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ABSTRACT 

 Throughout the nation, schools have successfully implemented positive behavior 

intervention and support (PBIS) strategies to improve the atmosphere on school campuses and 

guide student behavior (Gage et al., 2013; Sugai & Simonsen, 2012; Turnbull et al., 2001).  

While it has been shown that PBIS is an effective tool for student improvement in behaviors and 

attendance, it is recognized that there are subgroups of students that continue to struggle with 

conforming to their school site's behavioral, attendance and achievement expectations, 

particularly in their core academic subjects.  This study's main objectives were to examine 

students’ perceptions about PBIS implementation, the correlations between PBIS implementation 

and other variables such as student GPA and to examine how PBIS implementation varied by 

student demographics.  By using PBIS strategies, educators can develop a culture that promotes 

equity for greater student engagement and improved behaviors, in a place where all students 

believe they can be successful contributors to the school and society, as a whole.  The correlation 

between the implementation of PBIS, behaviors and academic achievement yielded positive 

correlation coefficients, suggesting that as implementation increases, student academic 

achievement increases as well.  ANOVAs were carried out which showed that the difference in 

GPA and implementation of PBIS among students of various ethnicities was statistically 

significant.  It is the hope that the findings will support schools in decreasing disruptive 

behaviors, improving campus culture, and increasing academic achievement. 

Keywords: Positive behavioral interventions and supports, academic achievement, school 

culture 
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CHAPTER 1: INTRODUCTION 

A climate of ever-increasing accountability in the educational field places issues of 

student achievement at the center of educational discussions.  Improvements in student 

achievement not only require effective instructional delivery methods, but also strategies to 

improve student behavior which would, in turn, lead to better student focus and engagement in 

an efficiently managed - classroom environment.  A popular model for school-wide behavior 

modification is the Positive Behavior Interventions and Supports Program (PBIS). The PBIS 

model calls for teaching, modeling, and reinforcement of behavioral expectations by rewarding, 

positive behaviors proactively rather than waiting for misbehavior to occur before responding.  

PBIS thus plays a precise preventive rather than a remedial role by encouraging students to adopt 

the expected behavior as the negative behavior arises.  According to Sugai and Horner (2006), 

PBIS emphasize “effective systemic and individualized behavioral interventions for achieving 

social and learning outcomes while preventing problem behaviors” (as cited in Sullivan et al., 

2011, p. 971).  Scheffler and Aksamit (2006) assert that the purpose of school wide PBIS is to 

establish a climate where appropriate behavior is the norm. Walker, Ramsey, and Gresham 

(2003) noted, “The fact is, academic achievement and good behavior reinforce each other: 

Experiencing some success academically is related to decreases in acting out; conversely, 

learning positive behaviors is related to doing better academically” (p. 10).  PBIS can produce 

positive student outcomes such as positive behaviors which may, in turn, cause less disciplinary 

action.  Students can thus concentrate on their studies and experience gains in students’ academic 

performance.   
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Statement of the Problem 

There is a lack of empirical research seeking to establish causal relationships between 

student behavior and their academic achievement.  Causal research should use regression 

analysis to find the cause-and-effect relationship between PBIS and academic performance so the 

impact of PBIS implementation on academic performance can be gauged.  However, existing 

research on the topic continues to be speculative or correlational in nature.  Variables linked with 

learning and behavior, and processes to evaluate classroom settings are associated with learning 

and behavioral consequences (Sutherland et al., 2008).  Some limited studies have been more 

conclusive:  The implementation of PBIS has resulted in decreases in problem behavior and 

increases in academic achievement (Lewis & Sugai, 1999; Scheffler & Aksamit, 2006); 

reductions in office disciplinary referrals (Nelson et al., 2002); and drops in suspensions and 

expulsions (Sadler, 2000a).  The potential benefits of PBIS are worth considering; they can 

create more time for students to concentrate on their studies which can lead to improved 

academic performances.  

Student engagement is an observable and measurable behavior which yields many 

educational benefits and hampers behavioral issues.  Student engagement is characterized by 

students’ passive behaviors, for example, silent reading, listening to instruction or active 

behaviors (for example, writing, delivering an oral report, and asking questions that are related 

directly to classroom instruction.  Figure 1.1 demonstrates that similarities and differences of 

how student engagement in English Language Arts (ELA), Math and Science correlates to the 

standards presented. 
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Figure 1. 1. ELA/Math/Science Venn Diagram 

 Another relevant factor impacting student engagement is the training of educators in 

increasing the academic engagement of their students through curricular modifications.  Student 

engagement can also be influenced by direct instructional approaches such as class-wide 

tutoring, as well as precision teaching and positively focused interventions that reduce 

disruption, distraction, and negative behaviors in the classroom.   

 Research shows that when teachers increase, strengthen, and maintain high levels of 

student academic engagement, there is a corresponding improvement in academic performance 

and achievement (DiPerna et al., 2002; DuPaul et al., 1998; Ota & DuPaul, 2002).  Students who 
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are engaged are more alert and concentrate more in class; they anticipate requests for increased 

participation such as being asked a question or being called to participate in learning activities 

such peer teaching.  Academic engagement is an effective teaching and learning strategy that 

enhances acquisition of knowledge and skills since the student is actively involved in the 

learning process.   

  Educating elementary and secondary students is today a great challenge for teachers and 

administrators.  The teachers have multiple roles: they do not only focus on equipping students 

with requisite knowledge and skills, but also on maintaining discipline both in and outside the 

classroom.  The school administrator, on the other hand, is accountable for the overall school 

discipline and student performances; they must ensure that students adhere to the rules and 

regulations that are laid down and that the expected behaviors are displayed.  The No Child Left 

Behind Act increased the emphasis on accountability for student achievement and encouraged 

school administrators to explore school-wide prevention models that promote a positive school 

culture and reduce discipline problems.  Several programs are available that aim to manage 

student behavior problems systematically by creating school-wide plans that define positive 

behavioral expectations clearly, provide incentives to students who meet the behavioral 

expectations, and establish a consistent strategy for managing student behavior problems 

(Bradshaw et al., 2010; Horner et al., 2005; Sugai & Horner, 2006).  One such program that has 

been highly effective in promoting appropriate student behavior and ensuring that the adopted 

behavior is sustainable is PBIS.  The current study focuses on the effectiveness of PBIS in 

improving positive behavior, academic performance, and attendance.  

  Discipline problems arise due to disruptive behaviors in the classroom which interfere 

with learning, compete with instruction, and make it less likely for students to master academic 
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content goals.  The lack of awareness of schools about disciplinary strategies that can lead to 

sustained positive changes in students’ behavior further aggravates these issues.  For instance, 

physical punishment can deter a student from engaging in problematic behaviors for a while, but 

after some time, there may be a relapse as the student forgets or gets used to these types of 

punishments.  A report by the U.S. Secretary of Education and the U.S. Attorney General 

identified serious behavior problems that continually confront public schools and recommended 

various solutions (Chafouleas et al., 2010; Romer & McIntosh, 2005).  There are several 

strategies that can be used for disciplining students but if the wrong strategy is selected, the 

problematic behavior is likely to persist.   

  Teacher workload can also lead to disciplinary issues.  Teachers have the responsibility to 

teach academic subjects such as math, reading, science, the arts, and writing effectively.  

However, they must increasingly deal with nonacademic factors that can influence the 

instruction they provide adversely, leading to student emotional and behavioral disorders.  It is 

estimated that approximately 10% of children and adolescents in the United States suffer from 

some form of mental illness that significantly impairs their ability to function well in everyday 

settings (Lassen et al., 2006; Shaffer et al., 1996).  Children with socio-emotional issues require 

close monitoring and cautious correction of problematic behaviors to concentrate in class.  

Although not all students who present challenging behaviors, especially disruptive and 

aggressive behavior, have a diagnosable emotional and behavioral problem, the nevertheless 

consume a good deal of teacher and school resources (Sugai & Horner, 1994).  This implies that 

teachers may need to dedicate more time to student interaction to identify the source of the 

problematic behavior and develop strategies to address it.  Educators often complain of being 

overwhelmed in such situations.  There is a need for schools to adopt PBIS which has been 
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reported to be highly effective in enhancing behavioral change.  The current research was 

developed from this need.  

Purpose of the Study 

The first purpose of this study was to examine the implementation of the PBIS model 

from the perspective of middle school students.  The school addressed in this study is known, 

under a pseudonym, as Canyon View Middle School.  The research also seeks to examine the 

relationship between the implementation of PBIS, overall academic achievement, achievement in 

Language Arts and math, and student perceptions of their school.  The third purpose of this study 

was to investigate how the implementation of PBIS varied by students’ demographic 

characteristics such as gender, ethnicity, and grade.   

The intervention process used in the implementation of PBIS, Colt Intervention Time 

(CIT) was developed from the PBIS model.  It requires common time to be carved out during the 

day for all students to work with a teacher from any academic area to receive additional 

instruction or retake assessments.  A quantitative research design was used to address the 

research questions.  The results of this study may be utilized to develop improved professional 

training models, environments, and implementation strategies to promote the effective use of 

student engagement through a single, school-wide positive behavior intervention system.  It is 

becoming increasingly important for teachers to utilize PBIS for immediate insight and decision-

making in support of student accountability and school culture.  By identifying the variables that 

affect the implementation of PBIS, a conceptual starting point can be established for the 

successful implementation of professional development training.  Providing appropriate 

professional development training in PBIS can enhance the use of PBIS to support informed 

decision-making, not only at the site, but also district-wide level.  
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Research Questions  

 Three specific research questions were addressed in this study:  

1. What are students’ perceptions of their schools and of the implementation of PBIS in 

their school? 

2. How does the implementation of PBIS correlate with student academic achievement 

(GPA), academic performance in math and ELA, and student perceptions of their school? 

3. How does the implementation of PBIS and student GPA vary by ethnicity, gender, and 

grade level? 

Theoretical Framework 

 According to Dunlap and Fox (2011), “in the last 10 years, researchers became interested 

in effective, comprehensive models for promoting healthy social-emotional development and 

preventing persistent challenging behavior within early care and education programs” (p. 337).  

The research shows that behavior expectations must be clear, interventions must be early, 

pyramids of interventions for varying levels of support must be established, and positive 

reinforcement must be provided frequently.  The theoretical framework for this study is based on 

the conceptual foundation of school-wide positive behavioral intervention systems as described 

by Lewis et al. (2010), leading scholars at the National Technical Assistance Center on Positive 

Behavioral Interventions and Supports (PBIS Center).  Elements of behaviorism were also used 

to guide the current study.  Figure 1 demonstrates the three-tiered approach to PBIS within the 

school system.  
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Figure 2. 1. Sample PBIS Model Utilizing Response to Intervention (RtI). 

Effective school-wide positive behavior intervention systems require an emphasis on data 

to guide decisions “about what practices should be put in place to support student learning and 

social behavior” (Lewis et al., 2010, p. 3).  The use of data for decision-making in PBIS cannot 

be overstated.  The analyzed data is used to make reliable decisions on whether the PBIS should 

be implemented in schools.  Horner et al. (2010) theorized that a continual use of data is a crucial 

element for developing capacity of schools to implement behavioral interventions.  Research in 

this area has identified a data-driven culture, where data is systematically collected and used to 

inform decision-making, as an acute predictor of school-wide PBIS sustainability (Coffey & 
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Horner, 2012).  Coffey and Horner’s study (2012) researched 117 districts across six states that 

were engaged in school wide PBIS implementation and found that the use of data to plan and 

make necessary adjustments increased the likelihood of successful implementation.  Existing 

studies thus point out that, in PBIS implementation, the focus should not only be placed on 

enhancing the expected behavior of students but also collecting and utilizing data to evaluate if 

the PBIS is on the right track of achieving the objective for which it was developed. 

The theoretical importance of using data to inform decisions about educational practices 

has been validated by various researchers (Earl & Katz, 2002; Horner et al., 2005; McKevitt & 

Braaksma, 2004; Means et al., 2009).  It is thus critical to understand in what way PBIS teams 

charged with making and monitoring decisions on student behavior and academic achievement 

use data to problem-solve and make informed decisions.  The researcher provided additional 

information on this crucial aspect of PBIS by examining the use of data by a school wide PBIS 

leadership team.   

Another equally important foundational element of school wide PBIS is school support 

systems.  They are essential for building a systematic program with innovative or revised 

practices for addressing student behaviors and academic achievement (Sugai et al., 2000).  This 

means that the target of the adopted intervention should be to correct the behavior of the students 

and ensure that they retain the expected behaviors in school and beyond.  PBIS requires a strong 

knowledge of data, practices, and support systems for engagement in the basic problem-solving 

needed to sustain implementation efforts (Lewis et al., 2010).   

Behaviorism 

The concept of “behaviorism” and the basic principles behind behaviorism theories 

served as the basic philosophy driving the Positive Behavior Interventions and Supports 
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Programs.  Behaviorism has its roots in the beginning of the twentieth century.  Psychology was 

in its relative infancy at the time when John B. Watson gave birth to “his viewpoint 

behaviorism” (Moore, 2011, p. 451).  However, while Watson may be credited as the father of 

the theory of behaviorism, later contributions in the 1950’s by B. F. Skinner further defined and 

refined this philosophy to what is known today as radical behaviorism.  According to Moore 

(2011), the “philosophy of science underlying behavior analysis is called radical behaviorism” 

(p. 456).  In the year before his death in 1989, Skinner (as cited in Moore, 2011, p.456) defined 

radical behaviorism as “the philosophy of science of behavior treated as a subject matter in its 

own right apart from internal explanations, mental or physiological.”  The focus of behaviorism 

was on observed conduct of an individual; however, the theory embedded the knowledge that an 

individual’s behaviors are influenced by internal processes such as physical and psychological 

wellbeing.  

Positive Behavior Interventions and Supports are based on the principle of tiered 

interventions aimed at affecting behavioral change in individuals.  It is assumed that children 

who behave better at school will, in turn, achieve better academically.  This is one of the reasons 

for which teachers use a range of available strategies to ensure that students are well-behaved.  

The Positive Behavior Interventions and Supports system relies heavily on one of the four major 

principles of Skinner’s radical behaviorism.  This principle is called the analytic concept.  The 

analytic concept relies on what Skinner calls a “reinforcer” (Moore, 2011, p. 457).  Moore 

(2011) explains a reinforcer as the “consequence of a response that increases the probability of 

the response” (p. 456).  Positive Behavior Interventions and Supports is grounded in the concept 

that, through tiered interventions, an individual can be offered a reinforcer to entice or encourage 

them to continue exhibiting the desired behaviors.  In contrast, many traditional discipline 
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programs offer deterrents to individuals to prohibit or prevent negative behaviors.  Positive 

Behavior Interventions and Supports are based on rewards rather than deterrents.  Students are 

rewarded for exhibiting the desired behavior.  Supporters of this program argue that positive 

reinforcement is more effective than negative consequences in generating the desired behavior 

change.  

Behavior considerations are integrated in the tiered-intervention system of Positive 

Behavior Interventions and Supports.  Tiered interventions proactively attempt to impact 

behavior in the early stages; the program requires early intervention to redirect minor negative 

behaviors before they escalate to major behavioral issues that are more challenging to address.  

By reinforcing and rewarding positive behaviors early and often, dealing with minor incidents 

consistently and immediately with positive interventions and redirection, Positive Behavior 

Interventions and Supports aim to create a positive behavioral foundation that an individual can 

use to cope with larger behavioral challenges as they arise.  Supporters of this program hope that 

the students’ backgrounds and positive behavioral foundation would prevent poor choices 

leading to negative consequences.  The originators of the program have based their theory and 

the components of Positive Behavior Interventions and Supports on a solid background rooted in 

the theoretical foundation of behaviorism, one of psychology’s major historical concepts. 

There are many researchers dealing with Positive Behavior Interventions and Support 

programs that stand out in the field.  Dr. George Sugai, of the University of Connecticut, and co-

director of the Office of Special Education Program’s Center on Positive Behavioral 

Interventions and Supports, is one of the prominent names associated with PBIS in the literature.  

In the research that he and others, such as Dr. Rob Horner, Dr. Glenn Dunlap, and Dr. Bob 

Algozzine have conducted, different themes emerged, such as a focus on the whole-school as the 
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unit of intervention and the development of interventions tied to specific tiers of support 

mechanisms.  Eber et al., (2002) point out that the students who demonstrate pronounced 

emotional and behavior problems in school settings constitute a relatively small percentage of 

the total enrollment of a school; however, they call for considerable investments in expertise, 

time, and resources.  It is thus crucial, in a world of increased accountability, to find ways to 

provide behavior supports and interventions effectively while protecting instructional time for 

students.  Boulden (2010) studied the School-wide Behavior Intervention Support Team 

program, a school-wide behavior management program, and demonstrated its foundation in the 

behavioral theory.  As Anderson and Kincaid’s research (2005, as cited in Boulden, 2010) has 

shown, programs such as the Behavior Intervention Support Team and other School-wide 

Positive Behavior Interventions and Supports, are founded on the behavioral theory, which 

underscores the relationship between physiology and environment, and the capability to 

influence behavior by changing environmental conditions.  This means that there is a need for 

identifying the cause of problematic behaviors and addressing them.  Once the student has 

adopted the expected behaviors, it should be sustained through methods such as positive 

reinforcement.  

Marr et al. (2002) discuss the demands placed on school administrators as teachers lack 

specialized resources to deal with increasingly disruptive and violent behaviors.  The goal of 

both teachers and administrators is to promote a safe school environment that encourages 

learning (Marr et al., 2002).  A proactive approach to ensuring a safe and appropriate learning 

environment is to establish classroom and school-wide expectations collaboratively while 

frequently reinforcing them.  Another key component is to “include data-based strategies for 
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supporting all students along a continuum of need and intensity based on a three-tiered model of 

prevention” (Freeman et al., 2006, p. 4). 

The increased accountability pervading the education field today poses an unprecedented 

challenge to school administrators who need to develop and implement systems that are both 

effective and efficient.  Pont et al. (2008) share that local, state and federal mandates are 

requiring increased justification and documentation of program results.  Parents are questioning 

school programs, policies, and procedures in relation to discipline, attendance and academics.  

Pont et al. (2008) assert that parents are demanding greater participation in their child’s school 

programs.  School administrators must respond by devising more effective methods for student 

management and accountability.   

Significance of Study 

One primary indicator schools’ use to gauge how well they are doing in educating 

students is student performance on benchmark assessments and standardized achievement tests.  

Although there are many, complex and interactive factors that account for student academic 

scores on such tests, research suggests that one factor is student problem behavior (Scott et al., 

2001).  Disruptive behaviors typically result in loss of instructional time, compromising learning.  

Consequently, interventions must recover and maximize instructional time by keeping students 

in class which could eventually lead to improvements in academic areas.  Horner et al. (2005) 

reported preliminary descriptive data suggesting a relationship between school wide PBIS and 

changes in academic performance, noting the need for further analysis in this area.  

Several research findings have highlighted the significance of PBIS in improving 

academic performance; therefore, the findings of the current research are significant to the school 

and district administration.  The school administration will utilize these findings as a basis for 
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making decision on the allocation of resources to support the implementation of PBIS.  The 

school district can also use these findings to determine the best course of action that need to be 

taken to improve the academic performance of students with problematic behaviors.  They can 

support the different schools financially to adopt and implement the PBIS program.  The 

implementation of PBIS is likely to bring about many benefits to the community at large.  The 

problematic behaviors of students such as aggression and violence will reduce since the students 

will be well-behaved.  

The delimitations set by the researcher were determined by a desire to gain a better 

understanding of the relationship between school-wide positive behavior intervention system 

implementation and its effects on discipline, attendance, and student achievement at Canyon 

View Middle School.  The researcher restricted participation to students and staff at Canyon 

View Middle School.  The sole focus of Canyon View Middle School in this study did not allow 

the researcher to gain the views of other middle schools within the school district, nor in 

neighboring school districts where school wide positive behavior intervention systems are in 

place.   

A second delimitation was the data collection and intervention processes that were 

available to the school at the time the study was conducted.  The researcher limited the analysis 

of the data to those students and teacher participants who had been at Canyon View Middle 

School over the past two years as a close relationship is required between teachers and their 

students to fulfill the responsibilities of program implementation and outcomes.  The researcher 

believed, based on the work of Senge (1990) and Nygren (1992), that the process of creating a 

successful school-wide positive behavior intervention system required an extended period which 

would allow for the true picture of the school culture to be determined. 
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Assumptions 

The study included the following assumptions:   

 1. The participants in this study responded accurately to the survey and interview 

questions by sharing genuine perceptions of Positive Behavioral Intervention Systems and their 

effect on students’ academic performance. 

 2. Teachers understood the vocabulary and concepts associated with PBIS and the 

decision-making process involved in their implemented in the classroom. 

 3. The data collected allowed measurement of the site leadership team’s knowledge, 

skills, and perceptions of their roles in the utilization of school wide PBIS in supporting 

decision-making. 

 4. The interpretation of the data reflects a positive response to the research. 

 5. Students who have good connections with others have better behaviors and academic 

performances.   

Definition of Terms 

The definitions to the key terms used in the current study have been provided: 

Academic Performance Indicators: Assessments used by the school districts to measure 

the academic areas of Reading and Math.  Assessments consist of California Assessment of 

Student Performance and Progress (CAASPP), Reading Inventory (RI) and Think Through Math 

(TTM) along with classroom formative and summative assessments. 

Free and Reduced Lunch: Students whose family’s income level qualifies them for free 

and reduced lunch prices. 
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Functional Behavior Assessment (FBA): A systematic process of identifying problem 

behaviors and the events that predict those behaviors and determine the reason for their 

occurrence. 

Colt Intervention Time (CIT):  Middle school students in Grades 6-8 have 30 minutes of 

CIT.  The primary purpose for CIT is for students to work on homework or contact teachers for 

instructional support.  Student options on how to use CIT include personal reading time, retaking 

tests, visiting with a teacher for the opportunity of re-learning skills, accessing the library or 

computer labs, or PBIS lessons.  Each student is in the same CIT class for the school year; the 

teacher of that class becomes the child’s advocate and personal contact at school.  CIT teachers 

assist students in tracking work progress and hold them accountable for effectively using their 

CIT time. 

Discipline Referral (DR): A process in which the student is referred to the school office 

to meet with an administrator due to the severity of behaviors. 

Response to Intervention (RtI): A process that involves: (a) screening students to identify 

those who are not meeting grade level expectations through classroom-based assessments, 

CAASPP and/or benchmark assessments; (b) providing research-based interventions to students 

in need; (c) monitoring student progress frequently to make decisions about changes in 

instruction; and (d) applying child response data to important educational decisions, such as 

special education eligibility under the category of specific learning disabled. 

Positive Behavior Interventions and Supports (PBIS): They constitute a broad range of 

systemic and individualized strategies for achieving important social & learning outcomes while 

preventing problem behavior from students. 
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AERIES Student Information System: This system is a web-based platform designed to 

help teachers and support staff in using office referral data to create school-wide and individual 

student interventions. 

California Assessment of Student Performance and Progress (CAASPP): Achievement 

tests which consists of the English/Language Arts and Math.  The CAASPP is administered one 

time per school year in Grades 3-8 and 11. 

Reading Inventory (RI): Benchmark assessment in Language Arts that is given in Grades 

3-12.  Students are assessed every six weeks. 

Think Thru Math (TTM): Benchmark assessment in math that is given in Grades 3-8: 

Students are assessed every 6 weeks.  

Panorama Survey (PS):  Nationwide survey of resiliency, protective factors, risk 

behaviors, and school climate. 

“Students at Promise”: Students at promise are, for the purpose of this study, identified 

from student performance on the CAASPP assessment, RI and TTM benchmark assessments, 

along with formative and summative assessments in the classroom.  A student who performs 

below proficiency on the CAASPP, and/or performs below the 50th percentile on both the RI and 

TTM benchmark assessments was identified as a student at promise. 

Summary 

The purpose of this study was to examine the utilization of PBIS, its practices and 

impacts on behavioral referrals, attendance, and academic success for middle school students.  

The school addressed in this study was assigned a pseudonym, Canyon View Middle School.  

Three research questions were addressed: What are students’ perceptions of their schools and of 

the implementation of PBIS in their school?  How does the implementation of PBIS correlate 



18 
 

with student academic achievement (GPA), academic performance in math and ELA, and student 

perceptions of their school?  How does the implementation of PBIS and student GPA vary by 

ethnicity, gender, and grade level?  The theoretical framework for this study is based on the 

conceptual foundation of school wide positive behavioral intervention systems as described by 

Lewis et al. (2010).  The behaviorism theory was used to provide more explanation and 

justification for using the adopted theoretical framework.   

The research provides many reasons for using PBIS systems.  As school administrators 

struggle with increased accountability, decreased financial resources and increasingly diverse 

school populations, traditional methods for classroom management are no longer sufficient in 

meeting the needs of schools.  Research has improved instructional delivery methodologies to 

make them more targeted, effective, and efficient.  The same trend can be observed in student 

discipline practices.  Schools and districts are also constantly working on improving instructional 

methodology to prepare students for success on high-stakes standardized testing.  Many school 

districts have also made concerted efforts to increase the rigor and relevance of their instructional 

delivery, to prepare students to be competitive in a twenty-first century environment.  With this 

increased rigor and relevance, many school districts are choosing to implement more of a 

project-based learning approach to instruction.  Project-based learning requires that teachers 

provide students with much more freedom than is traditionally experienced in the classroom.  

This increased freedom makes Positive Behavior Interventions and Supports programs even 

more necessary, as it provides students with acceptable routines and procedures, as well as 

internal coping skills.  Students respond to instructional methods differently.  The same can be 

said for discipline methods. 



19 
 

Positive Behavior Interventions and Supports systems use data to implement targeted, 

tiered intervention strategies in a proactive manner, to manage these behaviors before they 

become major disruptions in the classroom and educational settings.  The use of data makes 

Positive Behavior Interventions and Supports programs attractive to schools and school 

divisions.  Through constant data monitoring, schools can successfully target areas of need 

through specific interventions.  This allows schools to customize their Positive Behavior 

Interventions and Supports program to meet specific needs.  Positive Behavior Interventions and 

Supports programs provide a common structure and framework, but they are not a one-size-fits-

all solution.  The framework and structure can be customized using a variety of interventions and 

consistent techniques provided through Positive Behavior Interventions and Supports.  This 

adaptability makes the program not only efficient, but also effective across a broad spectrum of 

school environments. 

Relying heavily on modeling positive behaviors, rewarding those positive behaviors, and 

operating in a consistent school-wide manner, students have clear expectations that do not 

change from day-to-day or classroom-to-classroom.  This consistent positive reinforcement 

allows students to cope with the pressures of peer influences better and to make positive 

behavior decisions more consistently.  While there is an abundance of research that shows that 

Positive Behavior Interventions and Supports programs have a positive impact on behavior, the 

number of office referrals and more serious behavior infractions and consequences, less research 

has been conducted to the relationship between PBIS implementation and student academic 

achievement.   

Several research findings have highlighted the significance of PBIS in improving 

academic performance.  The findings of this research are therefore highly significant to the 
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school administration, the policy makers, and the government.  The limitations include missing 

data about PBIS implementation, the late implementation of AERIES discipline platform, the 

presence of extraneous variables that had not been accounted for in the current study, the small 

participant sample and the collection of self-reported data from participants.  The target 

population was delimited to students and staff at Canyon View Middle School, and the data that 

was available to the school district at the time the study was conducted.  The researcher assumed 

that the participants responded accurately that they understood the common vocabulary and 

concepts associated with PBIS, and that the data collected measured the site leadership team’s 

knowledge, skills and perceptions.  He also assumed that the data was appropriately interpreted 

and thus reflects teachers’ responses accurately.  

Organization of the Study 

 This current dissertation consists of five chapters.  Chapter 1 provides an overview of the 

background of the study.  It also describes the practical and research problems that gave rise to 

the current research.  The purpose of the study and the four research questions guiding the study 

are outlined.  Chapter 1 also covers the significance of the study, theoretical frameworks used, 

limitations, delimitations, assumptions, and the definition of key terms.   

 Chapter 2 presents a review of the literature, which includes various subtopics related to 

the core concepts presented by the research questions of the current study. Examples include the 

efficacy theory, teacher efficacy, principal leadership, trust, and principal trust.  Chapter 3 

describes the methodology used for this research study, a mixed method research design.  It 

includes the procedures for the selection of participants, instrumentation, data collection, and 

data analysis procedures. 
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 Chapter 4 presents the study’s findings through descriptive demographic information, 

confirmatory factor analysis, and the results of other data analyses for the research questions.  

Chapter 5 begins with a summary of the entire study.  It discusses the findings and states the 

implications of the findings for theory and practice.  The researcher uses the current study’s 

findings as well as existing research to propose a set of recommendations for better PBIS 

implementation and identifies areas for further research.  
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CHAPTER 2: REVIEW OF THE LITERATURE 

 PBIS is not a new program or behavioral theory.  It is a behaviorally based framework 

which improves schools’, families’, and communities’ capability to create effective 

environments that boost the association between research-based practices and the environments 

in which teaching, and learning take place.  The current study focuses on building and sustaining 

school settings that promote lifestyle outcomes such as the personal, health, social, and 

recreation for children and young people by minimizing the impact of problem behaviors and 

increasing the attractiveness of desired behavior.  PBIS is school-wide, proactive, systems level 

approach that makes it possible for schools to support student behavior.  

This chapter will be addressed under the themes developed from the research questions 

namely description of PBIS, programs and strategies for PBIS implementation and the effects of 

PBIS on student behavior, attendance, and academic performance.   

Reasoning for PBIS 

 PBIS became a need because school administrators, teachers and support staff have 

become increasingly frustrated with the impact of student behavior on their schools.  The public 

perception is that student behavior is out of control, so the teachers and the support staff 

generally do not make extra efforts for ensuring that students are well-behaved.  Isolated 

situations of violence that occur in school settings such as shootings contribute to this perception, 

and often lead to the interpretation that schools lack discipline and control (Rose & Gallup, 2005; 

Simonsen et al., 2008).  In a 2004 survey, 75% of teachers acknowledged that they would spend 

more time teaching effectively if they experienced less student indiscipline and disruptive 

behaviors in their classrooms (Chafouleas et al., 2010).  Teachers continually struggle with 

mastering classroom management strategies that are proactive, preventative, and relatively 
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simple to implement within the classroom while providing minimal disruption to the classroom 

(Guardino & Fullerton, 2010).  The lack of teacher competence in this area leads to disruptive 

behavior remaining mostly unaddressed, which gives room to recurrence and hence poor 

academic performance. 

However, there have been school-wide discipline programs that have been implemented 

over the years which emphasize preventive intervention.  Several studies have reported good 

results from whole school discipline programs (Langland, et al., 1998; Lewis et al., 1998; 

Luiselli, et al., 2001), leading to several evidence-based and “best practice” recommendations 

(Walker et al., 1996).  Researchers have reported that when both behavioral and instructional 

supports are provided, improvements in academic performance are seen (Horner et al., 2005; 

Lewis & Sugai, 1999; Schaughency & Goodman, 2003; Sugai, 2003).  Coupling powerful 

behavioral interventions and instructional strategies has been found to result in sustained gains in 

student achievement (Marzano, 1998; Marzano, et al., 2001).  Horner and Sugai (2000) 

introduced a series of brief reports that included two-data based studies that indicated that the 

outcomes could be maintained.  Another longitudinal study by Luiselli et al. (2002) further 

supports longitudinal evaluation of whole-school discipline practices indicating positive long-

term results. 

Description of PBIS 

In the past several years, Positive Behavior Interventions and Supports (PBIS) have been 

used increasingly in schools as a means to shift from reactive strategies, such as detention, 

suspension, and expulsion, as the primary response to problem behaviors to more proactive and 

positive approaches that address the entire school as well as individual students (Colvin & 

Fernandez, 2000; Elias, 1998; Mayer, 1995; Nakasato, 2000).  PBIS specifically requests schools 
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to follow four critical elements for implementation: the outcomes, the data, the practices, and the 

systems.  PBIS outcomes are specific to the targeted group of students and are often proactive in 

nature to prevent behaviors from becoming chronic.  Data is collected on behaviors to measure 

the progress of implementation towards the outlined outcomes, which may include measures of 

appropriate behavior such as office discipline referrals.  Other common examples of outcomes 

include adopting the required behavior and attending school as expected (Vaughn et al., 2009).  

The collected data is usually analyzed, and the results used to determine whether the PBIS is 

effective or not (Baker, 2005).  The analyses focus on the intensity of the supports provided in 

the primary tier and the steps undertaken to increase structure, provide more intensive social 

skills training, and deliver more frequent reinforcement.  The support from the teachers, the 

parents and the support staff contribute significantly to students’ sustained adoption behavior 

(Chafouleas et al., 2010).  Systems are established to guarantee the fidelity of implementation of 

the adopted practices and data are regularly collected, reviewed, and used to make decisions.  

PBIS establishes a positive and preventive continuum of behavior support in which, 

behavioral expectations are taught directly and are formally acknowledged, data is used for 

decision-making and action planning, a function-based continuum of supports is established, and 

durable outcomes and accurate implementation of interventions are stressed (Sugai, et al., 2000).  

PBIS is neither a curriculum nor a program of prescribed strategies.  Rather, it can be 

conceptualized as a framework under which systems identify predictable problems, select logical 

strategies to improve outcomes, facilitate consistent implementation, and use data to evaluate 

their success (Baker, 2005). 

PBIS does not focus primarily on reducing problem behaviors.  It calls for systemic 

changes such as community inclusion, expansion of social relationships, improved family life, 
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and personal satisfaction to improve interactions in both the student and family’s life (Clarke, et 

al., 2002).  PBIS is a universal prevention strategy aimed at altering the school environment by 

creating improved systems based on discipline, reinforcement, data management, and procedures 

such as office referrals, training, and leadership that promote positive change in staff behaviors, 

which, in turn, translate into positive student behaviors.  The model draws on behavioral, social 

learning, and organizational behavioral principles (Lewis & Sugai, 1999), which were 

traditionally used with individual students but have been generalized and applied to an entire 

student body consistently across all school settings (Durand & Carr, 1992).  PBIS uses specific 

strategies for assessment and intervention to ensure that interventions are technically sound.  

PBIS is also process-oriented, involving team organization and methods to promote active 

involvement of stakeholders and the development of contextually appropriate support plans 

(Bambara et al., 2001). 

PBIS is an intervention method that has shown promise.  The traditional approach 

assumes the student's behavior is the only problem that needs to be changed.  PBIS plans 

integrate multiple facets of causality; they include multiple strategies which alter environments, 

teach skills, and reinforce positive behavior rather than intervening on one, specific, challenging 

behavior (Ruef et al., 1998).  PBIS strategies must effectively meet student and teacher needs to 

be accepted and implemented by schoolteachers and support staff in the long term (Ruef et al., 

1998).  Functional Behavior Assessment (FBA), is one method which focuses on why a student 

acts a certain way. It uses different methods to understand what’s behind behavior challenges. 

The basic idea of functional behavioral assessment is that a student’s behavior serves a 

purpose. Whether they know it or not, kids act in certain ways for a reason. If schools and 

families can understand what’s causing a behavior, they can find ways to change it. FBAs that 
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are blended with classroom friendly interventions, such as self-management, PBIS plans were 

effective with elementary-aged children, both children with and without disabilities (Fantuzzo & 

Polite, 1990; Kern et al., 2001). 

The three-tiered model of Positive Behavioral Intervention Supports (PBIS) aligns with 

the continuum of the Response to Intervention (RtI) process; the students who respond to the 

strategies within each tier need less behavioral or academic intervention (Cheney et al., 2008).  

Both PBIS and RtI approaches incorporate effective practices for working with students’ 

challenging behavior (Hawken et al., 2008).  PBIS highlights the need for the application of 

school-wide strategies to boost productive behavior while reducing the problem behaviors of 

students at Tier 1 (Horner & Sugai, 2005), the PBIS system provides increasingly customized 

support at higher tiers.  Targeted interventions are offered to at-promise students at Tier 2 while 

tailored, rigorous services are offered at Tier 3 (Horner & Sugai, 2005).  Educators methodically 

teach and strengthen socially valued behaviors across the tiers.  Behavioral interventions should 

be efficient and economically effective to encourage schools to use them to promote the social 

skills of students (Hawken et al., 2007).  

Problem behaviors can originate in the home environment.  Children who experience 

interpersonal challenges with their parents have a greater probability of having behavioral issues 

at school (Pianta et al., 1995).  Children’s positive social outcomes are also considerably affected 

by both the nature of the interpersonal relationships developed between teachers and students 

and the kind of activities that students engage in at school.  Research carried out over the past 20 

years, have led to the conclusion that there was a relationship between the quality of students’ 

relationships with school staff and student outcomes (McPartland, 1994; Murray & Malmgren, 

2005).  Poor social relationships can bring about adverse outcomes on classroom adjustment, 
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academic performance, and cause school failure (Anderson et al., 2004; Sinclair et al., 1998).  It 

is crucial that prevention programs include teaching about and reinforcement of desired social 

behaviors to students, a strategy that is aimed at reducing problematic behaviors in educational 

settings and thwart negative social and academic issues (Gottfredson & Gottfredson, 2002; 

Hawkins et al., 2001; Sugai et al., 2002). 

Components of PBIS 

 Previous school models often involved waiting for a student to fail before providing 

support.  This type of support is termed as reactive and has been vied as ineffective (Algozzine et 

al., 2011).  This may be attributed to the negative emotions associated with failure which may 

hamper students from highlighting the issues that affect their performance.  PBIS utilizes a three-

tiered model to behavior support to address social behaviors of all students proactively and 

prevent social and academic failure.  The primary tier is intended to support all students 

throughout all school settings.  When implemented effectively and accurately, schools can expect 

82% of middle school students to respond to the primary tier of intervention (Simonsen et al., 

2008).  The second tier is designed to support the group of students who have not responded to 

the first tier of interventions, but do not pose a threat to themselves or others (Bradshaw et al., 

2010).  This means that the strategies implemented at the first tier may not effectively address 

the needs of all students because their needs may vary.  Tertiary tier interventions are designed to 

help individual students who require additional support to benefit from Tier 1 and 2 

interventions.  Tier 3 interventions are also applied when student behaviors become serious 

enough to require more immediate and intensive support (Simonsen et al., 2008).  

PBIS and its practices are founded on the association between academic performance and social 

behavior which is a widespread belief in education (see Figure 2.1).  Correlations between 
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behavior and attainment draw strength in ongoing efforts to reduce learning problems, 

particularly for students incurring the risk of academic failure (McIntosh et al., 2006; Stewart et 

al., 2007; Vaughn et al., 2009; Wehby et al., 2003).  It becomes challenging for students to learn 

when they are spending more time in discipline-related interactions than in learning academic 

content (Miles & Stipek, 2006).  If a student is being disciplined, the teaching time reduces, and 

his probability of poor academic performance is high. 

 

Figure 3. 1.  Supporting Social Competence and Academic Achievement Using Elements of 

PBIS. 

 Currently, there is a wide disparity in disciplinary practices across schools, ranging from 

schools that implement zero tolerance policies and demand behavioral compliance to those that 

stress student autonomy and independent decision-making (Stronach & Piper, 2008).  Popular 

yet ineffective treatments are often utilized in schools which do not necessarily show good effect 

sizes.  Reform policies on discipline can range from systematic reinforcement of positive 
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behavior to automatic expulsion for a growing list of offenses (American Psychological 

Association Zero Tolerance Task Force, 2008).  The relationship between the classroom 

environment, student behavior, and academic engagement has been investigated by various 

researchers (Guardino & Fullerton, 2010; Hood-Smith & Leffingwell, 1983; Visser, 2001).  A 

well-organized classroom allows the teacher to interact more positively with students while 

reducing the probability for challenging behaviors to occur (Nelson et al., 2002). 

The universal level of the three-tiered model, referred to as School-Wide Positive 

Behavioral Interventions and Supports (SWPBIS), is being widely disseminated by the U.S. 

Department of Education (Knoff, 2000) and several state departments of education (e.g., Illinois, 

North Carolina, Colorado, Maryland, and Oregon).  It is estimated that SWPBIS has been 

implemented in more than 9,000 schools across the United States (Horner, 2009).  For example, 

the teachers and support staff at Canyon View Middle School decided to work together to 

implement Positive Behavior Interventions and Supports (PBIS) for all students and to address 

the academic needs of all students and their challenging behaviors using a three-tiered model of 

interventions.  Canyon View Middle School worked with each grade level several times a year to 

teach the students the expectations called for by the PBIS system.  Each grade level was 

explicitly taught appropriate behaviors to adhere to in school areas such as the classrooms, 

multipurpose room, and the library.  Students were also taught about appropriate behaviors to 

adopt when exiting the building after school.  Instruction was based on the application of these 

three principles namely be safe, be respectful, and be responsible in each one of these areas.   

PBIS Implementation 

PBIS can be effectively implemented at three levels namely the primary, the secondary, 

and the tertiary with each level adopting different strategies and programs.  At the primary level, 
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the focus is on the prevention of the negative behaviors and the areas of emphasis is on routine 

and adherence to the developed rules (Boulden, 2010).  At this stage, the students need to be 

aware of the behaviors which are acceptable and those that are not acceptable.  The teachers need 

to develop and post either a matrix or an outline of the expected behaviors around the school 

setting to create awareness of the required behaviors among students (Chafouleas et al., 2010).  

This means that the student should always behave positively whether inside or outside the 

classroom.  In addition, the teachers as well as the team members of PBIS need to teach the 

students about the expected behaviors.  The teachers are also trained by the PBIS team on the 

application of the techniques that will help students adhere to the laid down rules and regulations 

(Dunlop, 2013).  Thereafter, the PBIS team keeps on surveying the school to ensure that the 

program is running effectively and to provide any new idea that may contribute to the success of 

the implementation process.  At the primary level, there is also reinforcement of behaviors, either 

positively through rewards or negatively through punishments.  According to Coffey and Horner 

(2012), approximately 80% of the students usually respond accordingly with the needed behavior 

at the primary level.  Those students who do not present a change of behavior will need 

additional support which is normally given at the secondary level.  

At the secondary level, the behavioral support is intense since these students are viewed 

as difficult. Reinke et al. (2012) assert that students at the secondary level are those who are at a 

high risk of being involved in challenging problem behaviors.  These are students who have been 

involved in disciplinary issues several times, at most five times in a year, and who usually need 

to undergo functional behavioral Assessment (Boulden, 2010).  The functional behavioral 

assessment informs the instruction of students on new skills and behaviors that are supposed to 

replace the old problematic behaviors.  The attention given to students at this level is more than 
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that which is given to those at the primary level, although less that the attention given to those at 

the tertiary level.  

 The tertiary level typically includes few students of about 5%, yet these students require a 

lot of attention to exhibit the expected behavior (Cheney et al., 2008).  The students that have 

been escalated to the tertiary level present problematic behaviors consistently, which are 

dangerous, extremely disruptive, and thus impede the learning process (Chafouleas et al., 2010).  

This level of prevention focuses on students who are suffering from conditions such as 

developmental disabilities, attention deficit hyperactive disorders, and autism.  The teachers and 

the staff need to be conscious of the students who are at the tertiary level and develop an 

implementation plan which is individualized.  FBA is utilized, similarly to the secondary level, 

to determine the student behaviors and the course of action to take to correct the students’ 

behaviors (Boulden, 2010).  For instance, a student who has been constantly disarranging the 

classroom can be given a reward if such a student stays calm for a certain period like two hours.  

 According to Dunlap and Fox (2011), during the implementation of the PBIS at the 

tertiary level, it is crucial for the student to be exposed to the prevention strategies of the primary 

level.  This exposure to the primary level strategies helps the student understand the 

expectations, school rules, and regulations that all students should embrace.  Some of the 

common students’ goals at the tertiary level include enhancing participation in school activities, 

achieving as well as increasing significant relationships with other, and helping these students to 

make choices independently (Dunlop, 2013).  Despite the guidelines about the strategies that 

should be implemented at each PBIS level, the implementation process varies from one student 

to the other based on students’ individual needs which require an individualized approach.  
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Programs and Strategies for PBIS Implementation 

 PBIS is a school-wide program that utilizes rewards, as well as praises to motivate 

students to behave in the right manner.  The correct implementation of PBIS will result in all 

students succeeding both inside and outside the classroom setting (Boulden, 2010).  According to 

Chafouleas et al. (2010), rewarding is one of the strategies that should be initiated early during 

the learning experience to stimulate students to increase their efforts during the process of aiming 

for more rewards in the future.  There are several forms of rewards that can be used by middle 

school teachers such as praising a good behavior or performance and giving tangible gifts such 

as a pencil or a certificate of recognition.  The teacher should systematically ensure that all the 

students have an equal opportunity of getting the rewards.  

On the other hand, the excess use of rewards reduces the learning drive of students due to 

acquisition of knowledge and skills and increases the desire to learn because of the reward 

attached to it (Dunlop, 2013).  This means that if the teacher withdraws the reward, there is a 

high likelihood that the students will stop behaving well and that those who were trying to 

improve their behavior will stop attempting.  According to Boulden (2010), the PBIS processes 

should be designed in such a way that, as students’ progress in the training, the reward is slowly 

withdrawn so that the learners work harder to get the recognition.  The ultimate award should be 

praises and recognition as this will boost the students’ intrinsic motivation towards achieving 

academic goals as well as appropriate behavior.  The award needs to be something that the 

students prefer or else the PBIS is likely to fail (Coffey & Horner, 2012).  It is indeed evident 

that the students should be involved in the choice of the awards to be given if the PBIS is to be 

effective.  



33 
 

 Feedback is another strategy that has been found to be highly effective in PBIS in the 

molding of students’ behavior.  Feedback should be given in both a positive and negative 

situation but should be communicated in a positive manner to the students.  Dunlop (2013) 

concurs with Coffey and Horner (2012) by asserting that student feedback should be given in a 

manner that is specific, encouraging, and positive.  This way of communicating feedback offers 

the students the opportunity to comprehend the problem being addressed without feeling 

intimidated.  Besides, when the teacher is giving feedback to the students, he has the chance to 

encourage them to reflect on what they could have been done instead of adopting the negative 

behaviors.  This will help the student to shape his actions to the expectation of the teacher.  

Praise, which is one of the commonly used types of feedback enhances a student’s positive 

behavior (Reinke et al., 2012).  Praise instills intrinsic motivation which encourages the student 

to keep on behaving in the required manner.  

 The other strategy found to be effective in the sustainability of PBIS is the incorporation 

of rules and policies, followed by the creation of awareness among the students on the developed 

rules and policies.  For a rule to be effective, students need to be aware of the consequences 

(Boulden, 2010).  In addition, the consequences need to vary according to the type of rule that 

has been broken (Cheney et al., 2008).  For instance, the consequences of a problem such as 

stealing should not be similar to that of an individual being loud in class.  The consequences 

should be applied as soon as possible so that other students understand the school’s intolerance 

of misbehavior; this could deter other students from repeating them.  The rules should be 

specific, easy to understand, and outlined in a manner that is positive (Coffey & Horner, 2012).  

Specificity of the rule is also important as it guides staff into applying them consistently.  

Students are thus more likely to be treated equally, which increases the effectiveness of PBIS.  
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Further studies have shown improvements in student behavior and school climate that are 

related to improvements in academic outcomes (Fleming et al., 2005; Horner et al., 2008; 

McIntosh et al., 2006; Nelson et al., 1996; Wentzel, 1993).  The critical components include:  (a) 

setting behavior expectations; (b) teaching critical interpersonal skills; (c) providing systematic 

positive reinforcement for meeting behavioral criteria; (d) monitoring intervention data through a 

consistent data collection and analysis process; (e) involving all teachers and support staff in the 

development of discipline practice; and (f) reducing and eliminating reactive, punitive, 

exclusionary strategies with support of a proactive, preventative, and skill-building technique 

(Horner & Sugai, 2000; Nelson, 1996; Walker et al., 1996).  

Positive behavior interventions and supports (PBIS) are intended to improve the climate 

of schools using a “systems approach to enhancing the capacity to adopt and sustain the use of 

effective practices for all students” (Lewis & Sugai, 1999, p. 4).  Empirical intervention research, 

as well as other data and perspectives of PBIS, has been published in the Journal of Positive 

Behavior Interventions since 1999. The importance of research in the area of behavioral supports 

for children is straightforward:  It is difficult for students to learn when they are spending more 

time in discipline-related exchanges than in learning academic content (Miles & Stipek, 2006).  

The research significance for teachers is reflected in the belief that “dual deficits of learning and 

behavior problems may make it difficult for practitioners to provide effective instruction” 

(Sutherland et al., 2008, p. 223). 

Elements of PBIS Implementation 

Data collection and analysis followed the guidelines and implemented structures 

consistent with SWIS for data collection and interpretation. 
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Data-Based Decision-Making 

Each month during staff meetings, data from the previous month was reviewed and 

discussed to determine locations and frequencies of behaviors.  The PBIS leadership team would 

meet and share information concerning specific student behavior at each grade level.  Grade 

level teams would meet with students individually to develop a plan for improving behavior. 

Increasing Reinforcement of Good Behaviors 

Utilizing the 5-Star reward system, which is a cloud-based program that allows students, 

teachers and administrators to track student involvement, students were asked by their teachers to 

provide access to their 5-Star rewards account when appropriate behaviors were observed.  Once 

the teacher scanned a student’s account, the student was automatically entered for an opportunity 

to win prizes.  The students also earned 5-Star points for academics, attendance, and community 

service. 

Teaching Behavior 

Appropriate student behaviors were taught at the classroom level.  Behaviors across 

multiple school areas were addressed: classrooms, hallways, lunchroom, media center, bus, and 

recess area.  The PBIS leadership team developed lessons and PowerPoint presentations for each 

teacher’s use in their classroom lessons.  The PBIS leadership team developed the lessons for 

consistency and fidelity of implementation.  However, each teacher could use their individual 

lesson plan if the content instructed was the same.  After the students learned about the 

expectations of PBIS, they were requested to take the role of the instructor.  The students were 

given the opportunity to teach the lesson about the same topic in a mode of their choice.  

Students prepared the lessons using PowerPoint presentations, videos, and skits. 
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School Culture 

Culture can impact learning positively or seriously inhibit the functioning of a school.  

Culture is the stream of “norms, values, beliefs, traditions, and rituals built up over time” 

(Peterson & Deal, 1998, p. 28).  School culture is continuously being built and molded through 

exchanges with pothers and reminiscences about life and the world (Finnan, 2000).  Freiburg and 

Stein (1999) described school climate as the heart and soul of the school that draws teachers and 

students to love and want to be a part of it.   

 There are many factors that affect school culture (see Figure 3.1).  A strong culture is 

grounded in a common philosophy that is evident in the moral vocabulary, rituals, discipline, 

academic expectations, and relationships among students, teachers, and the larger school 

community.  In schools, culture is often referred to as “the way we do things around here.” 

School culture is represented by the stable, underlying factors that shape the beliefs, 

expectations, and behaviors of the institution.  A school’s culture becomes observable as it 

guides the behavior of community members and helps organize and shape the school community 

on a subconscious level.  A strong school culture is linked to numerous positive academic and 

civic outcomes, from performance in short-term assessments to long-term civic engagement and 

educational attainment. 
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Figure 4. 1. Five Factors of School Culture (Johns Hopkins, 2019)  

Interactions between staff members, the students and the community at large nurture 

school culture.  School culture becomes the guide for behavior that is shared among members of 

the school.  School leaders can use several channels to shape a school’s culture or climate.  For 

example, meaningless practices and symbols used in the school need to be analyzed and 

revitalized (Deal, 1987).  Emerging visions, dreams, and hopes needs to be articulated and 

celebrated.   

The governance of schools also shapes culture (Hollins, 1996).  Site, district, and state 

level school administrators create the parameters within which cultures can be created.  Teachers 

are expected to follow the directives of the principal and other administrators.  Students are 

expected to follow the directives of the teacher and other school staff.  The way teachers and site 

administrators manage students, other staff and parents is the key focus to determining whether 
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the culture of a school (or district) is conducive to positive behaviors, increased attendance, and 

positive academic performance.   

The literature on school culture makes it clear that effective schools, in other words, 

schools that demonstrate high standards of achievement in academics, have a school culture that 

is characterized by a well-defined set of goals that all members of the school (administration, 

staff, and students) value and promote.  If a site administrator or teacher can establish and 

communicate goals that define the academic, behavioral and attendance expectations of the 

school clearly, and if the site administrator can rally all the stakeholders around these goals, then 

the motivation to achieve them is likely to follow. 

Most reviews reach a consensus about the centrality of school culture and climate to 

academic success (Mackenzie, 1983).  Purvey and Smith (1983) also found a close correlation 

between positive school culture and academic achievement.  They assert that a student’s chance 

for success in learning cognitive skills is heavily influenced by the climate of the school.  An 

academically effective school would be likely to have clear goals related to student achievement, 

teachers and parents, and a structure designed to maximize opportunities for students to learn.  A 

central focus on academic success increases the probability of realizing that academic goal as 

compared to a climate that emphasizes affective growth or social development.   

PBIS and Student Behavior 

 Violations of discipline by students are misbehaviors which have been reported by many 

schoolteachers.  The issue of problematic behaviors among students is enhanced if the students 

are boarders (Dunlap & Fox, 2012).  Although the behaviors which are being reported as 

indiscipline may be classified as mild such as making noise in class, these behaviors negatively 

influence the learning of students (Algozzine et al., 2011).  Currently, the cases of problematic 
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behaviors among students are increasing although most schools have implemented preventive 

and remedial strategies such as crisis planning and interventions (Bradshaw et al., 2010).  This 

implies that the teachers spend a lot of their time planning and handling crises among students, 

rather than focusing on teaching and learning.  PBIS can thus be used to lessen the occurrence of 

problematic behaviors among students and thus provide the teachers with adequate time for 

instruction (Chafouleas et al., 2010).  The implementation of PBIS means that a team will be 

largely responsible for the behavior change of the students and work collaboratively with the 

teachers, thus minimizing the time teachers spend on disciplinary processes. PBIS is also highly 

effective in enforcing discipline among students and thus fostering good behavior.  According to 

Bradshaw et al. (2010), PBIS has been found to be effective in correcting problematic behaviors 

because it focuses on developing a predictable and efficient school climate and on educating 

students on the expected behaviors.  The implementation of PBIS ensures that students get the 

necessary support regarding behavior such as direct instructions and acknowledgement when an 

individual behaves in an unexpected manner.  

 The adoption of PBIS at one of the elementary schools resulted in positive outcomes such 

as an improvement in the school climate and reduced rates of referrals to the office due to 

disciplinary issues (Chafouleas et al., 2010).  Lewis et al. (2010) concur with Bradshaw et al. 

(2010) by asserting that the implementation of PBIS led to reduced cases of suspension and that, 

as a result, there was an improvement in academic performance.  The effectiveness of PBIS in 

supporting behavioral changes of the students varies depending on the context of application.  

Schools differ from one another, providing various contexts of application.  The most significant 

variables that need to be considered are the attitude of the teachers towards the student’s 

behavior, the size of the school, the number of people in the administration, and the size of the 
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faculty (Horner et al., 2010).  There is need for teachers to believe that a change of behavior can 

occur for PBIS to be effective.  In addition, the school needs to have an adequate number of 

staff, teachers, as well as administrative staff who can ensure that, once the student has been 

taught the expected behaviors, he adheres to the established rules and regulations.  

 Several studies have highlighted the superiority of PBIS as an alternative to the reactive 

and punitive rules that have been used over the years to reinforce desirable behaviors across 

schools.  PBIS is a model that encourages the holistic development of students by addressing 

their identified behavioral needs individually (Bradshaw et al., 2010).  PBIS is particularly 

effective in enhancing the behavioral change of students because they promote social 

competence among the students; the staff and the families are involved in enhancing the behavior 

of students and enforcing the training of the required behavior (Algozzine et al., 2011).  This 

means that it is easier for the student to sustain an adopted behavior when he receives appropriate 

support both at school and at home.   

 The incorporation of RtI in PBIS enhances the use of the program for behavioral change 

because of the valuable elements it contributes (see Figure 1).  According to Reinke et al. (2012), 

one of the key elements of RtI is supporting positive behaviors.  Positive behaviors can be 

supported through a reward system which may lead to higher student motivation in maintaining 

expected behaviors and a school culture where students are disciplined.  The other equally 

important element of RtI is the use of early interventions for students who are experiencing 

academic difficulties (Horner et al., 2010).  If an individual’s behavior is molded at an early 

stage, the likelihood that the student will adopt and internalize the expected behavior is higher 

since problematic behaviors had not yet been developed into a habit. Another key element of RtI 

is the continuous monitoring of the behavior of students (Dunlap & Fox, 2012).  Continuous 
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monitoring of student behavior supports the evaluation of PBIS in assisting students to maintain 

desirable behavior.  Corrective measures are then instituted for any deviation from the expected 

behaviors.  

 The appropriate application of the three levels in PBIS is a key factor promoting the 

adoption of expected behaviors by students.  At the first level, the expected behavior is 

communicated to students in a repetitive and positive but less precise manner (Cheney et al., 

2008).  The student is thus more likely to be aware of behavioral expectations and to strive 

towards maintaining them.  Lewis et al. (2010) add that at this level, several strategies as well as 

systems are developed and implemented to support the students in maintaining the behaviors.  

One of these strategies is praise and recognition for the students who maintain the expected 

behavior.  At the second level, the interventions that are developed to drive behavioral change 

are intense (Algozzine et al., 2011).  The focus in this level is placed on the students who were 

not able to adjust their behaviors accordingly after strategies were implemented in the first level.  

Students at this level would be referred to their counselor for further consultation and additional 

assistance through peer groups.  At the last level, the focus of the PBIS is on the students who 

did not develop a change of behavior at the first and the second levels (Cheney et al., 2008).  

There is a strong need for further investigations to identify the issues compelling the student to 

engage in problematic behaviors.  This calls for individualized assessment followed by the 

implementation of individualized behavioral change strategies.   

PBIS and Attendance 

 The problem of lack of attendance in schools has increased over the years, becoming a 

serious issue.  The notion of not attending school has been traditionally considered as fun but has 

become a problem of concern especially among the students in middle schools (Horner et al., 
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2010).  The government body has shown its concern and developed policies to encourage higher 

attendance.  If a student attends school, the likelihood for him to attain an improved academic 

performance is high.  According to Clarke and Dunlap (2008), a good academic performance has 

been correlated with a good record of school attendance.  When a student does not attend school, 

he or she misses on the instruction time which is an important component in enhancing academic 

performance.  

 Several factors have been found to contribute to the lack of school attendance by 

students.  A major factor that contributes to the lack of attendance among students is a school 

climate that is not welcoming (Guardino & Fullerton, 2010).  Although the lack of attendance to 

school by students may be related to individual as well as family issues, most of the instances of 

absenteeism are due to an unfavorable school climate (Crews et al., 2007).  A positive school 

climate has been linked with a reduction in problematic behaviors such as violence and 

aggression among students.  According to Hawken et al. (2007), the focus of most studies is on 

the roles of schools in enhancing the attendance of students, however, little research attention is 

given to the factors which motivate the students to go to school.  

 School attendance is a highly significant element in the academic success of an 

individual.  A positive correlation exists between school attendance and academic performance 

(Horner, 2009).  This means that the higher the attendance of the students, the higher the increase 

in academic performance.  When students, especially those at the middle school level do not 

attend school, their achievement suffers.  A reduction in school attendance by students has been 

described by McIntosh et al. (2006) as harmful to the process of learning, leading to a drop in the 

academic performance.  A decrease in school attendance, specifically at the middle school level, 
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can pose a risk to academic performance in the subsequent years of education especially at the 

high school level.  

 Chronic absenteeism is a term used to describe the situation that arises when a student 

does not attend more than 10% of the number of years of schooling.  A lack of attendance to 

school increases the risk for a student to resort to social isolation, substance abuse, violence, and 

aggressive behaviors (Horner et al., 2010).  Lassen et al. (2006) reported the same line of 

reasoning as Horner et al. (2010) by stating that the lack of attendance to school has long-term 

effects such as social problems and economic difficulties in adulthood.  There is a need for 

ensuring that at an early stage, students are aware of the need for attending school and develop a 

habit of always going to school.  One of the most important programs that has been found to 

enhance the attendance of students is PBIS (Bradshaw et al., 2010).  The focus of PBIS is on 

supporting the development of good behavior among students, including regularly attending 

school.  

 Initially, correcting the behavior of students was based on the administration of penalties, 

which, over time, have been demonstrated to be ineffective.  Penalties for students such as 

punishment has been proven to increase the problematic behavior (Lewis et al., 2010).  A student 

who is always given a physical punishment for not attending school will get used to the 

punishment and will not be afraid of it.  As a result, the problem of lack of attendance will 

aggravate.  Guardino and Fullerton (2010) acknowledge that when a student gets in trouble such 

as by not attending school, he develops anxiety, irritation and other unpleasant feelings towards 

attending school.  The ultimate effect is that the problematic behavior will continue, and the 

academic performance will drop further, calling for the implementation of PBIS.  
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 PBIS has been found to be effective in promoting required behaviors among students 

such as regular school attendance (Crews et al., 2007).  The main goal of PBIS is the creation of 

a school environment that is positive through the development of systems that are improved and 

procedures that enhance a positive change in students’ behavior (Reinke et al., 2012). Once the 

goal has been achieved, the students will always be motivated to attend school.  PBIS is highly 

effective in improving the school attendance of students (Lassen et al., 2006).   

PBIS and Academic Performance 

 Several researchers have reported a positive association between PBIS and academic 

performance.  In a systematic review of the literature, Algozzine et al. (2011) reported that 

several research studies based on interventions revealed that there is an existing association 

between performance in academics and undesirable behaviors at the elementary school all the 

way to the high school level.  This means that if a student has a negative behavior in elementary 

school, the likelihood of that behavior continuing is high.  The probability of a continuous poor 

academic performance from elementary to high school is also increased.  Reinke et al. (2012) 

agree with Algozzine et al. (2011) about the correlation between the reading skills of students in 

school and disciplinary issues.  There is usually a variation in the reading skills of students at 

different levels of learning.  If a student experiences poor achievement, his chances of 

developing problematic behaviors is very high.  This is further highlighted by Crews et al., 

(2007) who reported that when learning becomes difficult, the likelihood of the students 

misbehaving is very high as it is a defense mechanism for avoiding the assigned tasks.  It is thus 

evident that the success of academic performance of a student is largely dependent on the 

behavior.  
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 The effect of negative behavior on academic performance is a cumulative effect. 

According to Algozzine et al. (2011), students who fail academically had a history of 

suspensions from school at the middle grade levels.  Hawken et al. (2007) report that students in 

sixth grade who are involved in violent behaviors such as bullying and fighting had a record of 

poor academic performance.  The focus of PBIS is on correcting behavior, it can thus be utilized 

effectively to ensure that students are well-disciplined, which can ultimately lead to improved 

academic performances.  

 For the performance of a student to improve, there is a need for adequate instruction time 

between the teacher and the learner.  PBIS helps to correct problematic behaviors of students, 

thus increasing the instruction time available to the student (Bradshaw et al., 2010).  This is 

because a student who is well-behaved does not only sit in class for a long time but also has an 

improved attention span.  Another research by Lassen et al. (2006), reported, that following the 

implementation of PBIS, the attendance of students to school increased and the attendance for 

the period of study improved.  A comparative study by McIntosh et al. (2006) on a school that 

implemented PBIS and one that did not indicated that about 62% of the students in third grade 

where PBIS was implemented recorded an improved academic performance while, on the other 

hand, approximately 40% of students in the school where PBIS was not implemented reported 

improved academic performance.  This strongly supports the notion that PBIS helps improve 

academic performance.  Lassen et al. (2006) reported that districts that had adopted PBIS had 

consistently high academic performance in comparison to the districts that had not.  These 

findings are consistent with the effectiveness of PBIS in the enhancement of learning, leading to 

improved academic performance.  
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 Despite the research-based benefits associated with PBIS, there have been some mixed 

findings reported on the influence of PBIS in academic performance.  Research findings by 

Means et al. (2009), indicated no significant relationship between PBIS and mathematic test 

scores from examinations.  In the same line, Simonsen et al. (2008) report that even though PBIS 

impacted the behavior of students positively, it did not have a significant effect on the test score 

of students at the elementary level.  The existing variation in effect of PBIS on academic 

performances of students could be due to chance or an influence of extraneous variables and thus 

the reason why this research was conducted.  

Summary 

PBIS is neither an intervention nor a theory, but a behaviorally based framework which 

has been applied in various contexts to strengthen the capability of schools, families, and 

communities and to enhance the relationship between research-based practices and the settings in 

which teaching, and learning happen.  PBIS specifically requests schools to follow four critical 

elements for implementation, which are the outcomes, the data, the practices, and the systems 

(Center on Positive Behavioral and Intervention Supports, 2019).  Previous school practices 

included a model that often waited for a student to fail before providing support.  The 

relationship between academic achievement and social behaviors and the need for non-punitive 

corrections of behavior are widely held beliefs in education that form the foundation for PBIS, 

and its practices. 

School administrators, teachers and support staff have become increasingly frustrated 

with the impact of student behavior on their schools.  The public perception is that student 

behavior is out of control and as a result, the teachers and the support staff do not make an extra 

effort of ensuring that the students are well-behaved.  Currently, there is a wide disparity in 
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school discipline practices, ranging from schools who implement zero tolerance and demand 

behavioral conformity to those that emphasize student autonomy and independent decision-

making.  School-wide discipline programs emphasize preventive intervention. In addition to 

instructional supports, a widely held belief is the interconnection between PBIS, academic 

achievement, and social behavior.  The universal level of the three-tiered model, referred to as 

School-wide Positive Behavioral Interventions and Supports (SWPBIS), is being widely 

disseminated to schools by the U.S government.  

In the past several years, Positive Behavior Interventions and Supports (PBIS) have been 

used increasingly in schools to shift from reactive strategies, such as detention, suspension, and 

expulsion, as the primary response to problem behaviors to more proactive and positive 

approaches that address the individual students as well as the entire school.  PBIS is 

characterized by a comprehensive focus on systemic changes such as community inclusion, 

expansion of social relationships, improved family life, and personal satisfaction to improve 

interactions in both the student and his family’s life.  Appropriate implementation of PBIS can 

impact students succeeding both inside as well as outside the classroom setting. 

Reward has been used, as part of the PBIS implementation process, as one of the 

strategies for motivating students to adopt the expected behavior.  On the other hand, the excess 

use of rewards reduces the learning drive of students due to the acquisition of knowledge and 

skills.  It also increases the desire to learn because of the reward attached to it.  Feedback is 

another strategy that has been found to be highly effective in PBIS in the molding of students’ 

behavior.  Feedback should be given in a situation that is positive as well as a situation that is 

negative but should be communicated in a positive manner to students.  The other strategy found 

to be effective in sustaining PBIS implementation is the incorporation of rules and policies 
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followed by the creation of awareness among the students on the developed rules and policies.  

For a rule to be effective, students need to be aware of the consequences.  

PBIS can be effectively implemented at three levels namely the primary, the secondary, 

and the tertiary levels with increasingly intensive strategies and programs being administered at 

each level.  At the primary level, the focus is on the prevention of negative behaviors and the 

areas of emphasis are on routine and adherence to the developed rules.  At the secondary level, 

the behavioral support is intense since these students are viewed as difficult.  The tertiary level 

usually has few students of about 5%, yet these students require a lot of attention to exhibit the 

expected behavior.  The elements of implementation of PBIS are team data analysis and 

decision-making, data-based decision making, increasing reinforcement of good behaviors, 

teaching behavior, clearly identified expectations, and a tiered system of interventions.  

The application of the three levels in PBIS places a major focus in ensuring that the 

students adopt the expected behavior.  At the first level, the expected behavior is communicated 

to students in a manner that is not only precise but also by use of a positive approach.  

Concerning the attendance, the issue of students not attending schools is currently increasing and 

it can be described as a serious problem.  Several factors have been found to contribute to lack of 

attendance to school by the students.  The major factor that contribute to lack of attendance 

among students is a school climate that is not welcoming.  School attendance is a highly 

significant element in the academic success of an individual.  A positive correlation exists 

between school attendance and academic performance.  A lack of attendance to school increases 

the risk of a student engaging in social isolation, substance abuse, violence, and aggressive 

behaviors.  Initially, the focus of correcting the behavior of students was on penalties which with 

time has been demonstrated not to be effective.  Penalties for students such as punishment has 
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been proven to increase the problematic behavior.  PBIS has been found effective in promoting 

the required behavior among students such as enhancing the school attendance. 

PBIS has an influence on academic performance.  Several researchers have reported a 

positive association between PBIS and academic performance.  This means that if the PBIS is 

successfully implement, the likelihood of improved academic performance is high.  The effect of 

negative behavior on academic performance has a cumulative effect.  Students who were 

recording failure in academics had a history of suspensions from school at the middle grade 

levels.  For a performance of a student to improve, there is need for adequate instruction time as 

this provided adequate time between the teacher and the learner.  The fact that PBIS help to 

correct the problematic behavior of a student, the instruction time will increase.  It can thus be 

postulated that the existing variation in the effect of PBIS on academic performances of student 

could be due to chance or an influence of extraneous variables and thus the reason why this 

research was done.  
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CHAPTER 3: METHODOLOGY 

This research study is highly significant in today’s educational world because students in 

schools with high numbers of students with low socioeconomic status often score lower on high-

stakes tests due to behavior distractions (Thomas et al., 2008).  It is therefore essential to 

research ways to reduce incidents of classroom disruptions and violent behaviors.  With Positive 

Behavior Interventions and Supports (PBIS) systems in place, the hope would be that discipline 

violations would decrease, and students would become more accountable and responsible 

citizens.  Along with this decreased discipline, an increase in time-on-task and an improvement 

in the instructional environment should maximize students’ abilities to be academically 

successful.  The implementation of PBIS with fidelity would manifest itself through increased 

achievement and higher scores on high-stakes standardized tests, such as the California 

Assessment of Student Performance and Progress (CAASPP).   

Research Design 

This research adopted a quantitative research design.  The aim of collecting the 

quantitative data was to provide a highlight on the existing trends emerging from and the 

relationships among the variables being investigated.  A quantitative approach was used to 

emphasize the objectivity of the collected information and the findings and examine deductively, 

from students’ perspectives, different aspects of PBIS implementation such as its correlation 

with a set of variables and how it varies by students’ demographic characteristics.  

In the collection of quantitative data, standardized assessment information as well as 

academic grades and student records were collected from the school of each student who had 

been identified to be at promise for academic and behavioral difficulty at Canyon View Middle 

School (Grades 6-8).  The data collected was in numeric form and was analyzed to generate 
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existing trends regarding the PBIS program.  The administrative data was retrieved under 

controlled situations; only the recorded information was taken to inform the research.  Absence 

of a record was documented as missing data.  

Setting  

The study was conducted at Canyon View Middle School, a suburban southern California 

school with an enrollment of approximately 1,425 students (as of Spring 2019) in grades six 

through eight.  

Table 1. 1 

Canyon View Middle School Student Population (by ethnicity & grade) 

Ethnicity Grade 6 Grade 
7 

Grade 
8 

Total % 

African 
American 
  

31 29 32 92 6.4 

American 
Indian or 
Alaskan 
Native 
  

0 1 2 3 0.4 

Asian 
  

21 25 23 69 4.8 

Filipino 
  

28 34 29 91 6.3 

Hispanic 
or Latino 
  

151 155 149 455 31.9 

Pacific 
Islander 
 
White 
 
Two or 
More 
Races  

5 
 

191 
43  

6 
 

187 
32 

6 
 

200 
41 

17 
 

578 
116 

1.2 
 

40.5 
8.1 

Not 
Reported 

1 1 2 4 0.4 
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TOTAL:    1,425 100.0 
 

 PBIS was implemented during the 2016-2017 school year based on a pilot study, which 

took place during the 2015-2016 school year.  Canyon View Middle School runs on an A/B 

block schedule, four days per week, with an early release schedule one day per week.  Canyon 

View has the benefit that 88% of the teachers for the district have their master’s degree.  Canyon 

View Middle School has strong parental support and has strong team leaders at each grade level 

to guide the leadership for implementation of PBIS.  The PBIS program has been in the 

development process at Canyon View Middle School for the last two school years.   

Implementation of PBIS has had a strong buy-in from the staff and students, which has 

contributed to a culture of understanding for the processes needed to help the implementation be 

successful.  The PBIS site leadership team has done a great job with helping the rest of the staff 

build the culture including keeping track of the progress of positive student behavior through the 

5-Star system, signage throughout the buildings on campus, creating lessons for teachers to use 

in their classrooms, and working with students regarding 5-Star and any consequences that may 

occur due to recurring behaviors.  As a result, students are introduced to a better use of school 

day and learning time.  

Participants 

 The target population was students in grades 6-8 at Canyon View Middle School for the 

2019-2020 school year, and middle school staff and PBIS leadership team members.  

Table 2. 1 

Canyon View Middle School-Staff Ethnography 

Grade # Average 
# of 
Years in 
Service 

Average 
# of 
Years in 
District 

First-
Year 
Staff 

Second-
Year 
Staff 



53 
 

Teachers 
  

57 12.0 10.0 1.0 4.0 

Pupil Services 
  

3 13.0 10.0 0 0 

Administration 
  

3 8.0 8.0 0 1.0 

TOTAL: 
 

63 12.0 10.0 1.0 5.0 

 

The inclusion criterion for the recruitment of teachers was the grade levels taught.  

Teachers working with grade 6 to 8 students who were willing to participate in the study were 

recruited.  The exclusion criterion was the unwillingness of teachers to be part of the research 

study.  Therefore, the study involved Middle School teachers (n = 57).  The rationale for 

including the teachers was that they are not only involved in ensuring that there is 

implementation of PBIS but also responsible for shaping students’ perceptions, attendance, and 

academic achievements.  

The inclusion criteria for the students were (a) poor academic performance; (b) number 

of office referrals for behavior during the school year; (c) number of times the student has been 

placed on the Response to Intervention list because of work not turned in; and (d) drop in 

performance on standardized assessments.  The exclusion criteria were students who are well 

behaved, with good academic performance, and those not willing to participate in the research 

study.  Therefore, the study involved sixth grade students (n = 217), seventh grade students (n = 

261), and eighth grade students (n = 280) who were identified as being at promise during the 

2018-2019 school year.  Data was collected during the 2019-2020 school year to determine if 

changes occurred in academic performance and behavioral referrals.  Students were educated in 

all the acronyms used through direct instruction provided on the components of PBIS.  The 

terminology used such as PBIS, CIT, and RtI are all common terms used daily with all students 
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at Canyon View Middle School.  The rationale for selecting students for the research is that the 

students are experiencing the direct effects of PBIS and can provide valuable insight into how 

those experiences are shaping their perceptions and other variables such as their attendance, and 

academic achievement.  

Sampling Procedure 

 A purposive sampling technique was used to select the students that were included in the 

study.  Purposive sampling involves the researcher using his own judgment to determine the 

people that should be included in the research.  The rationale for selecting the purposive 

sampling technique is that it helps the researcher identify and pick only those students who meet 

the inclusion criteria for participation in the research.  Being cautious in the selection of the 

study participants as in the case of purposive sampling help to reduce the chances of 

confounding variables since the selected sample has the variables of interests sought for by the 

researcher.  

 Students were thus selected for the research study based on three criteria: 

1. Academics: Students who were failing more than one class in a core academic subject (i.e. 

Language Arts, math, science and/or social studies) 

2. Behavior: Students who had accumulated greater than ten entries in assertive discipline based 

on the schools’ AERIES student information system. 

3. Attendance: Students who had attended class less than 92% of the time. The school-wide 

attendance average during the 2019-2020 school year was at approximately 97%.   

Once students were identified based on the indicators, the researcher contacted each 

student individually to request their participation in the study.  After the study was explained to 

each student, a packet was sent home with the student that included an Assent Letter for the 
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student to sign and an Informed Consent Letter for their parent or guardian to sign.  Students 

were asked to return the consent forms within three days.  An email was sent home the day 

students were provided with the packet to let parents know to expect the information and the 

reason for the research.  Students were reminded after two days to return the packet and follow 

up emails were sent to parents after seven days.  Informed consent and/or parental permission 

were obtained prior to the interview. 

Instrumentation and Measures 

Test Score Tools 

 The instruments used in this study for the measurement of the students’ test scores were 

the California Assessment of Student Performance and Progress (CAASPP), Scholastic Reading 

Inventory (RI), and Think through Math (TTM).  These tests are administered to all sixth, 

seventh, and eighth grade students within the research study’s school district to regularly assess 

their level of knowledge and ability in the area of reading and math.  The CAASPP is 

administered annually under guidelines from the California Department of Education to which 

every public school must adhere. RI and TTM are benchmark assessments that are administered 

several times per year at each middle school in the research study’s school district.  The 

guidelines are specific to the testing window and test conditions and require that each school 

report any testing irregularities that occur during the testing process.   

 The CAASPP Summative Assessments, which are delivered by computer, are composed 

of two sections: a computer-adaptive test and a Performance Task (PT) based on the Common 

Core State Standards for ELA and mathematics (California Department of Education, 2018).  

The computer-adaptive section includes a range of item types such as selected response, 

constructed response, table, fill-in, graphing, etc.  The Performance Task consist of extended 
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activities that measure a student’s ability to integrate knowledge and skills across multiple 

standards—a key component of college and career readiness (California Department of 

Education, 2018).  Scale scores offer a more precise way to determine students’ performance on 

the online assessments than achievement levels (which are described in the next subsection) 

because each level is based on a range of numbers, rather than an individual number like a scale 

score.  Scale score ranges for the Smarter Balanced assessments, which vary from test to test and 

range from 2114–2795 in ELA and 2189–2862 in mathematics (California Department of 

Education, 2015). 

Validity and Reliability 

California Assessment of Student Performance and Progress (CAASPP), Scholastic 

Reading Inventory (RI) and Think through Math (TTM) tools came from the California 

department of Education. These three tools have been used for a prolonged period in different 

schools in California to analyze performance and have been proved to be valid and reliable. 

Validity means that the tools have been giving true results and only measures the academic 

performance.  Reliability means that the findings from the tools have been consistent over time. 

In order to increase the rigor of the research, the test score tools were evaluated for the internal 

consistency reliability through a pilot study carried out by the researcher with a sample of 10% 

of the students in Canyon View Middle School.  A split-half reliability measure was used to test 

for the internal consistency.  This involved dividing the selected sample into two and 

administering the tests and thereafter the score of that were obtained were correlated and it was 

found to be more that 0.9 and it was declared that the test score tools were reliable.  The test 

score tools were also evaluated for content validity where the teachers involved in the different 

subjects being tested critically analyzed the contents of the test score tools.  The teachers 
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reported that the test score tools had adequate coverage of the content being assessed and it was 

therefore declared by the researcher that the test score tools were valid.  Therefore, the adoption 

of the tools helped to increase the credibility of the research findings.  

Questionnaires for Survey 

 Questionnaires were used to collect information from the students in the 2019-2020 

school year.  The survey questions were developed by the researcher based on the research 

questions and a review of the literature to ensure that the answers given help to inform the 

research.  The questionnaires included both closed and open-ended questions.  The open-ended 

questions gave the participants a chance to provide a detailed explanation on their views and 

perceptions regarding the issue of PBIS implementation.  The questionnaires were administered 

using Google Forms.  This meant that the participants were required to read the questions by 

themselves and provide the needed answers.  One of the advantages of the web-based surveys 

was that the participants’ responses were automatically stored in a database and easily 

transformed into numeric data through Google Docs and Excel formats.   

Validity and Reliability. 

The questionnaire was evaluated for validity and reliability through a pilot test.  The pilot 

study involved a sample of 6th, 7th and 8th grade students.  Since it was only the researcher who 

was involved in the pilot study, a test-retest reliability was conducted where the same 

questionnaires were given twice to the participants of the pilot study and evaluated for the 

constructs that were being measured.  The evaluation revealed that there was no difference in the 

construct being measured in the two circumstances and thus the questionnaire was described as 

reliable.  Face validity was established by comparison of the different information given by the 

participants and assessing for the existing similarities in the answers given.  Since there were 
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some similarities in the provided answers and that different themes emerged, the questionnaire 

was declared valid.  The survey questionnaire was found to be valid and reliable and as a result 

did not require further adjustment and was adopted for the data collection.  

Data Collection 

Data was collected from students who were willing to participate through a researcher-

constructed online survey in the 2019-2020 school year.  The survey instrument was pilot tested 

with a randomly selected sample of participants representing current middle school students.  

There were 36 participants in the pilot study, with 50% of males and females (n = 18).  The 

sample was composed of 39% of 6th and 8th (n = 14) grade students, and 22% of 7th grade 

students (n = 8).  The goal of the pilot study was to validate the instrument and improve its 

reliability.  Results of the pilot survey were used to help establish stability and internal 

consistency reliability, face and content validity of the survey.  Based on the pilot test results, the 

survey items did not need to be revised. 

Data Analysis 

 The quantitative data was analyzed by using both inferential and descriptive statistics. 

The descriptive statistics was used to provide an overview of the characteristics of the 

participants in the research sample.  The descriptive statistics used involved percentages and 

frequencies.  The percentages were used to describe the proportion of the different grades of 

students that participated in the research as well as their demographic characteristics.  

Descriptive statistics was also used to report the percentage of responses of students to a range of 

Likert scale questions pertaining to the research questions, particularly asking about their 

perceptions of their schools and perceptions of PBIS implementation in their schools.  
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 The first type of inferential statistics used was the Pearson correlations which was used to 

find the relationship between the implementation of PBIS and other variables including student 

academic achievement (GPA), performance in Language Arts and math as well as student 

perception of their school. One-way ANOVAs were carried out to examine how the 

implementation of PBIS and student GPA varied by ethnicity, gender and grade level. The main 

reason for choosing the ANOVA as the data analysis process was that it is associated with a high 

statistical power.  This is since the variation within the group is usually smaller in comparison to 

the other inferential tests.   

Ethical Issues 

Ethical issues were considered during each stage of the study.  In compliance with the 

regulations of the Institutional Review Board (IRB), the permission for conducting the research 

was obtained on March 8, 2019 (see Appendix B).  The Request for Review form was filed, 

providing information about the principal investigator, the project title and type, type of review 

requested, number and type of subjects.  Application for research permission contained 

information describing the project and its significance, methods and procedures, participants, and 

research status.  The ethical approval of the research was an indication that the study had adhered 

to the ethical principles underlining protection of human participants.  

An informed consent and assent forms were developed.  The forms provided information 

regarding the participants who were guaranteed certain rights, agreed to be involved in the study, 

and acknowledged their rights were protected (see Appendix E).  The assent form was used to 

obtain permission from the minor participants to be part of the research.  In addition, the parents 

of the minor participants were also required to provide a signed consent form to show that they 

had allowed the minors to participate in the research.  A statement of informed consent was 
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included with the web survey and participants clicked on a checkbox in the survey to agree to 

participate.  The signing of the consent and an assent form was an indication that the participants 

were aware of the purpose of the research as well as their roles in the research.  

The participation in the research was voluntary and this means that the potential 

participants were not coerced to be part of the research.  The participants were informed that an 

individual was free to withdraw from the study at any time without penalty.  Besides, the 

participants could withhold any information and seek clarification in case of an issue that was 

not clear.  

Confidentiality was maintained by ensuring that the participants did not provide their 

names when giving answers to the questionnaires. Participants were assigned based on their 

Local Student Identification Number.  Confidentiality was used to ensure that the information 

given cannot be linked to the participant who provided the information.  In addition, anonymity 

was also enhanced by coding the responses from the participants.  Coding of the responses was 

important so that in case of an accidental access of the collected information by an unauthorized 

person, the respondent could not be identified.  Confidentiality helped to protect the participant 

from the risk of harm such as victimization by the school staff and administration which is likely 

to occur when participants who give certain information are known.  The assurance of anonymity 

helped the participants to provide the correct information with minimal to no fear.  

The participant’s confidentiality was protected by ensuring that the collected information 

was stored in a secure place.  All study data, including electronic files, grades, academic 

performance, achievement data, and behavioral referrals were filed in a locked metal file cabinet 

in the researcher’s office and will be destroyed after a reasonable amount of time when the study 

is concluded.  In order to secure the electronic data, the computer used for the data collection as 
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well as storage was protected by use of a password.  In addition, the online platform where 

surveys were conducted required verification process before an individual could access the 

electronic data.  Participants were informed that the summary of the data would be disseminated 

to the professional community, but information would be presented in a way that responses are 

kept confidential. 

Summary 

 It is expected that the implementation of PBIS would be reflected in increased 

achievement and higher scores on high-stakes standardized tests, such as the California 

Assessment of Student Performance and Progress (CAASPP).  This research adopted a 

quantitative research design which involved collection of quantitative data.  The study was 

conducted at Canyon View Middle School, a suburban southern California school with 

enrollment of approximately 1,425 students in grades six through eight.  The target population 

was Canyon View school students from grades 6-8 at Canyon View Middle School for the 2018-

2019 and 2019-2020 school year.  A purposive sampling technique was used to select the middle 

school students that were included in the study.   

The instruments used in this study for the measurement of the students test scores were 

the California Assessment of Student Performance and Progress (CAASPP), Scholastic Reading 

Inventory (RI), and Think through Math (TTM).  Data from AERIES was used to: (a) Assist in 

internal decision making about improving school discipline practices; (b) Assist in support 

planning with individual students; (c) Report discipline data to the district, state, and/or federal 

levels; and (d) Aggregate and interpret AERIES data across schools within and/or across districts 

and states.  Schools gain access to use AERIES for data collection and reporting through district 

training as well as from an AERIES facilitator.  The AERIES facilitator initially conducts a 
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“readiness” review to determine if the data-collection system within the school will result in 

interpretable information that can be entered and is consistent and reliable across all staff (Irvin 

et al., 2006). 

A split-half reliability measure was used to test for the internal consistency of the test 

score tools and the tools were found to be reliable.  The test score tools were also evaluated for 

content validity where the teachers involved in the different subjects being tested critically 

analyzed the contents of the test score tools.  The teachers reported that the test score tools had 

adequate coverage of the content being assessed and it was therefore declared by the researcher 

that the test score tools were valid.  Questionnaires were used to collect information from the 

students.  The survey questionnaires were developed from the research questions to ensure that 

the answers given help to inform the research.  Since it is only the researcher who was involved 

in the pilot study, a test-retest reliability was conducted where the same questionnaires were 

given twice to the participants of the pilot study and evaluated for the constructs that were being 

measured.  The evaluation revealed that there was no difference in the construct being measured 

in the two circumstances and thus the questionnaire was described as reliable.  Regarding 

validity, a face validity was established by the comparison of the different information given by 

the participants and assessing for the existing similarities in the answers given.  Since there were 

some similarities in the provided answers and that different themes emerged, the questionnaire 

was declared valid.  

The primary technique for collecting the quantitative data consisted of collecting core 

subject area grades for the students during the 2019-2020 school year along with behavioral 

referrals.  A researcher-designed survey was developed that was web-based and accessed 



63 
 

through Google Docs.  The survey included both closed-ended and open-ended questions 

developed from a review of the literature.  

The quantitative data was analyzed through the use of both inferential and descriptive 

statistics. Descriptive statistics were used to address Research Question 1 about students’ 

perceptions of their schools and of PBIS implementation in their schools.  Pearson correlations 

were used to address Research Question 2 about the correlations between variables such as 

student academic achievement and the implementation of PBIS.  One-way ANOVAs were 

carried out to find how the implementation of PBIS and student GPA varied by student 

demographics.  

In compliance with the regulations of the Institutional Review Board (IRB), the 

permission for conducting the research was obtained on March 8, 2019.  An informed consent 

and assent forms were developed, and the participant agreed to be part of the research.  The 

participation in the research was voluntary and this meant that the potential participants were not 

coerced to be part of the research.  Confidentiality was maintained by ensuring that the 

participants do not provide their names when giving answers to the questionnaires.  The 

participant’s confidentiality was protected by ensuring that the collected information was stored 

in a secure place.  Participants were informed that the summary of the data would be 

disseminated to the professional community, but information would be presented in a way that 

responses are kept confidential.  
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CHAPTER 4: DATA ANALYSIS AND RESULTS 

 This chapter describes and presents the analysis of the data, the study results and 

findings.  The main aim of this study was to examine the effects of Positive Behavioral 

Interventions and Supports (PBIS) on the behavior, attendance and academic achievement of 

middle school students.  The study also aimed to investigate how PBIS and student achievement 

differed based on the demographic characteristics of participants such as gender and ethnicity.  

Data were analyzed to identify and describe the relationship, if any, between the study variables.  

Quantitative data were obtained from structured questionnaires administered to survey 

participants.  The data analyses were carried out using the Statistical Package for Social Sciences 

(SPSS). 

Descriptive (frequencies, percentages, means, standard deviations) and inferential 

statistics (correlations and ANOVAs) were used in the analyses.  Descriptive statistics were used 

in describing the characteristics of study participants and the frequencies of their responses, 

which were illustrated using tables, graphs and figures.  Inferential statistics were used in 

examining associations between the variables and in comparing the means of variables to 

measure the absolute difference between them.   

Description of Participants 

The gender distribution, grade, and ethnicity of the student participants are described in 

this section.  The administered questionnaires were completed by 758 participants.  Table 3.1 

provides a summary of their demographic characteristics.  The sample of 758 participants was 

made up of 58% female (n = 438) and 42% male (n = 320).  Of the participants, 40% were White 

(n = 305), 12% (n = 93) were African American, 17% Asian (n = 129), 23% Hispanics (n = 175), 

and 7% (n = 59) were classified as other.  
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Table 3. 1 

Demographic Characteristics of Participants 

Variable Categories Frequency  Percentage (%) 

Gender Female 438 57.8% 

 Male 320 42.2% 

Grade 6 217 28.6% 

 7 261 34.4% 

 8 280 36.9% 

Ethnicity African American 93 12.3% 

 Asian 129 17.0% 

 Hispanic 175 23.1% 

 Other 56 7.4% 
  White 305 40.2% 

 
Analyses 

Research Question 1 was:  What are students’ perceptions of their schools and of the 

implementation of PBIS in their school?  Students’ perception of the school was measured using 

specific PBIS elements including: the nature of the school, student relationship in and 

perceptions of school, language arts and math class attendance, language class and math 

attributes.  

Nature of the School 

The first aim of the study, in line with Research Question 1, was to explore students’ 

perceptions of PBIS in their school.  The variable nature of the school is an important element of 

Positive Behavioral Interventions and Supports (PBIS).  The nature of the school was measured 

by examining the wellness of the school and the extent to which the school was fit to deliver 

academic programs through eight Likert scale statements ranging from strongly agree (5) to 

strongly disagree (1).  Among the factors under consideration in measuring this variable were 

the standards of behaviors, school safety levels, cleanliness in the school, levels of harassment, 

bullying and/or intimidation, support and help from adults, extent to which adult gave students 
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support and helped others, and application of rules to all students equally (see Table 4).  Most 

respondents strongly agreed with, agreed with or were neutral about all the statements.  The 

highest percentage of respondents, 74% (n = 561) strongly agreed and agreed that the school 

was characterized by the highest standards of behavior. 

Table 4. 1 

The Nature of the School 

 
  

 Descriptive statistics were run to compare the respondents’ level of agreement across the 

eight items relating to the nature of the school.  The top three statements that elicited the most 

agreement among participants were high standards behavior, safety, and service access (see 

Table 5.1). 
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Table 5. 1 

Descriptive Statistics about the Nature of the School  
 

 Survey Items       M           SD 
The school has high standards for behavior. 4.06 1.039 
The school promotes safety on its campus. 3.95 1.052 
The school campus allows students easy access to classrooms 
and student services. 

3.79 1.083 

Adults at this school are usually willing to make the time to 
give students extra help. 

3.61 1.113 

The school campus is clean and well maintained. 3.39 0.901 
Adults at this school apply the same rules to all students 
equally. 

3.22 1.304 

Harassment, intimidation, and bullying by other students are a 
problem at this school.  

2.77 1.282 

 
Student Perceptions of Behavioral Practices in School 

The second set of questions in the survey focused on student perceptions about different 

practices related to behavior in the school.  Students’ perceptions play an important role in 

establishing and developing Positive Behavioral Interventions and Supports (PBIS).  Perception 

and relationships are measured using survey items related to school rules (fairness and 

adequacy), respect for others, good behavior recognition by the institution (school), performance 

recognition, and the ability to resolve conflict (work out disagreements).  As can be inferred 

from Table 6.1, a higher total percentage of respondents agreed at 27% (n = 205) and strongly 

agreed at 11% (n = 83) about good behavior recognition at school as compared to the total 

percentage of respondents who disagreed at 22% (n = 167).  
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Table 6. 1 

Students’ Perceptions about Behavioral Practices in the School  
 

 
 

 The means and standard deviations for the items related to student perceptions were 

computed to find the degree of agreement across the seven items relating to behavioral practices.  

The top three statements that elicited the most agreement among participants were performance 

recognition; good behavior recognition, school rules (see Table 7.1). 

 
Table 7. 1 

Students’ Perceptions about Practices Related to Behavior 

 Survey Items (N = 758) M SD 
Students are frequently recognized for good grades. 3.61 1.161 
Students are frequently recognized for good behavior. 3.08 1.136 
Students feel that the school rules are fair and 
adequate. 

2.96 1.137 

Students in my school treat each other with respect. 2.95 1.027 
Most students in my school can work out 
disagreements with other students. 

2.91 1.064 

Students are well behaved. 2.90 0.909 
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Students generally feel the schoolwork assigned was 
meaningful and important. 

2.55 1.204 

 
Language Arts Class Attendance 

Class attendance and the type of English Language Arts class (Advanced class or not) 

across different grade levels are important to organizations as such behaviors can affect 

academic achievement (Caldas & Bankston, 1997).  Attendance was highest in the Advanced 

Language Grade 8 class at 22.4% and Language Arts Grade 7 class at 26.3%.  However, overall, 

attendance was below 30% across the three grade levels in the regular and advanced classes 

which are a concern (see Table 8.1).   

 
Table 8. 1 

Language Arts Class Attendance for Grades 6, 7 and 8 
 
 

Language Arts Class   
Advanced Language 

Arts   Language Arts 
Grades 6 7 8 6 7 8 
Attendance 12.10% 7.90% 22.40% 16.80% 26.30% 14.50% 

 

Language Art Class Attributes 

Performance in Language Arts is related to various class attributes, which are critical 

drivers of PBIS, including performance recognition, encouragement, and sharing of ideas (see 

Table 9.1). 
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Table 9. 1 

Language Art Class Attributes  
 

 
 
 Descriptive statistics were run to compare the respondents’ level of agreement about class 

attributes.  The top three statements that elicited the most agreement among participants were 

encouragement, idea sharing and performance recognition (see Table 10.1). 

 
Table 10. 1 

Perceptions about Class Attributes 
 

 Survey Items M SD 
Encouragement in Language Arts class 4.03 1.018 
Idea sharing in Language Arts class 3.98 1.025 
Performance recognition in Language Arts 
class 

3.65 1.179 

Language Arts class interesting and 
enjoyable 

3.64 1.224 
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Language Arts Class performance 

Students in Language Arts class scored a range of grades from A to F.  The grades were 

for the first semester of the 2019-2020 school year.  Overall Language Arts grades were self-

reported by the students.  As seen below in Table 11.1, 37% of students (n = 280) who attended 

Canyon View Middle School (CVMS) had on average an A in their Language Arts class.  

Table 11. 1 

Language Art Class performance 

Language Arts 
grades A A- B B- B+ C C- C+ D D- D+ F 
Percentage of 
Students 

37% 17% 15% 6% 13% 3% 1% 4% 1% 0% 1% 1% 

 
Math Class Attendance 

Students at CVMS had the option of taking either a regular math course or advanced 

math.  Table 12.1 shows that 27% (n = 205) of the students were enrolled in an advanced math 

course at CVMS for the 2018-2019 school year.  Students enrolled in Math 1 (equivalent to high 

school Algebra 2) were limited to only Grade 8 students. Attendance in the advanced math class 

was very low, ranging from 3% in Grade 7 to 15%.  

Table 12. 1 

Math Class Attendance 
 

  Advanced Math   Math (regular) 
Grade 6 7 8  6 7 8 
Class 
Attendance 9% 3% 15%   20% 30% 19% 
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Math Class Attributes 

The math class attributes seemed excellent as can be inferred from Table 13.1.  A greater 

percentage of respondents showed agreement (strongly agree and agree) than disagreement 

(strongly disagree and disagree) with three out of the four survey items including performance 

recognition, ideas sharing, and encouragement within the institution.  However, more 

respondents disagreed than agreed that the math class was interesting.  

Table 13. 1 

Math Class Attributes 

 

 
Math Class Performance 

Math class performance which was self-reported by students is shown in Table 14.1.  

More than half of the students, specifically, 80% of the total number of students in the class, 

achieved A and B grades.  
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Table 14. 1 

Math Class Performance 

 Math grades A A- B B- B+ C C- C+ D D- D+ F 

Percentage of students 33% 17% 11% 5% 14% 5% 3% 6% 2% 1% 2% 2% 

 
Student Perception of the School Climate 

Most of the students showed more agreement than disagreement with most of the survey 

items including belong to school, welcome and safe, successful in the school, and study 

relevance (see Table 15.1).   

Table 15. 1 

Student Perception of the School 
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Research Question 2 

Research Question 2 was: How does the implementation of PBIS correlate with student 

academic achievement (GPA), academic performance in math and ELA, and student perceptions 

of their school? 

Pearson correlation analysis was undertaken to measure the strength of the relationship 

between the various study variables including implementation of PBIS, student academic 

achievement (GPA), academic performance in math and ELA, and student perceptions of their 

school (see Table 16.1).  A high correlation implied a strong positive or inverse relationship (if 

the correlation coefficient was negative) between the variables under investigation.  A weak 

correlation implied that the variables hardly had an association or relationship.  All the 

correlations were statistically significant at an alpha level of .05, with r values ranging from .087 

between GPA and school average to .774 between student average and PBIS implementation 

average 

Table 16. 1 

Pearson Correlations Between Study Variables 

  M SD 1 2 3 4 5 6 

1.GPA (1) 3.51 0.58 1 .087* .129** .106** .135** .257** 

2. School Average (2) 3.54 0.68   1 .713** .533** .471** .675** 

3. Student Average (3) 2.99 0.80     1 .510** .580** .774** 

4. Language Arts   

Average (4) 

3.83 0.97       1 .363** .519** 

5. Math Average (5) 3.15 1.13         1 .588** 



75 
 

6. PBIS 

implementation 

Average (6) 

3.30 1.00           1 
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Table 17. 1 

PBIS Impact on Variables (Correlation Coefficients r value at p < .05) 
 

 
 

Research Question 3 

Research Question 3 was: How does the implementation of PBIS and Student GPA vary 

by ethnicity, gender, and grade level? 

 Analyses of Variance (ANOVAs) was carried out on StatPlus to determine variability 

among study variables by gender, ethnicity, and grade by comparing their means.  There was no 

statistically significant difference in perceptions of PBIS implementation by gender, F (1,756) = 

0.758, p > .05.  An ANOVA was also run to examine the difference in perceptions by grade 

yielding a statistically significant result, F (2,755) = 22.00, p < .0001.  There was a statistically 

significant difference in perceptions of PBIS implementation by ethnicity as well, F (4,753) = 

3.83, p < .05.  An ANOVA was also carried out to examine whether students’ GPA differed by 

students’ demographic characteristics.  According to the ANOVA, students’ overall 
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performance, as reflected by their GPA, did not yield a statistically significant difference by 

gender, F (1,756) = .154, p > .05.  The ANOVA carried out for student GPA by grade yielded a 

statistically significant result, F (2,755) = 6.06, p < .05. The ANOVA carried out for student 

GPA by ethnicity also yielded a statistically significant difference, F (4,753) = 13.27, p < .05. 

Summary of the Results 

Analyses, one-way ANOVAs (Analysis of Variance), and correlation analyses were 

conducted to answer the research questions.  Inferential statistics, through one-way ANOVAs, 

confirm that there were statistically significant differences between the two variables of interest, 

GPA and perception of PBIS implementation, and student demographic characteristics and 

perceptions of PBIS implementation except for gender.  In summary, there were significant 

differences between grades and PBIS, ethnicity and PBIS, grade and GPA, and ethnicity and 

GPA (p values < .05).  More importantly, the correlation coefficient depicts that the correlation 

between the implementation of PBIS and student averages (r = .7745) and students and school (r 

= .7131) was positive and strong.   

Descriptive statistics was used to examine the different elements of PBIS through the lens 

of students.  There was a high level of agreement among participating students about specific 

survey items related to math learning and encouragement, while 75.09% of language learning 

was explained by teacher encouragement of students in the classroom.  More important, 73.99% 

of school belongingness was explained by school safety, particularly in influencing 68.34% of 

students' behaviors.  Besides, 63.19% of discipline within the school is explained by school rules 

with the majority of students favoring equal rules (60%) with respect to discipline.  Importantly, 

solving disagreement among students (61.61%) was explained by students' respect.  Bullying had 

a negative impact on student discipline (30.19%), behaviors (25.53%), school safety (23.43%), 
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and resulted in more disagreements (22.11%).  Bullying, discrimination, and intimidation had a 

further negative impact on discipline measures (13%), equal rules (13%), success in school 

(13%), liking the school (11%), math learning and sharing ideas (10%), and promoting safety 

(9%).  

The application of PBIS has practical implications in shaping students' behaviors and 

promoting academic achievements.  The implementation of PBIS was expected to be reflected in 

significant improvements in various aspects of the school including discipline, performance, and 

behaviors.  The strong correlations between perceptions of PBIS and other variables such as 

academic achievement suggest that as PBIS increases, academic achievement also increases.  

The adoption of PBIS has made the students more positive, participative, and collaborative 

across the institution.  This is indicated by the strong positive correlation between GPA and 

PBIS.  The research suggests the importance of PBIS in enhancing students' performance and 

behaviors.  However, the observation does not specifically and formally identify the actual areas 

which are influenced by PBIS to improve student performance and discipline.  It also does not 

establish a cause-and effect relationship between PBIS and other variables.   

Students from different ethnicities have varied approaches to school regulations, which 

may have caused the significant differences in perceptions of PBIS and performance by ethnicity 

which was reported in this study.  These attributes have a significant impact on perception about 

school and relationships, hence are expected to be correlated with PBIS.  However, the 

relationship between gender and GPA was not statistically significant.  As an intervention to 

student performance and behaviors, PBIS implementation and training did not specifically target 

one gender but all students in the institution.  PBIS may have affected both genders differently 

but the difference may not have been large enough to be statistically significant.   
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CHAPTER 5: DISCUSSION 

The primary objective of this study was to examine students’ perceptions of the 

implementation of the PBIS model in their schools, and the correlations of these perceptions with 

their academic success as measured by their GPA.  Research focused on three specific questions. 

The first research question focused on student perceptions of their school and the implementation 

of positive behavior interventions in their classrooms, as measured through a student survey.  

Additionally, a secondary question was addressed on how the implementation of PBIS correlates 

with students’ academic achievement (GPA), academic performance in core classes (ELA and 

Math) and the student’s perception of their school.  The final research question focused on how 

the implementation of positive behavior interventions and student GPA varied by ethnicity, 

gender, and grade level.  

Summary of the Study 

This study focused on student in Grades 6, 7 and 8 from a suburban middle school in 

California.  Students’ performance is a key metric in assessing how well the schools are doing. 

However, attaining high performance is no easy feat since there are many factors influencing 

students’ performance such as the learning environment and students' behaviors among others.  

Therefore, there is a need for schools to identify various methods and strategies through which 

they can improve the students’ performance.  The effectiveness of PBIS interventions reported 

by scholars and practitioners, particularly, about their positive impacts on student performance 

provided the driving force for the current research.  From the critical literature review conducted, 

a gap was identified in the relationships between PBIS implementation and students’ academic 

performance, hence the current study sought to bridge this gap.   
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Purposive Sampling was used to select at-promise students for the current study based on 

their behavior, attendance and academic performance.  Data was collected from the students 

through an online researcher-constructed survey administered through Google Forms.  Student 

test scores were gathered from the California Assessment of Student Performance and Progress 

(CAASPP), Scholastic Reading Inventory (RI), and Think through Math (TTM) tests.   

Due to the complexity of the research question, the study used a quantitative approach.  

In this case, numerical data was collected that was useful in addressing the research questions for 

the study.  The quantitative data allowed the researcher to examine the relationship between 

various variables such as the correlation between students’ academic performance and the 

implementation of PBIS.   

Discussions 

Research Question 1  

The first research question that guided the study was: what are students’ perceptions of 

their schools and of the implementation of PBIS in their school?”   

Students’ perceptions of the implementation of PBIS were examined through their views 

derived from witnessing specific PBIS elements such as the nature of the school, student 

relationships in school, language class attendance, and language class attributes.  The majority of 

student participants strongly agreed and agreed that their school was characterized by the highest 

standards of behavior.  In the same line, previous research had documented that positive behavior 

interventions and supports (PBIS) establish a positive school climate and student behaviors 

(Bradshaw, Koth, Bevans, Ialongo, & Leaf, 2008; Simonsen et al., 2012).   

Although the percentage of students perceiving positive behaviors (74%) was high, the 

portion of the student sample that agreed or strongly agreed that this positive behavior was being 
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recognized was lower.  Altogether, 27% and 11% agreed and strongly agreed about good 

behavior recognition, compared to 22% who disagreed.  Recognition, may it be in the form of 

praise or tangible rewards are central to the implementation of PBIS.  This begs the question of 

whether the types of recognition used in the school are the types that students prefer (Coffey & 

Horner, 2012).  Although the level of agreement of students was satisfactory, more effort may 

need to be put in by PBIS implementers to ensure that students feel recognized for good 

behavior.  Above all, school administration and teachers need to work together to ensure students 

are reaping the benefits that PBIS can bring to the school community.   

Research Question 2  

The second question was “How does the implementation of PBIS correlate with student 

academic achievement (GPA), academic performance in math and ELA, and student perceptions 

of their school”? 

Pearson correlation analysis was carried out to examine the relationship between the 

various study variables including the implementation of PBIS, student academic achievement 

(GPA), academic performance in math and ELA, and student perceptions of their school. 

The correlations yielded statistically significant results with positive correlation coefficients 

values ranging from .087 to .774.  The strongest positive correlation was thus between average 

student perceptions about their school and perceptions of PBIS implementation.  This positive 

correlation shows that as students’ perceptions of PBIS implementation increases, so does the 

average student perceptions about their schools.  

 Research Question 3 

The third research question was: How does the implementation of PBIS and student GPA 

vary by ethnicity, gender, and grade level?   
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ANOVAs were carried out to address this research question.  There was no statistically 

significant difference in the perception of PBIS implementation by males and females in the 

study sample.  The main components of PBIS examined were those related to student behavior 

and discipline.  Traditionally, discipline practices used in schools yielded greater and more 

regular disciplinary consequences such as more suspensions for males than females (Bradshaw et 

al., 2010; Butler et al., 2012).  However, a previous study by Simonsen and Sugai (2009) showed 

that the PBIS model offers more consistency in the management of student behaviors in schools.  

The current finding, the lack of gendered significant difference in perception of PBIS 

implementation suggests that the implementation of the PBIS system has promoted consistent 

application of strategies for managing discipline, which has been observed by both male and 

female learners in the school.  

There was a statistically significant difference in perceptions of PBIS implementation by 

ethnicity.  History is rife with examples of students from minority populations being victim to 

more stringent disciplinary measures compared to other student groups.  This disproportionality 

has been widely documented by previous researchers, who found that African Americans, in 

particular, suffered from more severe behavior correction measures (Bradshaw et al., 2010; 

Bryan et al., 2012).  Although PBIS is based on a systematic level by level approach which 

promotes consistent implementation of disciplinary supports, the ramifications of historically 

problematic behavior management systems may not have been appropriately addressed yet.  

Although the PBIS system has brought about some consistency, this study suggests that there 

may be a need for additional support for students from minority populations which may mitigate 

the perceptions of discrimination which have been shaped over the years.  This finding also 
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suggests that teachers may need to be trained further in culturally responsive strategies to be 

equipped to support minority students better.  

According to the ANOVA, students’ overall performance, as reflected by their GPA by 

gender, did not yield a statistically significant difference. 

Implications for Practice 

This section identifies various implications arising from the current study.  The findings 

from the study have largely supported the use of PBIS in changing students' behavior which is 

likely to improve school attendance and academic performance.  Therefore, the results of this 

study can be used to develop improved professional training.  The study showed the difference in 

perceptions of students from various ethnic backgrounds about PBIS implementation.  It is 

important for teachers to be able to implement various elements of PBIS but also to shape 

student perceptions about their school; all students should feel that disciplinary practices and 

supports are being applied.  Teachers would benefit from professional training on culturally 

responsive practices and appropriate implementation of PBIS to ensure students feel that their 

differences are being respected.  There is a need for further training among the stakeholders 

involved in the implementation of PBIS, especially the teachers who play a critical role in its 

planning, implementation, and evaluation.  The training should be based on elaborate training 

models that make it easy for the teachers to understand the impacts of PBIS and the critical role 

it plays in improving learners' behaviors hence improved academic performance.  

Secondly, there is a need for stakeholders to consider creating an environment and a 

culture that favors the utilization of PBIS.  The utilization of PBIS requires an environment 

characterized by fairness and mutual trust where the learners feel comfortable in approaching 

their teachers for different reasons.  This positive interaction starts in the classroom with the 
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teacher but is expected to translate into a broader school culture which is based on understanding 

and support rather than punishment.  As teachers are trained in the appropriate implementation of 

PBIS and students are coached on how to change to desirable behavior based on the tenets of 

PBIS, the school is expected to reap the academic, social and behavioral benefits that this 

approach is purported to bring.  Culture change is important in learning institutions as a means of 

creating a fair environment for the successful utilization of PBIS.  

This study has implications for all teachers, particularly those who aim at improving the 

behavior of their students.  Those teachers who work in high-poverty schools where there are 

typically more student behavioral issues may also find this study particularly appealing as it can 

guide them in understanding the role played by PBIS in improving student behavior and 

academic performance.  Therefore, this study suggests that teachers would benefit from 

embracing the implementation of PBIS whose success relies on data-based decision-making in 

support of student accountability and school culture (Sugai et al., 2000).  This study also has 

implications for school administrators.  The findings from this study provide the school 

administration with support for PBIS implementation which can improve students' behavior and 

academic performance.  The school administration plays a critical role in the success of PBIS 

implementation.  They can support the teachers and other stakeholders in planning and 

implementation PBIS in their respective schools by providing adequate resources.   

The school district is also a critical stakeholder in education.  It is the hope that this study 

informs the district practices and activities.  The school district should support schools 

financially and provide professional and technical support where necessary in the utilization of 

PBIS since the intervention is likely to bring rampant benefits to the whole community by 
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reducing problematic behaviors among students, hence reducing aggression and violence in the 

society at large.  

Limitations and Delimitations 

 Like other studies, this research was not perfect.  Despite some limitations, the researcher 

put in place certain practices to mitigate the impacts.  The limitations encountered in the study 

included: 

 1.  Canyon View Middle School did not have a uniform data tracking system in place 

during the first year of PBIS implementation which gave rise to some missing raw data.  

The missed data was, however, replaced by the series means in the analyses used in the 

current study.   

2.  Data was collected but the structure of AERIES Student Information System’s 

discipline dashboard was not implemented until the start of the current study.  AERIES 

provided a platform for entering, organizing, managing, and reporting discipline referral 

data for use by teachers, administrators, and other staff in decision-making.   

3. The sample of students and staff was drawn from a single middle school site; therefore, 

results may not reflect all middle schools within the school district or surrounding 

districts.  The participants were selected based on convenience and availability, so the 

research findings cannot be generalized to other populations.  There is need for future 

research in this area which would involve a bigger sample and a range of different 

schools.  

3.  Many variables outside the control of the researcher could impact the relationship 

between school wide positive behavior interventions and student achievement.  These 

variables may include the quality of instructional programs, parental involvement in the 
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school, D/F rates, course completion rates, and the diversity of course offerings at the 

school site.  These extraneous variables could have interfered with the findings and 

compromised the rigor of the research.  There is a need for empirical research which 

would incorporate these variables as control variables and use more robust statistical 

analyses to find their contribution to student achievement.  

4.  The data used in the current study was collected through the self-report of the 

participants.  It was thus difficult for the researcher to establish the authenticity of the 

information collected.  Future research can address this limitation by using more reliable 

research designs such as randomized control trials.  

Recommendations for Further Research 

Despite the current study providing rich information regarding the utilization of PBIS and 

its effects on improving students’ behavior and their academic performance, there are related 

topics that warrant further exploration.  One of the primary areas for further research would be 

the equitable implementation of positive behavior interventions among all student subgroups.  

For example, future research concerning PBIS and equity may focus on disproportionality in 

behaviors among specific student subgroups (i.e. African American, Hispanic, Students with 

Disabilities) and the effects of this disproportionality on academic performance.  Discussions can 

also cover any specific attendance gaps among specific subgroups.  It would also be interesting 

for the current study to be expanded into a longitudinal study which would allow the researcher 

or others to monitor progress in PBIS implementation and make further data-driven changes to 

achieve equity in school discipline.  No single solution has been shown to be completely 

effective to achieve disciplinary equity for students of color or those with disabilities, but using 

data to identify challenges, select interventions, and monitor effectiveness appears to be a 
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promising component of a comprehensive approach.  The utilization of the PBIS program is 

based on different models as noted in the study.  However, it is not clear which model elements 

are most suitable in supporting behavioral improvements among specific student subgroups.  

Therefore, there is a need for continued studies comparing the use of different learning models in 

the implementation of PBIS to determine which one leads to the full utilization of PBIS and 

increased benefits for underrepresented student populations. 

Another research area that requires further investigation is the effects of positive behavior 

interventions among middle school students over the course of a two to three-year period.  It is 

possible that the effects of PBIS on students’ behaviors, attendance and academic performance 

may take longer to have an effect.  Full implementation of SW-PBIS is known to take several 

years.  This period of implementation is commonly three to four years in elementary and middle 

schools (Sugai, 2008), but it has been estimated to be between five to eight years in high schools 

(Bohanon et al., 2006; Flannery et al., 2009).  In addition, future studies can look into the effects 

of PBIS on other specific student outcomes in high school, such as earned credits and graduation 

rates. 

The current study has suggested various benefits of the PBIS program on academic 

performance and students’ behaviors.  In this case, the study has focused on the students' 

behaviors that are exhibited at school.  However, the students are not only expected to change 

their behavior at school but also beyond.  There is a need for further studies that can evaluate the 

impact of PBIS on students’ behaviors outside schools, for example, in a home environment.   

Conclusion 

This study has presented the results of correlations between positive behavior 

intervention systems and behaviors, attendance, and academic achievement of middle school 
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students.  It has also examined how perceptions of PBIS and student GPA varied by student 

demographic factors such as gender and ethnicity.  The significant difference in the perceptions 

of students of various ethnicities about the behavioral intervention draws attention to equity 

issues that need to be addressed.  Equity should form an integral part in PBIS implementation to 

promote better academic achievement among all students irrespective of their background.  

Sugai and Horner (2009) concluded that the U.S. educational system’s ability to address the 

needs of all students has led to students feeling disenfranchised, which is often exhibited through 

poor behaviors and lower academic achievement.  The benefits of PBIS are numerous, however, 

should be harnessed to support all students.  The current study provides a foundation upon which 

other researchers can build to promote increased understanding of the factors that motivate and 

encourage all learners and the reasons for which some learners may not perceive behavioral 

interventions such as the PBIS as positively as others. 
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Appendix D 

Student/Parent Consent Letter (English/Spanish) 
 
February 4, 2018 
 
Dear Parents/Students, 
 
I will be conducting a research study in our classrooms to determine how schoolwide positive behavior 
interventions systems (PBIS) influence behavior, attendance and academic success with our middle 
school students. This study will take place throughout the 2018-2019 school year, with the study being 
completed no later than May 31, 2019. This is part of my final research for my doctoral degree at 
Concordia University-Irvine. 
 
I am writing to ask permission to use the data that I will be collecting from your child during this research 
process. Participation in this study involves surveys (to be administered online), and one-on-one interviews. 
This study has been approved by the Murrieta Valley Unified School District. 
 
The significance of the study is to examine the effects of Positive Behavior Intervention Systems (PBIS) 
on student behavior, attendance and academic achievement in middle school students. The benefits to 
your child participating in this research study include:  
 

1. A better understanding of how positive interactions in the classroom can improve grades 
2. A greater appreciation for their teachers in their classrooms. 
3. The opportunity to spend some time outside of class to reflect on how positive interactions in the 

classroom will help future middle school students achieve the same success. 
 
Only Dr. Cheryl Lampe (my doctoral Chair), and I will have access to your child’s identity and to 
information that can be associated to your child’s identity. The data and documentation will be destroyed 
by May 31, 2020.  Use of data from your child is voluntary. You may contact me at any time regarding 
your child’s participation. My phone number is (951) 304-1885, ext. 3698 and my email is 
jrogers@murrieta.k12.ca.us 
 
Sincerely, 
 
 
Jared Rogers 
Assistant 
Principal 
 
 
Please check the appropriate box below and sign the form: 
 

☐ I give permission for my child’s data to be used in this study. I understand that I will receive a signed 
copy of this consent form. I have read this form and understand it. 

☐ I do not give permission for my child’s data to be included in this project. 
 
Student’s Name: _____________________________________________________ 
Student ID #_____________________________ 
Student Signature: ___________________________________________________ 
 
Printed Name of Parent(s)/Guardian: _____________________________________________ 
Signature of Parent(s)/Guardian: _________________________________________________                                                                                   
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