...5
transitions.

6. My students have practiced the steps to move 1....2.. 3. 4.5
through transitions without disruption.

7. |take extensive time at the beginning of theyearto | 1..... 2..... 3. 4....5
proactively teach routines, rules and procedures.

8. | make time at the beginning of the year for 1.....2... 3. 4.5
students to practice routines, rules and procedures.

9. I place a priority on consistently enforcing rulesand |1 ...... 3. 4..... 5
requiring that students follow procedures.

10. I have a system of rewards and privileges that 1. 2. 3..... 4.5
encourages positive behavior.

11. My students understand the expectations | have for | 1...... 2...... 3. 4....5
classroom management.

12. I received training in classroom managementinmy | 1.... 2..... 3. 4.5
college coursework.

13. Classroom management contributes to the make- 1. 2. 3. 4...5
up of a classroom culture.

14. | consider classroom management to be one of the | 1...... 3. 4...5
most important keys to the success of students in
my classroom.

15. | have improved my classroom management skills 1. 3. 4...5
this year.

16. | feel that | am successful in the area of classroom 1. 3. 4.5
management.

Part Il: Positive Behavior Support (PBS)

Please respond according to the following scale
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1 2 3 4 5
(Strongly Disagree) (Disagree) o (@pinion) (Agree) (Strongly Agree)
Il A. Training for PBS

1. | have attended SLLIS district-wide training sessions | 1 ... 2...... 3. 4..
for PBS.
How many? (a) 0 (b) 1-2 (c) 3-5 (d) 5+
2. 1 have a better understanding of PBS after attending | 1..... 2...... 3..... 4..
the SLLIS district-wide training sessions.
3. I have attended TSS/TFS training sessions for PBS. 1o 2.0 3. 4..
How many? (a) 0, (b) 1-2, (c) 3-5, (d) 5+
4. | have a better understanding of PBS after attending | 1..... 2...... 3..... 4.
the school training sessions.
5. I'have studied PBS outside of the district or school 1. 2. 3. 4.
training sessions.
Please explain how/where?
Il. B. Perceptions of PBS
1. |feel PBSis an effective way to manage behavior. 1. 2. 3. 4.
2. The PBS approach has helped me manage my 1. 2. 3. 4..
classroom better.
3. Iwould prefer to use a classroom management 1. 2. 3. 4..
approach other than PBS.
4. | have seen improvements in the school-wide 1. 2. 3. 4 ..
behavior of students since PBS has been introduced
in our school.
5. PBSis utilized consistently throughout the school. 1. 2. 3. 4.
6. |do not feel comfortable using PBS in my 1. 2. 3. 4..
classroom.
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7. The administration has helped me implement PBS | 1..... 2. 30l 4
in my classroom.

8. PBSis difficult to practically implement anditis | 1...... 2 ... 3.
hard to use this approach effectively.

9. My classroom management goalscanbe | 1.... 2 ... 3.
accomplished through the school’s implementation
of PBS.

Il. C. Knowledge/Awareness/Use of PBS

1. Ilam familiar with the structureof PBS. | 1.... 2. 3.

2. | have changed the school’s approachtoPBSto | 1...... 2 ... 3.
better fit my classroom.

3. Ihave PBS-related rules posted. | 1.... 2 ... 3.

4. |have posted a continuum of consequencesto | 1..... 2 ... 3.
encourage expected behavior and discourage
problem behavior.

5. | make corrections in behavior by restatingthe | 1..... 2 ... 3.
rules/expectations and stating the appropriate
behavior.

6. |maintain aratio of 4:1 positive to negative =~ | 1..... 2. 3.
statements to students.

7. 1have developed classroom agreementsor | 1... 2 3 4
behavioral contracts with individual students.

8. Ilknow how to document evidence of serious | l..... 2 s 3
misbehavior for referral to the administration.

9. Iknow how to document evidence of common | 1...... 2 ... 3.
misbehavior (for use in my own classroom).

10.1 am familiar with the school-wide behavioral goals | 1...... 2. 3
associated with PBS.

11. The PBS model | use in my classroom matches the | 1..... 2. 3.
school’s definition and goals.
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Thank you for completing this survey on classrooamagement and Positive Behavior
Support at the St. Louis Language Immersion Sch¥olur time and help are greatly
appreciated. Results of this anonymous surveybegilinade available to you during next
school year.

Would you consider continuing to aid this studyseyving as one of two case study
teacher-participants? Your participation woulddlve being available for 2-3 one-hour
interviews and allowing the researcher (Jeff Pawlg)bserve your classroom five times
throughout the Spring semester with short debmgfineetings (15 minutes) to follow
each observation. Additionally, you would agrealtow the researcher to photograph
your classroom (not you or the students) and examdatuments related to classroom
management and PBS. You would receive a giftfaste of $25 and, also, someone to
discuss successes and challenges with classroorgeraent!

If you would be willing to participate please writeur name and email address below.
Thank you for your consideration.
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Appendix E: Interview Protocol with Case Study Teaber-Participants

| am interested in learning about how teachereaperiencing, utilizing and adapting
the PBS model in actual classrooms, especiallyimitie language immersion context.

1. Please tell me a little about yourself.
a. How did you become a teacher?
b. How did you come to SIES?

2. Please describe your teacher education coursewdréining.
a. Did you have any specific training in the arealaksroom management?
b. What was it like?

3. What kinds of classroom management or behavior@tiggstems have you
incorporated into your classroom before workinBS?
a. Can you tell a story about one successful expegenc
b. How about one time when something didn’t work out?

4. Tell me what you know about Positive Behavior SupfieBS).

5. What are some of the most important structuredaracteristics of the PBS
approach at the Spanish School, as you underdtana?t

6. In what ways have you implemented PBS into yousstiaom?
a. Can you tell a story about one successful expegignc
b. How about one time when something didn’t work out?
c. How (if at all) are you modifying PBS based on ystudents’ needs and
behaviors?
d. How (if at all) are you modifying PBS, based on yown teaching and
classroom management philosophy?

7. How closely does your use of PBS match what youatified as the Spanish
School’s PBS structures?
a. In what ways does it differ? Why?

8. Has PBS had any effect on the behavior of youresitg?
a. What kind?

9. Please describe the school since PBS has beemiaipied.
a. What was it like before PBS implementation?
b. Probe for issues of consistency>/2"%3" level interventions, safety,
culture, teacher/student comfort/enjoyment of s¢heto.



PBS IN AN URBAN LANGUAGE IMMERSION SCHOOL

10.Has the administration helped you implement PBgour classroom? In what
ways?

11.How has thecontext of your classroomaffected your implementation of PBS?
a. Probe for: language immersion context, numberative Spanish
speakers, age of students/grade of classroom, muhhmv-income
students, race/ethnicity of students versus teacher

12.How haveyour own unique characteristicsand background affected PBS
implementation in your classroom
a. Probe for: number of years in teaching, type othea certification,
experience as a language immersion teacher, armbualassroom
management training received, country of origirtiivealanguage spoken,
length of time in the U.S.

13.1s there anything else you'd like to tell me (eabput the positive or negative
aspects of PBS, overall?)

187
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Appendix F: Initial Interview Protocol with Adminis trator

1. When was PBS introduced here? Were there mukiples? What were they?

2. What were the types/numbers of discipline issuasdaused you to implement
PBS?

3. What are the key factors that you see as definBig & this school?

4. What are the essential structures or charactesisfiSIES’s PBS approach, as
you understand them?

5. What kind of training has been given to the teasher
What/when/where/how/whom?

6. What was the decision-making process for PBS imptaation? Who was
involved? Timeframe?

7. What made you decide on PBS as the best modelE&375 Were there any other
options on the table?

8. At this point, what should be happening in termgeaichers using PBS in
classrooms?
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Appendix G: Second Interview Protocol with Administator

10.

11.

12.

What is the background or context of how you detidehange in classroom
management and/or schoolwide behavior support weded? Explain the
process of deciding to use Positive Behavior SUp(iBS).

What kinds of classroom management or behavior@tigystems did you use
before implementing PBS? How successful were thégtld you provide
specific examples of successes and challenges?

How is PBS different from other approaches you hased? What made you
confident that it would succeed at meeting the tehand management
challenges you faced?

What are the key factors that you see as definB§ & this school? What are
the essential structures or characteristics of SIP8S approach, as you
understand them?

How closely does SIES’s actual use of PBS match wia just identified as the
structures and characteristics of SIES’s PBS agpr¢as originally
implemented)?

How committed (in terms of how much it is used, hewll it is known, how
comfortable teachers are with it, how useful teegti@nk it is) to SIES’s PBS
approach do you think teachers are? Why? Examples

Could you tell a story about a time during thetfessmester of the school year
when the new PBS approach worked extremely welt®v Ebout a time when it
did not work out so well?

What are some of the successful ways in which eadhave implemented PBS
into their classrooms?

Has PBS had any effect on the school as a whol&at Wnd? Speak to issues of
consistency, behavior of student&/21%3" level interventions, safety, culture,
teacher/student comfort/enjoyment of school, etc.

In what ways has the administration helped teadngstement PBS in their
classrooms?

In what ways has the administration implemented BB&ughout the school?

Are there challenges in implementing PBS that aique to an urban language
school immersion school? What are they? How lyavetried to address them?
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13.What are the areas that you feel teachers needyarthelp or support with from
the administration or from the PBS implementatiesnt in implementing PBS in
their classrooms?

14.How do you see PBS developing in the future? Whiait look like in 1 year?
5 years? What will the school look like as a resul
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Appendix H: PBS Classroom Observation Rubric

Rate each feature using the following scale:

1 = inconsistent or unpredictable.......... 5 = consisterd predictable

Physical Space:Is physical space organized to allow access toucisdnal materials?

Work centers are easily identified and correspamitls instruction

12345

Traffic flow minimizes physical contact between rgeand
maximizes teacher’s mobility

12345

Bulletin boards, pictures, displays, guidelinesesuand procedures,
artwork is easily visible by/accessible to students

12345

Floor space including: students’ desks and tabdesher’s desk and
equipment, computer work stations, bookcases,gretplants
minimizes physical contact between peers and maeisrtieacher’s
mobility

12345

Storage space and supplies including: textbookgutntly used
instructional materials, teacher’s supplies, othaterials, equipment|
and seasonal items are organized to allow accessammize
disruption

12345

Room has been arranged and accommodations havenaekenfor

any students that have special needs

12345

Comments:

Attention: Does the teacher gain the attention of the stugerdsto instruction?

e A consistent and clear attention signal is usedsscmstructional 12345
contexts

e Uses a variety of techniques to gain, maintain, regdin student 12345
attention to task

e How do these attention signals differ across varigpes of 12345

classwork: individual/seatwork, groupwork, pairwork
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Comments:

Time: Does the teacher initiate instructional cues anténas to gain, maintain, and
regain student attention?

e Materials are prepared and ready to go 1234

e  Pre-corrects are given prior to transitions 1234

e Common intrusions are anticipated and handled avitbnsistent
procedure. Unexpected intrusions are minimized astiemphasis or
returning to instruction

1234

e Students engaged at high rates during individuakwo 12314
e  Down-time (including transitions) is minimal 1234
Comments:

Behavior Management:Does the teacher have universal systems of PBB&oep

e Rules are posted 12314
e Rules are referred to at appropriate times 12314
e  Students receive verbal praise for following rules 1234

e Corrections are made by restating the rule/expecataind statingthe| 1 2 3 4
appropriate replacement behavior.

e  Continuum of consequences for encouraging expdxhdviors 1234

e  Continuum of consequences for discouraging expdumtedyviors 12314
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Maintains a 4:1 ratio of positive to negative stadats

12345

Comments:

Routines: Does the teacher have procedures and routinearhatear and consistently

followed?

Start of class, including: attendance check, preshpabsent student
tardy students, expected student behavior

512345

e  Working in groups 12345
e  Working independently, including seatwork procegutalk among 1234
students, obtaining help, out of seat, when se&tivas been 5
completed
e Special events (movies, assemblies, snacks, parties 12345
e Obtaining materials and supplies, including: wiealbiting to class,
pencil sharpener, other room equipment, studertacowith 12345
teacher’s desk
e Using equipment (e.g. computer, tape players) 12345
e Managing homework and other assignments 12345
e Personal belongings (e.g. coats, hats) 12345
e Entering/exiting classroom (e.g. using restroomking fountain, 12345
going to library, moving around room
e  Out of room policies 12345
e End of class 12345
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Comments:

Curriculum and Content: Does the teacher implement effective instructional
strategies?

e Assignments can be completed within allotted tireequl 12345
e Content presented at student level resulting ih hages of 12345
engagement
e  Frequently checks student learning for understandin 12345
e Instructional focus builds on student’s current gadt skills 12345
e Gives clear set-up and directions for task compteti 12345
e Provides students with description of how they vatieive feedback|1 2 3 4 5
about individual and group performance on speaiiivities and
assignments
e Models, discusses or helps students practice sigligessary for 12345

activities and/or groupwork: social skills, expliaip skills, leadership

Comments:

Based on the observation, summarize strengths and weaknesses of
universal PBS implementation in the classroom.
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Appendix I: Classroom Observation Rubric — Case Stdy Teacher A (Sandra)

Classroom Observation Rubric - Case Study Teacher A

Likert Scale Score
(1=inconsistent/unpredictable...5=consistent/prebiela

Obs Obs Obs Obs Obs

(Blank scores=Not observed/Not included in meameyco #1 #2 #3 #4 #5 Mean

Physical Space:ls physical space organized to allow access to
instructional materials?

Work centers are easily identified and correspamitts
instruction

Traffic flow minimizes physical contact between peand
maximizes teacher’s mobility

Bulletin boards, pictures, displays, guidelineseswand
procedures, artwork is easily visible by/accesdiblstudents

Floor space including: students’ desks and tabéegher’s
desk and equipment, computer work stations, bo@s;geets and
plants minimizes physical contact between peersaaxdmizes
teacher’'s mobility

Storage space and supplies including: textbookgutntly
used instructional materials, teacher’s supplidgromaterials,
equipment and seasonal items are organized to alboess and
minimize disruption

Room has been arranged and accommodations have begen
made for any students that have special needs

Attention: Does the teacher gain the attention of the stugeiis
to instruction?

A consistent and clear attention signal is usedsacr
instructional contexts

Uses a variety of techniques to gain, maintain, reigdin
student attention to task

How do these attention signals differ across vartypes of
classwork: individual/seatwork, groupwork, pairwork

St
Dev

0.40

0.49

0.00

0.49

0.00

0.49

0.49

0.43
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Time: Does the teacher initiate instructional cues antbriads to
gain, maintain, and regain student attention?

Materials are prepared and ready to go

Pre-corrects are given prior to transitions

Common intrusions are anticipated and handled aith
consistent procedure. Unexpected intrusions ar@mzad with an
emphasis on returning to instruction

Students engaged at high rates during individuakwo

Down-time (including transitions) is minimal

Behavior Management:Does the teacher have universal systems

of PBS in place?

Rules are posted

Rules are referred to at appropriate times

Students receive verbal praise for following rules

Corrections are made by restating the rule/expeataind
stating the appropriate replacement behavior.

Continuum of consequences for encouraging expected
behaviors

Continuum of consequences for discouraging expected
behaviors

Maintains a 4:1 ratio of positive to negative stadats

Routines: Does the teacher have procedures and routinearthat
clear and consistently followed?

Start of class, including: attendance check, presho
absent students, tardy students, expected studbavior

Working in groups

Working independently, including seatwork procedutalk
among students, obtaining help, out of seat, weatnrk has
been completed

Special events (movies, assemblies, snacks, parties
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58 40.40
3.5 0.50
40 0.71
3.8 1.09
26 1.36

5.0 0.00
3.0 1.26
23 043
1.8 0.83
1.5 0.50
25 112
24 0.80
5.0 0.00
4.7 0.47
43 0.94
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Obtaining materials and supplies, including: wizabting
to class, pencil sharpener, other room equipmamndest contact 5 5 4 4 4 4.4 0.49

with teacher’s desk

Using equipment (e.g. computer, tape players) 5 5 4 4 45 0.50
Managing homework and other assignments 3 4 4 5 40 0.71
Personal belongings (e.g. coats, hats) 5 4 4 4.3 047
Entering/exiting classroom (e.g. using restroonmkirig 5 4 5 4 4 40 049

fountain, going to library, moving around room

Out of room policies

End of class 1 4 25 150

Curriculum and Content: Does the teacher implement effective
instructional strategies?

Assignments can be completed within allotted tiraequl 5 5 5 5 5 5.0 0.00

engagecn?grtsnt presented at student level resulting ih héges of 5 5 4 4 45 050
Frequently checks student learning for understandin 4 4 5 3 4.0 0.71
Instructional focus builds on student’s current padt skills| 5 4 5 4.7 047
Gives clear set-up and directions for task commteti 5 2 5 4 4 40 1.10

Provides students with description of how they vatieive
feedback about individual and group performancspetific 3 3 3.0 0.00
activities and assignments

Models, discusses or helps students practice sigtessary
for activities and/or groupwork: social skills, éaining skills, 5 2 4 3 35 1.12
leadership
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Appendix J: Classroom Observation Rubric — Case Sty Teacher B (Benita)

Classroom Observation Rubric - Case Study Teacher B
Likert Scale Score
(1=inconsistent or unpredictable...5=consistent edmtable)
Obs Obs Obs Obs Obs St

(Blank scores=Not observed/Not included in meamegco #1 #2 #3 #4 #5 Mean Dev

Physical Space:Is physical space organized to allow access to
instructional materials?

Work centers are easily identified and correspamitts

. . 4 4 4 4 4.00 0.00
instruction

Traffic flow minimizes physical contact between peand

- , > 4 4 4 4 4 400 0.00
maximizes teacher’'s mobility

Bulletin boards, pictures, displays, guidelinesesiand

procedures, artwork is easily visible by/accesdiblstudents S S 4 S 5 480 040

Floor space including: students’ desks and tabdesher’s
desk and equipment, computer work stations, bo@s;aets and
plants minimizes physical contact between peersagxdmizes
teacher’s mobility

3 3 4 4 4 3.60 0.49

Storage space and supplies including: textbookgutntly
used instructional materials, teacher’s supplidsgromaterials,
equipment and seasonal items are organized to alboess and
minimize disruption

4 4 S 4 4 420 0.40

Room has been arranged and accommodations have heen

made for any students that have special needs 4 4 400 0.00

Attention: Does the teacher gain the attention of the students
prior to instruction?

A consistent and clear attention signal is usedsacr

_ , 4 4 3 5 4 400 0.63
instructional contexts

Uses a variety of techniques to gain, maintain, ragdin

student attention to task 3 4 3 5 5 400 0.89

How do these attention signals differ across varigpes

of classwork: individual/seatwork, groupwork, paomk 2 3 4 300 08
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Classroom Observation Rubric - Case Study Teacher B
Likert Scale Score
(1=inconsistent or unpredictable...5=consistent edmtable)

(Blank scores=Not observed/Not included in meameyco

Time: Does the teacher initiate instructional cues antkénads to
gain, maintain, and regain student attention?

Materials are prepared and ready to go

Pre-corrects are given prior to transitions

Common intrusions are anticipated and handled aith
consistent procedure. Unexpected intrusions ar@mzad with
an emphasis on returning to instruction

Students engaged at high rates during individuakwo

Down-time (including transitions) is minimal

#1

Behavior Management:Does the teacher have universal systems

of PBS in place?

Rules are posted

Rules are referred to at appropriate times

Students receive verbal praise for following rules

Corrections are made by restating the rule/expectaind
stating the appropriate replacement behavior.

Continuum of consequences for encouraging expected
behaviors

Continuum of consequences for discouraging expected
behaviors

Maintains a 4:1 ratio of positive to negative stadats

Routines: Does the teacher have procedures and routinearehat
clear and consistently followed?

Start of class, including: attendance check, presho
absent students, tardy students, expected studbatior

Working in groups

5

Obs Obs Obs Obs Obs
#2 #3 #4 #5
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St

Mean Dev

320 3.0.75
2.40 0.80

3.33 0.94

250 0.87
1.80 0.75

4.80 0.40
3.00 0.71

2.20 0.40

2.80 0.98

1.40 0.49

2.00 0.89

1.75 0.43

4.00 0.00

3.40 1.02
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Classroom Observation Rubric - Case Study Teacher B

Likert Scale Score
(1=inconsistent or unpredictable...5=consistent edmtable)

(Blank scores=Not observed/Not included in meameyco
Working independently, including seatwork procedure

talk among students, obtaining help, out of sehemseatwork
has been completed

Special events (movies, assemblies, snacks, parties

Obtaining materials and supplies, including: wigalbting
to class, pencil sharpener, other room equipméamndest contact
with teacher’s desk

Using equipment (e.g. computer, tape players)

Managing homework and other assignments

Personal belongings (e.g. coats, hats)

Entering/exiting classroom (e.g. using restroomking
fountain, going to library, moving around room

Out of room policies

End of class

Curriculum and Content: Does the teacher implement effective

instructional strategies?

Assignments can be completed within allotted tiraequl

Content presented at student level resulting ih hages of
engagement

Frequently checks student learning for understandin

Instructional focus builds on student’s current padt
skills

Gives clear set-up and directions for task commteti

Provides students with description of how they valieive
feedback about individual and group performancepmtific
activities and assignments

Models, discusses or helps students practice skills
necessary for activities and/or groupwork: sodidlss explaining
skills, leadership

#1

#2

Obs Obs Obs Obs Obs

#3 #4 #5
4 2 2
4
4 3
5
4
4 5
3 4 4
3 3
5 4 4
5 5 5
3 3 5
4 4 4
3 4
4 3
4 4 4

200
St
Mean Dev
2.40 0.80
400 0.00
3.25 0.43
400 0.82
425 0.43
425 0.43
3.80 0.40
3.33 0.47
460 0.4¢
460 0.49
3.40 0.80
3.80 0.40
3.25 0.83
3.50 0.50
3.00 1.26
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