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ABSTRACT 

AN EXPLORATION OF A PUBLIC DAY SCHOOL FOR STUDENTS WITH 

EMOTIONAL AND BEHAVIORAL DISABILITIES 

Latif Abdulalim, Ph.D. 

George Mason University, 2014 

Dissertation  Director: Dr. Margo Mastropieri 

 

This study examined programming practices that have identified in the research as critical 

for school success for students with emotional and behavioral disorders (EBD). 

Secondary purposes of the study were to identify the extent to which these practices were 

used and to examine student social/emotional and academic outcome data in a public day 

school for middle school students with EBD. A total of 82 participants were included in 

the study, including 51 students and 31 staff members, of which there were 26 eighth 

grade students, 25 seventh grade students, 13 teachers, 8 instructional assistants, 5 

counselors/clinicians, 4 behavior specialists, and 1 administrator. The eight most 

consistently identified essential programming components identified as important for the 

EBD population included: academics; behavior management; transition; social skills; 

qualified and committed professionals; environmental supports and structures; 

collaboration and communication; and parent and community involvement. Quantitative 

data from this sample were analyzed using modified versions of two survey instruments 
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the At-Risk Student Services Assessment [ARSSA] and the Effective School Battery 

[ESB]. Additionally, data from English/reading and mathematics state assessment test 

scores, and historical records regarding the least restrictive environment identified on the 

IEPs of students who were transitioning from the research site to the ninth grade were 

also used. Qualitative data were analyzed from follow-up interviews and the optional 

anecdotal comments offered by staff on the ARSSA. Major staff findings included (a) 

school climate, including the subcategories of morale, communication and collaboration, 

and behavior management; (b) supports for learning, which included academic supports 

and social skills instruction; and c) transition processes used to facilitate students’ 

preparation and success when moving from eighth grade into high school. Major findings 

specific to student data were related to (a) school climate, including the subcategories of 

safety, positive relationships with staff, and support for learning; and (b) to students’ 

aspirations regarding their educational plans beyond high school. An additional finding of 

the study pertained to areas in which strengthening was needed, and included mentoring 

and parent involvement.  Analysis of student annual state test scores indicated 

statistically significant growth for two of three years assessed in math, and growth 

approaching significance the third year. In English/reading, differences in scores were 

significant during one of three years. Findings are discussed with respect to future 

research and practice for students with EBD. Additionally, major findings regarding 

essential programming elements for students with EBD are compared to those cited in the 

research literature. 
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CHAPTER ONE: INTRODUCTION 

The following sections include an overview of the federal guidelines and laws 

governing students with disabilities, particularly students with emotional and 

behavior disabilities (EBD). Also included are sections specific to the characteristics 

of students with EBD; outcomes of students with EBD; the statement of the problem; 

the significance of the problem; the purpose of the study; the research questions for 

this study; and definitions of the key terms.  

Federal Guidelines and Laws 

Though the importance of educating all students was increasingly accepted 

decade by decade, universal access for all students to public education was not 

guaranteed until 1975, when P.L. 94-142 (Education for All Handicapped Children 

Act) was passed. This ground-breaking law was the first of its kind, guaranteeing a 

free and appropriate education (FAPE) for all students with disabilities. This law was 

amended in 1990, resulting in P. L. 101-476, the Individuals with Disabilities 

Education Act (IDEA), which governs how states and public agencies provide to 

students early intervention, special education and related services. Since then, several 

additional amendments have been made to IDEA, ensuring clarity regarding the 

provisions for the structure of special education and related services and procedural 

safeguards that guarantee FAPE for students with disabilities. The current version of 
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this law is H. R. 1350, the Individuals with Disabilities Education Improvement Act 

(IDEIA), but is still referred to by most as IDEA (U.S. Department of Education, 

2011).  

Included within IDEA are thirteen disability categories under which students 

may be found eligible to receive special education and related services. Though the 

disability areas are diverse, a commonality among each of the disability areas is the 

requirement that to be eligible in any given category, the disability must result in an 

adverse impact on the child’s educational performance such that the child requires 

specially designed instruction by virtue of the disability. One disability area, 

emotional disturbance, as identified in the federal regulations, is most often referred 

to in published research as emotional and behavioral disorders (EBD), but can also be 

found in a variety of other ways: emotional disabilities; emotional handicaps; 

behavior disorders; and emotional disturbance (Gable, Tonelson, & Walker-Bolten, 

2010). Under the IDEA amendments, students are eligible for special education 

services in the category of emotional disturbance when they meet the federal law 

criteria, defined by section 300.7(c) (4) (ii) as: 

(i) Emotional disturbance means a condition exhibiting one or more of the 

following characteristics over a long period of time and to a marked degree that 

adversely affects a child's educational performance: 

(A) An inability to learn that cannot be explained by intellectual, sensory, or 

health factors. 

http://idea.ed.gov/explore/view/p/%2Croot%2Cregs%2C300%2CA%2C300%252E8%2Cc%2C4%2Ci%2C
http://idea.ed.gov/explore/view/p/%2Croot%2Cregs%2C300%2CA%2C300%252E8%2Cc%2C4%2Ci%2CA%2C
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(B) An inability to build or maintain satisfactory interpersonal relationships 

with peers and teachers. 

(C) Inappropriate types of behavior or feelings under normal circumstances. 

(D) A general pervasive mood of unhappiness or depression. 

(E) A tendency to develop physical symptoms or fears associated with 

personal or school problems. 

(ii) Emotional disturbance includes schizophrenia. The term does not apply to 

children who are socially maladjusted, unless it is determined that they have an 

emotional disturbance under paragraph (c)(4)(i) of this section (45 C. F. R. 

121a5[b][8][1978]). 

Prevalence of Students with EBD 

As noted by researchers in the field (e.g. Wagner, Kutash, Duchnowski, 

Epstein, & Sumi, 2005), the category of EBD includes students with an array of 

conditions, including anxiety disorders, mood disorders, oppositional defiant disorder, 

conduct disorder, and schizophrenia. The characteristics of students with EBD are 

broad and are evident across settings, not just in school. In the broadest sense, 

behavioral characteristics exhibited by students with EBD can be categorized into 

excesses and deficits that include externalizing behaviors such as impulsive, anti-

social, and aggressive behaviors; and internalizing behaviors such as social 

withdrawal and isolation (Gable, Hendrickson, Tonelson, & Van Acker, 2002; 

Landrum, 2011).  

http://idea.ed.gov/explore/view/p/%2Croot%2Cregs%2C300%2CA%2C300%252E8%2Cc%2C4%2Ci%2CB%2C
http://idea.ed.gov/explore/view/p/%2Croot%2Cregs%2C300%2CA%2C300%252E8%2Cc%2C4%2Ci%2CC%2C
http://idea.ed.gov/explore/view/p/%2Croot%2Cregs%2C300%2CA%2C300%252E8%2Cc%2C4%2Ci%2CD%2C
http://idea.ed.gov/explore/view/p/%2Croot%2Cregs%2C300%2CA%2C300%252E8%2Cc%2C4%2Ci%2CE%2C
http://idea.ed.gov/explore/view/p/%2Croot%2Cregs%2C300%2CA%2C300%252E8%2Cc%2C4%2Cii%2C
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Complicating the understanding of how to best identify and support students 

with EBD is the fact that many of these students display behavior patterns in both 

domains. This implies clinical and nonclinical designations (Jull, 2008; Kauffman, 

2010). Though these types of behaviors can be exhibited by students with and without 

disabilities, the behaviors and emotional responses of students with EBD are 

significantly different from what is generally accepted as societal norms (Van Acker, 

2010). Further, although the behavioral concerns are consistent across this population 

of students, they are not predictable from student to student or setting to setting, 

which further exacerbates the challenges. Without question, this group of students is 

heterogeneous, presenting a variety of challenges related to social, behavioral, and 

academic expectations. 

According to the U. S. Department of Education (2011), nearly 6.5 million 

students received special education services under IDEA during the 2008-09 school 

year. Of that, nearly 500,000 students were identified as having EBD. Although 

nationwide statistical data indicate the EBD population represents just one percent of 

the school-aged population (Aud, Hussar, Kena, Bianco, Frohlich, Kemp, & Tahan, 

2011), estimates from researchers in the field are that students with EBD actually 

represent between 2 and 20 percent of the school-age population (e.g. Lane, Kalberg, 

& Shepcaro, 2009). Though estimates of the prevalence rate of students with EBD 

have varied within published research, there exists consensus among researchers that 

the estimate of a five percent prevalence rate is conservative (Kauffman, 2011).  
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Outcomes of Students with EBD 

Outcome indicators for students with EBD are not encouraging. For example, 

more than 50% of students with EBD aged 14 and older drop out of school, and are 

more likely to be incarcerated or not employed after high school (Lane, Barton-

Arwood, Nelson, & Wehby, 2008; U.S. Department of Education, 2002). In addition, 

enrollment rates of students with EBD in postsecondary education are below most 

other disability groups and lower than their peers without disabilities. Further, 

students with EBD typically have lower employment rates compared to other young 

adults with disabilities and are more likely to be arrested and incarcerated (Wagner, 

Newman, Cameto, & Knokey, 2009). Not only have these realities not improved 

significantly over the past 20 years, the improvement that has been made has been at 

rates well below those of students in other disability categories (Wagner, Newman, 

Cameto, Garza, & Levine, 2005). 

Within the school setting, when comparing same-aged students with and 

without disabilities, students with EBD typically have higher rates of absenteeism, 

earn lower grades and often experience a lack of academic success across the 

curriculum (Boreson, 2006). Broad deficits are frequently evident in the areas of 

reading, vocabulary, mathematics, and written language (Lane et al., 2008). These 

deficits are likely to remain stable or worsen over time (Wiley, Siperstein, Bountress, 

Forness, & Brigham, 2008). Not only do these deficits negatively affect academic 

performance, but also social relationships (Kauffman, 2011).  
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Students with EBD have more frequent discipline issues than their peers. For 

example, compared to their same-aged peers with and without disabilities, students 

with EBD are at greater risk for disciplinary referrals, suspension, retention, and 

expulsion (Boreson, 2006; Gable, Tonelson, & Walker-Bolton, 2010; Smith, 

Katsiyannis & Ryan, 2011). According to the Data Accountability Center (2012), 

students with EBD were almost three times more likely to be suspended for over 10 

days than other students with disabilities. Without question, for students with EBD, 

the manifestations of their disability are vast, and the resulting outcomes concerning. 

Included within the federal regulations governing special education is a 

provision that education is provided to students with disabilities in settings with 

students without disabilities “to the maximum extent possible” (Rozalski, Stewart, 

&Miller, 2011). This principle is what is now widely known as the least restrictive 

environment (LRE). The concept of LRE is not about a specific placement. Instead, it 

varies by student, depending on the individual’s academic and behavioral needs. 

Compared to students with learning disabilities and other students with high 

incidence disabilities, the rate of inclusion for students with EBD is lower (Kauffman, 

Lloyd, Hallahan, & Astuto, 1995). Due to the complexity of needs, which often 

include challenging behaviors, the least restrictive environment for students with 

EBD may be a setting other than a traditional public school, often referred to as an 

alternative education setting. An alternative setting can include self-contained 

schools, day treatment centers, residential centers, and juvenile justice centers 

(Flower, McDaniel, & Jolivette, 2011). Also required within IDEA is a mandate that 
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a variety of placement options be considered when determining the LRE for a student 

with disabilities. Given the number of students with EBD who cannot be successful in 

the general education environment, noted researchers such as Kauffman and Hallahan 

(2005), have emphasized the importance of school teams considering the continuum 

of alternative placements when developing each student’s individualized education 

program (IEP).  

Statement of the Problem 

Given the complexity and intensity of needs of students with EBD, teachers, 

administrators, policy makers, and researchers are faced with immense and diverse 

challenges in meeting the needs of their students (Gage, 2010). Because of these 

challenges, IEP teams are also faced with the difficult decision of determining the 

appropriate setting for placement of these students. Overall, though significant 

progress has been made in regard to educating students with disabilities in less 

restrictive settings, as reported by McLeskey, Landers, Hoppey, and Williamson 

(2011),the proportion of students with EBD educated in general education settings for 

much of the school day is substantially lower than the proportion of students with 

learning disabilities who are educated in general education settings.  

Illustrating the seriousness of these students’ needs and the challenges created 

in regard to placement, results of a recent study, which investigated changes in 

national LRE trends for students with disabilities from 1990-1991 through 2007-

2008, indicated that 42% of students with EBD are educated in self-contained 

classrooms or separate schools, compared to just 11% of students with learning 
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disabilities (McLeskey et al., 2011). More specific, The Condition of Education 2011, 

which summarizes current development and trends according to recent data, provides 

details regarding students’ time in and out of general education settings. This report 

indicated that more than 60% of students with EBD spend 20% or more of their day 

outside of the general education classroom setting. More specifically, 19.4% of 

students with EBD spend between 21% and 60% of their day outside of the general 

education classroom setting, and 23.2% spend more than half their day outside of the 

general education classroom setting. Even more astonishing is the indication that 

18.3% of students with EBD are educated in separate schools or facilities, including 

public day, private day, residential, homebound, hospital, and correctional facilities 

(Aud et al., 2011). 

Although the types and ranges of difficulties presented by the EBD population 

are extensively examined and clearly presented in published research, it is concerning 

that specifics regarding best-practice in programming for them lacks clarity and 

agreement among researchers. In consideration of the challenges educational 

professionals experience in supporting students with EBD, and in recognition of the 

bleak outcomes these students currently experience in school and in life, the urgency 

of properly programming for students with EBD is highlighted by a statement made 

by Siperstein, Wiley, and Forness (2011): “No other findings from special education 

research are so disheartening than those concerning the success of students with 

EBD.” 
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Significance of the Problem 

Gage et al. (2010) captured the essence of the problem of educating students 

with EBD by stating, “Although a lofty goal, students with EBD deserve our help.” 

Authorities have long contended that we must significantly improve the quality of 

education afforded to students with emotional disabilities (e.g., Knitzer, Steinberg, & 

Fleisch, 1991). As noted by Brigham & Hott (2011), students “…with EBD have very 

painful lives and they make the lives of those around them painful.” The importance 

of appropriate supports and programming for these students is not disputed; however, 

as these authors also pointed out, the significance of these students’ needs is often not 

addressed until the problems they present become intolerable. Especially 

disheartening in regard to what the research has shown about students with EBD, are 

the dismal school outcomes of this population. Important to consider in regard to 

efforts to support students with EBD is that as they advance in grade level placement, 

their behavioral, social, and academic deficits become increasingly resistant to 

intervention efforts (Lane, Wehby, Little, & Cooley, 2005; Siperstein et al., 2011). 

Further, when the supports provided to students with EBD are not timely or 

sufficient, there exists a greater likelihood of poor academic outcomes, poor social 

relationships –in school, at home, and in the community- and increased mental health 

needs (Simpson, Peterson, & Smith, 2011).  

The difficulties of students with EBD often persist into adulthood, affecting 

employment, mental health stability, and involvement with the judicial system 

(Kauffman, 2010; Lane, Jolivette, Conroy, Nelson, & Benner, 2011; Siperstein, et al., 
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2011; Smith et al., 2011). The seriousness of this reality is captured by Gable et al. 

(2010): “Unfortunately, when intervention efforts do not succeed, the trajectory of the 

problem behavior is highly predictable –it multiplies, diversifies, and intensifies, and 

ultimately, adversely impacts post-secondary adjustment and youth employment.” 

Kauffman (2011, in press): further underscores the critical nature of this: 

…1 in 20 children (about 5 percent) who have serious, protracted problems 

that impair their functioning in everyday life and create serious distress or 

danger to themselves or others. Their problems aren’t just serious; they’re 

long-term and likely to be life-long if they don’t get early, effective help. 

According to Lane et al. (2005), the trend for placement determinations for 

students with EBD is for increasing numbers of students being placed in exclusionary 

settings, rather than in the general education environments with peers without 

disabilities. The researchers also note that students’ deficits in academics and 

behaviors are used as the justification for the placement in more restrictive settings. 

This is true even though the mandate of federal law requires that, to the maximum 

amount possible, students with disabilities be educated with students without 

disabilities. For students with EBD, however, it is understood that without substantive 

differences in how these students are supported in those environments, the likelihood 

of their success is minimized. Contrary to the logical assumption that a general 

education setting may provide maximized educational opportunities for students, it is 

asserted by some researchers that the more restrictive settings can actually offer 

benefits not available within a general education setting (e.g. Kauffman, Bantz, 
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&McCullough, 2002; Mooij, & Smeets, 2009; Lane et al., 2005;). Among the benefits 

identified by these researchers are smaller student–teacher ratios, increased support 

from paraprofessionals, teachers with more specialized training, modified 

curriculums, and systematic approaches to behavioral and therapeutic support. The 

concerns about higher placement rates of students with EBD in more restrictive 

settings notwithstanding, some researchers (e.g. Kauffman, et al., 2002) acknowledge 

that separate placements can, in fact, be superior to the more inclusive settings for 

students with EBD.  

Purpose 

The primary purpose of this study is to examine whether the essential 

components  for supporting students with EBD exist within a public day school for 

students with EBD. The secondary purpose of this study is to identify whether 

practices important for programming for students with EBD are implemented, and to 

examine student academic and social-emotional growth outcome data. This research 

study is a modified replication and extension of a study conducted by Quinn, Poirier, 

Osher, and Skiba (2006), who sought to identify the essential components of an 

alternative setting for students with disabilities. The current study was conducted in a 

public day school for middle school students designed to support students with EBD. 

It is anticipated that the results of this study will add to the existing research on 

programs for students with EBD and influence future policies and research regarding 

this vulnerable population of students.  
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Research Questions 

A case study approach, incorporating qualitative and quantitative 

methodology, was used to examine and explore the phenomena that exist in a public 

day school for middle school students with EBD. The research questions for this 

study were: 

1. How are the systems, programs, and structures for students with 

emotional and behavioral difficulties, which have been identified in the 

published literature as important, implemented at the research site? 

2. How do staff and students at the site perceive the use of programming 

practices important for students with EBD? 

3. Do students with emotional and behavioral disabilities demonstrate 

academic and social/emotional growth? 

Definition of Terms 

Below are the key terms used in this study. 

Accommodations. Changes to materials or procedures for students to provide 

access to instruction and assessments, without altering the content being measured 

(Thurlow, 2000). 

Externalizing behaviors. Externalizing behaviors is a term used to describe 

acting out behavior such as fighting, aggression, deceitfulness (Rutherford, Quinn, & 

Mathur, 2004; Kauffman, 2005). 

Effective programming. This term refers to the integrity and reliability of 

professional practices to clearly identify and use methods that are scientifically and 
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technically sound and unambiguously connected to desired outcomes (Simpson, et al., 

2011). 

Individualized education program (IEP). An IEP is a legally binding 

document developed by a school team to describe and identify the educational 

program designed to meet the child’s unique needs. It includes specific information 

regarding the child’s performance, annual goals, special education and related 

services, accommodations, participation in state and district-wide tests, needed 

transition services, and measured progress. 

Internalizing behaviors. Internalizing behaviors is used to describe behavior 

related to anxiety, social withdrawal, depression (Kauffman, 2005). 

Least Restrictive Environment (LRE). Federal mandate requires that, to the 

maximum extent appropriate, children with disabilities should be educated with 

children who are not disabled, and that removal of children with disabilities from the 

regular educational environment should occur only when the nature or severity of the 

disability is such that education in regular classes with the use of supplementary aids 

and services cannot be achieved satisfactorily. 

Looping. As implemented at the research site, looping entails students, 

academic teachers, designated instructional assistants, behavior specialists, and 

clinicians remaining together for the seventh and eighth grade years of middle school. 

Middle school students. For purposes of this study, middle school students 

refers to students in the seventh and eighth grades. 
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Partner teaming. Partner teaming involved two teachers working 

collaboratively together to teach all four academic content areas to a designated group 

of students. 

Positive Behavior Intervention Support (PBIS). PBIS refers to a framework 

or approach for assisting school personnel in adopting and organizing practices and 

behavioral interventions into an integrated continuum that enhances academic and 

social behavior outcomes for all students. 

Public day school. A public day school is a separate school for special 

education students.  

Social and emotional learning. A process for helping students develop the 

fundamental skills for life.  
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CHAPTER TWO: LITERATURE REVIEW 

The purpose of this chapter is to present a summary of literature related to 

effective programming for students with EBD. Information on the search procedures 

is provided in the first section. The second section discusses the programming 

suggestions provided by authors of a selection of published articles. The prevalence, 

challenges, context and culture of educating students with EBD. The third section 

addresses the commonalities and trends articulated in the body of research on 

programming for students with EBD. The fourth section provides an overview of 

essential programming elements and common characteristics that are important and 

critical for students with EBD to be successful in the educational process. The fifth 

section reviews the evidenced-based and essential elements needed to effectively 

program for students with EBD. The final section provides a rational for the practical 

and scholarly significance of the research problem. 

Search Procedures 

Computer assisted searches were conducted for relevant literature using the 

Education Full Text, Education Research Complete, Education Resources 

Information Center (ERIC), Dissertation Abstracts International, and PsycInfo data 

bases. Descriptors used in the searches included the following: special education; 

essential programming; emotional and behavioral disorders; outcomes for student 
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with EBD; school-based programs; effective practices for students with EBD; 

teaching students with EBD; quality program indicators for students with EBD; and 

EBD students and behavior management. Previous studies on critical educational 

program components for students with EBD were acquired and examined. Also, 

ancestral searches were conducted by using the reference lists from relevant research 

articles in order to acquire additional resources. Finally, recent issues of all major 

special education journals such as Remedial and Special Education, Exceptionality, 

Behavioral Disorders, Journal of Research in Special Education Needs, 

Exceptionality, International Journal of Inclusive Education, Beyond Behavior, 

Education and Treatment of Children, Journal of Emotional and Behavioral 

Disorder, and Exceptional Children were examined for relevant articles. 

Delimiting the topic. The delimiting process excluded studies that did not 

focus on the essential and effective elements necessary for the educational 

programming for students with EBD. In addition to the inclusion of one or more of 

the quality program indicators for teaching students with EBD, studies that focused 

primarily on prevalence, challenges, programming, and outcomes for educating 

students with EBD were included in the review. 

Criteria for inclusion. In order to be considered appropriate for inclusion in 

this review, the studies needed to meet specific criteria. First, the studies had to 

address one of the following: the importance of understanding the prevalence, 

challenges, context and culture related to educating students with EBD, the academic 

and behavioral challenges associated with educating students with EBD, the required 
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programming components necessary for educating students with EBD, and addressed 

the educational outcomes for students with EBD. Second, the studies related to 

programming for students with EBD had to include at least one of the quality 

program indicators for educating students with EBD. Those indicators include 

environmental management, behavior management, affective education, individuation 

and personalization, academic systems, and transition services specifically designed 

to meet the programming needs of students with EBD (Lane et al., 2011; Neel, 

Cessna, Borock, & Bechard, 2003). There is little commonality in the body of 

knowledge regarding evidence-based research on the essential programming elements 

for students with EBD. Systematic models of scientifically proven effective methods 

that can be used with learners with EBD are still unavailable (Simpson et al., 2011). 

However, there is a general consensus among researchers in the field that successful 

programs for students with EBD have at least one or more of the indicators listed 

above.  

The above procedures resulted in a final sample of 6 studies that noted the 

prevalence of students with EBD, 4 studies addressed coming to know and 

understanding the context and culture of educating students with EBD, 6 studies that 

investigated the academic and behavioral challenges of educating students with EBD, 

24 studies related to programming for students with EBD, and 4 studies addressed the 

educational outcomes of educating students with EBD.  
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Understanding the EBD Population 

Through the use of a variety of research methods over the past decade, 

practitioners agree there is a conservative estimation that at least a 5% of all children 

have serious mental health needs (Kauffman, 2011). Within that 5% estimation of 

children with mental illness are students with EBD who are not only under identified 

and underserved, but also experience the poorest outcomes of any population of 

students attending school (Nelson & Kauffman, 2009). The situation is further 

exacerbated by the fact that most children with serious emotional and behavioral 

problems often do not receive mental health treatment or special education services in 

a timely and sufficient manner. The result is that there is a sizable population of 

students with serious and lingering emotional problems which adversely impact their 

life functioning. Without the proper resources and educational opportunities this 

population of students is vulnerable not only to long-term, but also life-long problems 

(Kauffman, 2011; Kauffman & Landrum, 2009). Despite the dismal outlook for 

students with EBD, it is the responsibility of educators, researchers, and policymakers 

to assume the role of implementing scientifically supported practices across diverse 

areas of interventions that include instructional approaches, positive behaviors 

supports, and social skill supports (Gage et al., 2010). 

It is well documented in the field of education that students with EBD are 

known for their challenging, demanding, and unpredictable behavior patterns that 

affect their performance in social interactions and academic performance (Simpson et 

al. 2011; Wagner & Davis, 2006). Their internalizing and/or externalizing behavior 
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patterns are significantly different from the age-appropriate social norms that are 

generally accepted and expected in society. As a result, their performance in such 

areas as academic achievement, social/interpersonal relationships, self-care, and post-

secondary adjustment can be adversely affected (Jull, 2008; Van Acker, 2010).  

In the sections that follow, an explanation of programming found in 

alternative settings is provided. Next, a discussion is presented specific to the 

essential components necessary for effective programming for students with EBD, 

including social skills training, family and community connections, academics, 

behavior supports, career/life skills/transition, environmental supports and structures, 

and qualified and committed professionals. 

Alternative Settings 

Given the diverse and intense needs presented by students with EBD, nearly 

20 percent of this population of students is educated in sites separate from the 

neighborhood school (Aud et al., 2011). These sites are commonly referred to as 

alternative schools or programs. It is estimated that there are at least 11,000 public 

alternative schools in the United States (Atkins & Bartuska, 2010). These schools 

typically serve students who are most at risk for educational failure, including poor 

grades, truancy, disruptive behavior, pregnancy, and factors associated with 

withdrawal from school (Carver & Lewis, 2011; Lehr, Tan, & Ysseldyke, 2009). 

Within these alternative schools, at least one-third of the students have disabilities 

(Atkins & Bartuska, 2010). The most common disability area served in these settings 

is EBD (Hughes & Adera, 2006).  



20 

 

Alternative schools and programs are defined and described in a variety of 

ways. A general definition of alternative education schools is provided by the U. S. 

Department of Education (2002), in which an alternative education school is a public 

school that provides nontraditional education for a variety of purposes including 

general education, special education, vocational education, gifted and talented, and 

magnet school programming. More specifically, alternative schools exist to meet the 

needs of students who cannot succeed in a traditional educational setting (Lehr et al., 

2009). 

Similar to previously stated in regard to research specific to essential program 

components for students with EBD, there exists only limited research specific to 

program components in alternative schools. Anecdotally, there are commonalities in 

regard to recommended programming components in an alternative school, as 

compared to those recommended for students with EBD: provision of a safe and 

nurturing environment where strong relationships can be developed; professional 

development to support in meeting the needs of students; and a curriculum which is 

flexible, individualized to the needs of students, and connected to real-world 

problems and activities (Hughes & Adera, 2010; Kochhar-Bryant & Lacey, 2005). 

Also recommended for alternative school programming are comprehensive referral 

systems and transition supports for students (Hughes & Adera, 2010); and embedded 

counseling and positive behavioral supports (Kochhar-Bryant & Lacey, 2005). 

Quinn and Poirier (2006) conducted what is believed to be the first 

methodological investigation to identify the essential characteristics of alternative 
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programs. This mixed-methods design included data acquired through surveys, 

observations, interviews, and focus groups. Three instruments were used to collect the 

survey data: the At-Risk Student Services Assessment (ARSSA); the Effective School 

Battery (ESB); and the School Archival Records Search (SARS). Data were collected 

from three large alternative systems/sites. The first site was a public day school 

serving 84 students in kindergarten through twelfth grade. One hundred percent of the 

students had individualized education plans (IEP’s). The second site was a group of 

private day schools serving 750 students in kindergarten through twelfth grade. The 

third site included 140 schools and programs under the auspices of Department of 

Education, the Division of Alternative Education, and included alternative schools 

and correctional programs for adolescents and adults.  

Consistent with essential components identified by Kochhar-Bryant and Lacey 

(2005) and by Hughes and Adera (2006), analysis of the data in the Quinn and Poirier 

(2006) study revealed the following program components identified in the research as 

being effective for students with EBD: provision of a safe and nurturing environment 

where strong relationships can be developed; professional development to support in 

meeting the needs of students; and a curriculum which is flexible, individualized to 

the needs of students, and connected to real-world problems and activities. Also 

identified as essential were family involvement, and the support of knowledgeable 

administrators. 
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Essential Components 

Currently, there is little to suggest that most students with EBD are receiving 

an education embedded in proven methods from educators who have the training 

needed to use strategies, curriculum, and methods which result in positive outcomes 

(Downing & Peckham-Hardin, 2007; Firestone & Riehl, 2005; Nelson, 2000). In their 

quest to identify the critical programming elements needed by students with EBD, 

The Peacock Hill Working Group (Kauffman, 1991) was one of the first to identify 

fundamental elements of an effective EBD program: systematic and data-based 

interventions; continuous assessment and monitoring of progress; provision for 

practice of new skills; a systematic intervention selection process in which treatment 

matches problems; use of multi-component treatment; programming for transfer and 

maintenance; and commitment to sustained intervention.  

Though widely accepted as a foundational model for students with EBD, the 

fundamental elements identified by the Peacock Hill group did not provide a 

comprehensive exploration and identification of elements such as instructional 

domains and intervention targets (Simpson et al., 2011). In addition to considering the 

recommendations provided by the Peacock Hill group, and the efforts of practitioners 

since then to extend upon their work, these same researchers assert that the task of 

defining an effective model for students with EBD requires that professionals identify 

and comprehensively describe the agreed-upon elements and features of effective and 

scientifically-based programs. 
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The US Department of Education’s Office of Special Education Programs 

(OSEP) guides programming for the population we now identify as EBD. In 1990, the 

mission of OSEP was to provide better results for this population of students. 

Accordingly, the vision was “…a reorientation in national preparedness to foster the 

emotional development and adjustment of children and youth with or at risk of 

developing serious emotional disturbance as the critical foundation for realizing their 

potential at school, work, and in the community” (Chesapeake Institute, 1994).Using 

the articulated mission and vision, OSEP identified seven strategic targets, the 

purpose of which was to transform service systems, re-orientate professional 

attitudes, and emphasize positive outcomes for students with EBD. The following 

targets were identified: expanding positive learning opportunities and results; 

strengthening school and community capacity; valuing and addressing diversity; 

collaborating with families; promoting appropriate assessments; providing ongoing 

skills development and support; and creating comprehensive and collaborative 

systems. Underlying these targets were the assumptions that there existed a collective 

understanding of the importance of a flexible and proactive continuum of services; 

the involvement of family, community, and service providers; individualized 

programming based on the needs of students; and a focus on the child (Chesapeake 

Institute, 1994). 

In recognition of the recommendations provided by The Peacock Hill 

Working Group, and strategic targets presented in 1994 by the governing body of 

OSEP, seven articles with a focus specific to programming for students with EBD 
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were examined (Alberta, 2004; Boreson, 2006; Chesapeake Institute, 1994; Dunlap, 

Heineman, Kincaid, & Duchnowski, 2001; Lane et al., 2011Neel et al., 2003; 

Simpson et al., 2011). This examination revealed consistency in the overall 

identification of general components essential for successful programming. However, 

there was considerably less consistency in regard to the thoroughness and depth in 

description of these components, as well as in the indicators for each.  

A total of 16 essential programming components were identified within the 

articles: behavior management; transition/life skills; social skills and individuation; 

parent and community involvement; qualified and committed professionals; 

environmental climate; ongoing evaluation and assessment; tiered, systems-level 

approaches; learning teams; educational programming and services; academics; 

collaboration, communication, and relationships; valuing diversity; prevention; 

evidence-based strategies; and fidelity of implementation. Each of the essential 

programming components, and the articles in which they were identified, are 

presented in Table 1. Of the 16 essential programming elements identified for 

students with EBD, the eight most consistently identified in the literature were: 

academics; behavior management; transition; social skills; qualified and committed 

professionals; environmental supports and structures; collaboration and 

communication; and parent and community involvement. Each of these is discussed 

in the sections that follow.  
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Table 1 

 

Essential Program Components 

 

Alberta 

(2004) 

Boreson 

(2006) 

Chesapeake 

Institute 

(1994) 

Dunlap, 

Heineman, 

Kincaid, 

Duchnowski 

(2001) 

Lane, 

Jolivette, 

Conroy, 

Nelson & 

Benner 

(2011) 

Neel, 

Cessna, 

Borock & 

Bechard 

(2003) 

Simpson, 

Peterson & 

Smith 

(2011) 

behavior management x x  x  x x 

career/transition/life skills x x   x x  

social skills & individuation x x    x x 

parent &/or community involvement x  x    x 

qualified/committed professionals x  x  x  x 

ongoing evaluation/assessment x  x x    

environmental considerations x   x  x x 

tiered, systems-level approach x    x   

learning teams x       

educational programming/ services x       

academics  x x x  x x 

collaboration/communication & relationships  x x x    

value diversity   x     

prevention    x    

evidence-based strategies     x   

fidelity of implementation     x   
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Social skills training. It is clearly articulated in the research that students 

with EBD have difficulties stemming from poor social skills (e.g. Gresham, Sugai, & 

Horner, 2001; Kauffman, 2001; Simpson et al., 2011). Gresham et al. (2001) defined 

social skills as “…socially significant behaviors exhibited in specific situations that 

predict important social outcomes…” When described as a behavioral construct, 

Gable et al. (2010) defined social skills as “…a set of competencies that allows 

individuals to build and maintain positive social relationships with adults and peers, 

adjust to school expectations, and cope with the demands of the social environment.”  

Caldarella and Merrell (1997) developed a taxonomy of five dimensions of 

social skills, which has provided a framework which can be used to target social skills 

instruction and intervention. Peer relations skills includes pro-social interaction skills 

such as complimenting others, offering help to others, or inviting others to play. Self-

management skills are specific to personal responsibilities such as controlling one’s 

temper, following rules, and cooperating with others in various situations. Academic 

skills include skills specific to school such as completing work independently, 

listening to teacher directions, using free time appropriately, and appropriately asking 

for assistance as needed. Social compliance skills includes following rules and 

instructions and finishing tasks. Social assertion skills refers to behaviors such as 

initiating conversations with others, acknowledging compliments, joining ongoing 

group activities, and appropriately expressing feelings when wronged. 
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Gresham (2001) described a social skills classification model whereby social 

skills deficits were divided into three categories: acquisition; performance; and 

fluency. Acquisition deficits refer to the lack or absence of knowledge needed to 

execute, or an inability to discriminate the appropriateness of social behaviors. 

Performance deficits refers to situations in which in spite of possessing the skills 

needed, there is a failure to perform skills or behaviors at appropriate levels. Fluency 

deficits refer to a lack of exposure or a lack of ease and skill in demonstrating and 

performing a social skill at appropriate times.  

There are increasing amounts of research confirming the importance of social 

skills training for students with EBD (Simpson et al., 2011). This affective education 

component is designed to facilitate improved social skills of students and includes 

curriculum taught formally and informally, based on the needs of students (Neel et 

al., 2003). In alignment with this is individuation and personalization, which pertains 

to students developing insight and internalization as a result of the social skills 

lessons and activities, ultimately facilitating the ability of students to take 

responsibility for their actions and identify possible solutions to problematic 

situations. Proper social skills training includes instruction tied to student needs, 

feedback, and opportunities for generalization (Boreson, 2006). To ensure 

effectiveness, Simpson et al. (2011) cautioned that the social skills training must be 

matched to desired outcomes, carefully calibrated to the targeted behaviors, and 

provide students with opportunities to practice in natural settings.  
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There is universal agreement in regard to the importance of social skills 

instruction; however, the agreement is not universal in regard to its efficacy for 

students with EBD (Forness, 2005; Maag, 2006; Quinn, Kavale, Mathur, Rutherford, 

& Forness, 1999). Cook, Gresham, Berreras, and Crews (2008) conducted a mega-

analysis of five meta-analyses specific to social skills training for students with EBD. 

To do this, they extracted data specific to secondary students with EBD and 

aggregated it to determine efficacy. This resulted in data from 77 studies conducted 

with secondary students with EBD. Contrary to the indications of some previous 

studies (e.g. Quinn et al., 1999), Cook et al. found favorable outcomes of social skills 

training, with a moderate effect size of .32, and improvement noted in two-thirds of 

the students in the studies. 

Family and community connection. Families represent the first essential 

system and source of support for students’ learning and development and serve as a 

lifelong resource to them (Henderson & Mapp, 2002). Parent involvement in 

students’ learning is associated with increased achievement and academic 

performance, improved self-regulation, fewer discipline problems, stronger 

homework and study habits, improved work orientation, more positive attitudes 

toward school, and higher educational aspirations (Fan & Chen, 2001). 

The importance of parents and family in the growth and development of 

students is undisputed. Family and community support and involvement are critical 

because of the impact and influence these stakeholders have in the lives of students 

outside the walls of the school setting (Simpson et al., 2011). Though the significance 
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of the involvement of these people in the lives of students with EBD may not be fully 

understood, the importance of their involvement is without question and therefore 

identified by researchers as an essential component in the programming for this 

population (e.g. Alberta, 2004; Chesapeake Institute, 1994; Simpson et al., 2011).  

Mo and Singh (2008) presented evidence of the influence of parental 

involvement on students’ academic engagement in school and overall school 

performance, using results from a study they conducted which included the 

examination of data from the National Longitudinal Study of Adolescent Health. Data 

used was from 1,971 students in grades seven and eight. The results of this study 

confirmed the importance and significance of parental involvement. Specifically, the 

study found that parents who were highly involved were more likely to motivate 

students to be more engaged. As a result of high involvement of parents, students’ 

academic performance increased.  

The importance of parental involvement in a child’s schooling, and the 

positive impact of that involvement on academics and emotional well-being is well 

documented (e.g. Christenson & Carlson, 2005; Hoagwood, Olin, Kerker, 

Kratochwill, Crowe, & Sake, 2007; Kohl, Lengua, & McMahon, 2000). Wagner et al. 

(2005) reported that parents of students with EBD are often viewed by school 

personnel as not engaged and not caring about their child’s education. Further, the 

authors indicated that parents of students with EBD were significantly more likely 

than parents of students with other disabilities to express dissatisfaction with school 

personnel. In this study, parents of secondary students with EBD reported it required 
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“a lot of effort” to obtain services for their child. These parents were also less likely 

than parents of students with other disabilities to volunteer at school or to attend 

school or class events. With this in consideration, it is not surprising that the parent-

school relationships are often not strong. 

Academic supports. It is well documented that students with EBD present 

with a host of behavioral characteristics and social skills deficits (e.g. Lane, Carter, 

Pierson, & Glaser, 2006; Lane et al., 2008; Lane, Wehby & Barton-Arwood, 2005). 

In addition to the behavioral and social skills concerns, students with EBD also 

exhibit broad academic deficits across multiple areas. Those deficits include low 

levels of task engagement and task completion, limited content knowledge and 

serious gaps in their ability in reading, mathematics and writing (Lane et al. 2005; 

Lane et al., 2008; Lane, Wehby, Little, & Cooley, 2005). Contrary to the approach for 

students with LD, in which academic interventions are a focus, social and behavioral 

programming is typically the primary focus for students with EBD (Lane et al., 2006; 

Lane, Gresham, & O'Shaughnessy, 2002). This is concerning given the knowledge 

that students with EBD often have significant academic deficits, and that they become 

more resistant to intervention efforts as they progress through each year of school 

(Lane et al., 2006). 

Given the complexities presented by students with EBD, it is not surprising 

that they are often placed in more restrictive educational settings. Furney, Hasazi, 

Clark-Keefe, and Hartnett (2003), for example, found that a greater number of 

students with EBD were placed in alternative settings than were students with other 
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mild disabilities. It is of concern, however, that despite the potential benefits of the 

more restrictive settings, which include smaller class sizes, paraprofessionals 

assisting in classrooms, therapeutic and behavioral support and educators who are 

able to modify the curriculum with evidenced-based instructional practices, the 

academic gains of students with EBD are not as great as their same age peers with 

and without disabilities (Lane et al. 2005; Lane et al., 2006).  

The importance of a strong academic program has frequently been identified 

as an essential component of programs for students with EBD (e.g. Alberta, 2004; 

Boreson, 2006; Dunlap et al., 2001; Neel et al., 2003; Simpson et al., 2011). 

Undoubtedly, students with EBD experience academic challenges and have poor 

academic achievements outcomes. Nevertheless, programs for students with EBD 

continue to place emphasis on behavior control as opposed to the importance of 

having a rigorous academic program (Simpson et al., 2011). 

In consideration of essential programming components for students with EBD, 

the Chesapeake Institute (1994) emphasized the importance of expanding positive 

learning opportunities and results, designed to foster “…engaging, useful, and 

positive learning opportunities…” Further, they asserted the critical expectation that 

students with EBD develop the “…knowledge, skills, and attitudes essential for the 

educational, social, and workplace achievement.” The importance of a strong 

academic program as an essential programming component has been emphasized by 

others in the field as well (e.g. Boreson, 2006; Dunlap et al., 2001; Neel et al., 2003; 

Simpson et al., 2011). These researchers have consistently highlighted factors such as 



 

 

 

32 

 

the importance of strength in content and teaching strategies, effective instructional 

methods, and supports available for these students, whether in self-contained or 

general education settings. Along these lines, also noted as important for students 

with EBD is the alignment of the curriculum with the general education curriculum, 

and that it reflect skills needed in post-school environments (Neel et al., 2003) . 

Anderson, Kutash, and Duchnowski (2001) compared the academic progress 

over five years of 103 elementary-aged students with EBD and with LD. Included 

was an examination of five factors related to academic achievement: retention; type 

of special setting; behavior offenses; school mobility; and attendance. Results of this 

study revealed that for both groups, math and reading scores were below the norm; 

however, students with LD showed significant gains over time in reading, whereas 

little change was evidenced for students with EBD. In addition, students with LD 

received less special education services over time and improved in academic 

performance, whereas students with EBD, on average, received significantly more 

special education services and did not improve in academic performance. Concerning, 

is that the findings indicated that full time special education services were not 

effective in remediating the academic deficits of students with EBD.  

Focusing on the academic progress of students with EBD, Lane et al. (2005) 

presented the result of their study, which compared the progress of 72 elementary and 

secondary students with high incidence disabilities. Twenty-nine of the participants 

received academic instruction in self-contained classrooms or general education 

classes; 43 participants received their instruction in self-contained schools. Seventy-
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two percent of the participants had EBD as the primary handicapping condition. 

Progress was assessed by using rating scales, curriculum-based measures, 

standardized measures, and school record data. Results showed little academic 

progress in either setting, with no significant differences between students in either 

setting.  

Looking at students with EBD and LD, Lane et al. (2006) examined the 

similarities and differences in academic, social, and emotional skills of high school 

students. Results showed that both groups performed below average academically; 

however, students with EBD did not perform at a significantly lower level than did 

students with LD. The findings of this study confirmed that students with EBD and 

LD displayed academic deficits, placing them far below expected grade levels in 

reading and mathematics, corroborating previous studies indicating that students with 

EBD and LD have moderate to severe academic deficits. Although previous research 

was not consistent in regard to the academic skills level of both groups, the results of 

this study highlighted the similarities of the deficits existing among students with 

EBD and LD. 

Behavior supports. The importance of sound behavior management systems 

has been noted by many researchers in the field. Dunlap et al. (2001) emphasized a 

functional perspective on problem behaviors. In this regard, it is implied that behavior 

is purposeful and meaningful to the individual and is ultimately maintained by the 

consequences evoked by the behavior. Further, this feature includes an understanding 

that environmental circumstances affect the maintenance of the behavior. Extending 
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on this, Neal et al. (2003) and Alberta (2004) identified systems of behavior 

management to facilitate students taking responsibility for their own behavior. 

Further, these researchers asserted that by utilizing school-wide and individualized 

systems, which include data collection and analysis, students’ pro-social behavior is 

promoted. Systems such as this emphasize positive and proactive measures, as well as 

de-escalation strategies, and are designed to meet individual, small- and large-group 

needs of students (Boreson, 2006). Both Neel (2003) and Boreson (2006) emphasized 

the importance of a safe school environment and the development of a sound 

behavior management system as key, prior to the further development of 

programming. The use and implementation of effective behavior management 

systems is important because these systems are shown to be effective when used in a 

consistent and coordinated manner (Simpson et al., 2011). Lane et al. (2011) advocate 

for a tiered, systems-level approach of supports, focusing on academic and social 

domains. This includes graduated systems of prevention, starting with primary 

prevention efforts for all students.  

Extensive evidence supports the use of intervention strategies and plans to 

support the individualized needs of students who exhibit behavioral problems; 

however, wide-spread research does not exist specific to how best to support an entire 

school of students who may have behavioral needs (Simonsen, Britton, & Young, 

2010). A movement to investigate improved systems of selection, implementation, 

and documentation of effective interventions began in the 1980s. Practitioners and 

researchers recognized the importance of prevention, research-based practices, data-
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based decision-making, school-wide systems, explicit social skills instruction, team-

based implementation, professional development, and student outcomes (Gresham, 

1991; Sugai & Horner, 2006).  

Positive Behavioral Interventions and Supports (PBIS) is one example of a 

whole-school prevention strategy, the design of which is to enhance a school’s 

capacity to prevent disruptive behavior, creating and sustaining a three-tiered system 

of support (primary: school-wide/universal; secondary: targeted/selective; and 

tertiary: individualized), a school’s capacity to prevent disruptive behavior is 

enhanced (Bradshaw, Mitchell, & Leaf, 2010; Sugai & Horner, 2006). As part of the 

reauthorization of the IDEA of 1997, a National Center on Positive Behavioral 

Interventions and Supports was legislated. From that point forward, the emphasis of a 

systems approach has been universally recognized as the most effective way to 

facilitate appropriate behavior of students with EBD.  

School-wide Positive Behavioral Interventions and Supports (SWPBIS), an 

outgrowth of PBIS, is a universal, school-wide prevention strategy that is currently 

implemented in more than 9,000 schools across the nation, and draws upon 

behavioral, social learning, and organizational behavioral principles (Bradshaw et al., 

2010). School-wide Positive Behavioral Interventions and Supports is a systems 

approach designed to create behavior supports and a school culture that facilitates 

students’ social and academic success. The emphasis of SWPBIS is on systems of 

support which include proactive strategies for defining, teaching, and supporting 

positive student behavior and creating a positive school climate (Bradshaw et al., 
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2010; Lane, Capizzi, Fisher, & Ennis, 2012; Lewis, Jones, Horner, Sugai, 2010; 

Miller, George, & Fogt, 2005). 

Outside of the regular school setting, Miller et al. (2005) were among the first 

to document a systemic approach to facilitating desired behavior change in an 

alternative setting. The school that they studied included students ages 6 – 21, who 

were identified as having an emotional disability or autism, and who had a history of 

aggressive and disruptive behaviors. Staff in this school responded to inappropriate 

behaviors using negative sanctions such as seclusionary time-out and physical 

restraint. In response to the high number of behavioral referrals, including a high 

number of physical restraints (ie.1,064 restraints in one year –an average of 14 per 

student) and other reactive responses, the staff adopted a school-wide systems 

approach which included identifying and documenting outcomes; use data to drive 

their decisions; selecting and implementing evidence-based practices; and developing 

systems that promoted sustainable implementation of the evidence-based practices 

with fidelity. Following the implementation of these measures, the number of 

restraints had decreased to near zero. In addition, a significant increase of pro-social 

behaviors demonstrated by students was evident. As the percentage of students who 

were able to return to a less-restrictive setting increased. 

Using the data from a five-year longitudinal randomized controlled 

effectiveness trial on SWPBIS, conducted in elementary schools, Bradshaw et al. 

(2012) examined the impact of training in SWPBIS implementation on fidelity, as 

well as students’ suspensions, office discipline referrals, and academic achievement. 
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A total of 37 schools were included in this study, 21 of which had SWPBIS. The 

remaining 16 schools did not have SWPBIS implemented, the data from which were 

therefore used for the comparison group. 

Regarding the impact of training on implementation quality and sustainability, 

results of this study indicated that the schools trained in SWPBIS implemented the 

model with high fidelity and experienced significant decreases in inappropriate 

behaviors from students. Specific to training, data indicated strong correlations 

between training in SWPBIS and teaching behavioral expectations, management, and 

defining behavioral expectations. With regard to the impact of training on student 

outcomes, analysis indicated a significant reduction in the percentage of students with 

major and minor behavior referrals in schools where staff had been trained in 

SWPBIS. In addition, reductions in student suspension rates were also noted. With 

regard to gains in standardized test achievement scores, in schools in which staff had 

been trained in SWPBIS, student achievement scores on three out of four tests, were 

higher than in those in the schools where staff did not receive the training (Bradshaw 

et al. 2010). 

Simonsen et al. (2010) conducted a three-year descriptive single-subject case 

study to examine the impact of a school-wide approach of primary-level interventions 

in a nonpublic, alternative educational setting for students receiving special education 

services and who presented with challenging educational and behavioral needs. 

Students were typically referred to the school due to a history of physically 

aggressive behavior which posed a safety risk to the student or to others. 
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The impact of introducing school-wide approach to primary-level 

interventions was documented in a school where individualized secondary- and 

tertiary-level interventions were already in place. Over the course of three years, 144 

participants in grades preK through twelve, who had a history of aggressive behavior, 

were included in the study. Results of this three-year study were positive. During the 

baseline and intervention conditions, staff was expected to administer high rates of 

opportunities to respond using positive feedback, use negative or corrective feedback 

sparingly, and maintain a ratio of at least 4:1 for positive comments to negative 

comments. Outcome results indicated that although the frequency of interaction 

between staff and students did not change, the consistency of their language used by 

staff did increase, as did the frequency with which staff provided specific positive 

feedback about how individual students followed identified school-wide expectations. 

In regard to serious incidents, the numbers decreased both in level and trend. In 

addition, the distribution of students receiving discipline referrals for serious 

incidents decreased, meaning fewer students engaged in behaviors which were 

serious and/or physical in nature.  

Career/life skills/transition. Transition planning to assist students with 

disabilities to access post-secondary education has been a requirement of schools for 

more than two decades (Madaus, Banerjee, & Merchant, 2011), and has frequently 

been identified as an essential program component for students with EBD (e.g. 

Alberta, 2004; Boreson, 2003; Lane et al., 2011; and Neal et al., 2003). This reflects 

federal legislation that requires students receiving special education services to 
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participate in transition planning services that include “a coordinated set of activities . 

. . to facilitate the child’s movement from school to post-school activities” 

(Individuals with Disabilities Education Improvement Act of 2004, section 

602(34)(A)). Requirements of a transition plan include the inclusion of the specific 

goals which relate to the student’s strengths, preferences, and interests; the 

identification of a course of study; and post-school services that are in alignment with 

the stated goals. 

According to Alberta (2004) and Boreson (2006), the transition focus should 

be on the importance of understanding and considering the transitions from classroom 

to classroom, elementary to middle, middle to high, and high to post-secondary, and 

that it is from this understanding that the most appropriate programming and supports 

can be provided. Additionally, Neel et al. (2003) emphasized the connection between 

what is taught in school and what is needed in life. The focus of this area includes the 

link between skills learned in school and the application of them in nonacademic 

settings, and should be reviewed at every grade level. 

Best practice in the transition planning process has evolved from a focus on 

training in skills for a targeted destination to the current focus of helping students to 

develop self-awareness of their interests, strengths, and needs, and on learning and 

applying self-determination skills so that they can engage in their transition planning 

process (Scanlon, 2013). Kincaid (1996) suggests best practice in transition planning 

involves a “person centered” approach that addresses the transition domains of 

employment, education, living situation, and community life adjustment. In addition, 
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the transition planning process addresses community-based experiences and 

resources, and the provision of the coordination of services.  

In a guide designed to assist parents, teachers, and community service 

providers in the transition planning process for students with disabilities in California, 

Kilburn and Critchlow (1998) identified three main components: person-centered 

planning; an individual transition team meeting; and the coordination of local 

interagency transition teams. The National Alliance for Secondary Education and 

Transition (NASET), a voluntary coalition of more than 40 organization and 

individuals representing general education, special education, career and technical 

education, work force development, and families, has identified standards and 

indicators for students transitioning from secondary school: schooling; career 

preparatory experiences; youth development and youth leadership; family 

involvement; and connecting activities (Katsiyannis, Zhang, Woodruff, & Dixon, 

2005).  

In a study summarizing the findings of the National Longitudinal Transition 

Study-2 (NLTS2), Wagner and Davis (2006) examined the extent to which students 

with EBD are involved in and prepared for the transition planning process, as 

required by IDEA. This examination revealed that although most students with EBD 

attended their transition meetings, approximately one-third of those students did not 

participate in the discussions or decisions in that regard. This finding of a lack of 

participation was at a higher rate than those students with other disabilities. Further, 

although approximately 65 percent of the students had received instruction specific to 
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the transition planning process, these students were less likely to take a leadership 

role in the process than were students who had not received similar instruction. 

Specific to students’ goals included in the transition plan, fewer than 73% of the plans 

included a course of study to achieve the goals. Sadly, approximately one-third of 

school staff reported that a “well suited” course of study was not available at the 

school to support the identified goals on the transition plans. 

Environmental supports and structures. The importance of environmental 

management has been consistently identified among the essential components of 

programming for students with EBD (e.g. Alberta, 2004; Dunlap, et. al., 2001; Neel, 

et al., 2003). Within the area of environmental management, Neel et al. (2003) and 

Alberta (2004) included as important classroom organization, the availability of 

resources, flexible programming, the physical layout of the setting, scheduling, and 

communication systems. Simpson et al., (2011) elaborated further, placing 

importance on the organization of classrooms, the establishment of clear expectations, 

the availability of immediate and uniform feedback, and consistency in schedules and 

routines. Dunlap et al., (2001) also emphasized the importance of preventative 

measures. Multi-faceted endeavors such as early intervention, risk-factor assessment, 

focused interventions, and environmental design and enrichment which promote pro-

social behaviors and decrease problematic behaviors, are examples of preventative 

measures, and are therefore identified as essential in the programming for students 

with EBD. The staff-student interactions and student engagement domain refers to 

staff-student relationships and the emphasis on opportunities for student engagement 
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in learning. Like Neel et al. (2003), Boreson (2006) emphasized the importance of a 

safe school environment and the development of a sound behavior management 

system as key, prior to the further development of programming. 

Dunlap et al. (2001) also identified collaboration as essential in the area of 

environmental support. In this regard, the coordinated sharing of resources is targeted, 

as well as mutual trust and respect among stakeholders, consensus-based decision-

making, and shared goals. The importance of ongoing communication and 

collaboration, as well as healthy relationships among stakeholders, is emphasized by 

many who have examined and identified essential programming components for 

students with EBD (e.g. Alberta, 2004; Dunlap et al.; Neal et al., 2003; Simpson et 

al., 2011). Globally speaking, a healthy school climate is important to the success of 

schools in virtually all areas, and research has shown that satisfaction with school is 

strongly related to students’ perceptions of safety (Samdal, Nutbeam, Wold & 

Kannas, 1998). Specifically, school climate research highlights the importance of 

students’ feelings that they are treated fairly, that they feel they are safe, and that they 

believe that teachers are supportive. According to the Center for Social and 

Emotional Education (2010), the study of school climate has: 

…led to a growing body of research that attests to its importance in a variety 

of overlapping ways, including social, emotional, intellectual and physical 

safety; positive youth development, mental health, and healthy relationships; 

higher graduation rates; school connectedness and engagement; academic 
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achievement; social, emotional and civic learning; teacher retention; and 

effective school reform. 

Similarly, the National School Climate Council (2007) defines school climate as 

“…the quality and character of school life… based on patterns of students', parents' 

and school personnel’s experience of school life, and reflects norms, goals, values, 

interpersonal relationships, teaching and learning practices, and organizational 

structures.” 

A sustainable positive climate fosters the development and learning necessary 

for success in society and includes norms, values and expectations that support a 

feeling of emotional/physical/social safety; engagement and respect of others; 

stakeholders working together to develop, live, and contribute to a shared school 

vision; educators modeling and nurturing attitudes that emphasize the benefits and 

satisfaction of learning; and involvement of all stakeholders in the operation of the 

school and care of the school environment (National School Climate Council, 2007). 

Although there is yet to be universal consensus as to the dimensions of school climate 

which should be assessed, researchers do agree on four areas essential to this process: 

safety; relationships; teaching and learning; and institutional environment. School 

reform is a fifth area identified as being important, as noted by the Center for Social 

and Emotional Education (Cohen & Geier, 2010). 

Feeling safe is a fundamental human need, and is an essential element of 

school climate. The importance of safety as it relates to school climate is illustrated in 

a survey conducted by Bosworth, Ford, and Hernandez (2010), which included 22 
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focus groups with students and faculty in 11 elementary schools. Participants in this 

study identified three areas related to safety: physical characteristics and safety 

features (i.e. cameras, fences, locked doors, small school size); school staffing and 

relationships (i.e. caring atmosphere, positive student-staff relationships); and the 

organization of school discipline (i.e. teacher awareness, emergency procedures, 

consistency of consequences). The researchers concluded that the perceptions of 

students and staff regarding safety in school were directly correlated to school 

climate. Further, they found that students felt safest in school when they perceived 

that adults were caring and helpful, the rules were clear and consistently applied, and 

when overt unsafe behaviors were minimal.  

The patterns of norms, goals, values and interactions that shape relationships 

in schools provide an essential foundation for school climate (Cohen & Geier, 2010). 

A key aspect of relationships between teachers and students is how connected they 

feel with one another. Research supports the correlation between school climate and 

connectedness. School connectedness refers to an academic environment in which 

students believe that adults in the school care about their learning and about them as 

individuals (Blum, 2005). 

The results of the National Longitudinal Study of Adolescent Health, which 

surveyed 36,000 students in grades seven through twelve, underscored the importance 

of school connectedness in that it was found to be the strongest protective factor to 

decrease behaviors such as substance abuse and absenteeism, and it was second in 

importance, after family connectedness as a protective factor against emotional 
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distress, disordered eating, and suicidal ideation and attempts (McNeely, Nonnemaker 

& Blum, 2003; Resnick, Bearman, & Blum,1997; Resnick, Harris, & Blum, 1993). 

Researchers have also identified the relationship between school connectedness and 

positive outcomes in school such as attendance, staying in school, and test scores 

(Klem & Connell, 2004; McNeely et al., 2003; Rosenfeld, Richman, & Bowen, 

2000). 

The importance of a sound teaching and learning environment is undisputed. 

The connection of cooperative learning to social support and academic achievement 

were illustrated in the results of a study conducted by Ghaith (2003), which included 

135 college-bound students enrolled in an introductory English class, designed to 

enhance the students’ ability to use English as an academic language in their 

university fields of study. The results of the study indicated positive correlations 

between cooperative instruction and the perception of fairness of grading, class 

cohesion, and social support. Skinner and Belmont (1993) examined the effects of 

three dimensions of teacher behaviors on the behavioral and emotional engagement of 

144 elementary students. The results of this study, which extended through the year, 

showed a strong reciprocal relationship between the behavior of teachers and the level 

of engagement of students. Also salient among the results was evidence that students’ 

engagement in learning is influenced both by their perceptions of teachers and by the 

teachers’ actual behaviors. The students’ efforts were highest and most consistent 

when teachers provided clear expectations, contingent responses, and strategic help. 
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Similarly, when the students perceived the teachers to be warm and affectionate, they 

were more likely to feel happier and to be more enthusiastic in class.  

The concept of institutional environment relates to how a school is organized. 

There is an abundance of research indicating the positive correlation of a small school 

setting to a positive school climate, and academic achievement (Blum, 2002; Cotton, 

2001; Cotton, 1996; McNelly, Nonnemaker, Stevenson, 2006). In her research 

concerning the benefits of small schools, Raywid (1999) offers support for the 

assumption of stronger school connectedness in that smaller schools allow for more 

personalization and higher levels involvement of students in extra-curricular 

activities. Though research has shown there is a positive correlation between a 

smaller school size and a positive school climate, research also exists indicating other 

variables as predictors of performance, such as the combination of class size, daily 

attendance, and school size (Stevenson, 2006).  

Recognizing that the research is inconsistent specific to the benefits of small 

schools, the conclusions drawn from research about small schools may be best 

summarized by Visher, Teitelbaum and Emanuel (1999), who suggest that school size 

should be viewed as a facilitator of desirable practices which are easier to implement 

in smaller schools. These include characteristics that are highly correlated with 

student learning, such as collegiality among teachers, and strong and positive teacher-

student relationships. Given the current trend to build larger schools to accommodate 

the increasing numbers of students in American schools, a small school may not be 

accessible to the majority of students (Stevenson, 2006). In light of this reality, 



 

 

 

47 

 

educational leaders must be mindful that the power of environmental variables such 

as flexible scheduling, the quality and frequency of teacher-student interactions, and 

classroom layouts can affect the perceptions of students as they relate to school 

climate (Cohen & Geier, 2010). 

A positive and sustained school climate is crucial because it is associated with 

and/or predictive of positive youth development, effective risk prevention, student 

engagement and achievement, increased attendance and graduation rates, and teacher 

retention (Cohen & Geier, 2010). The elements of a positive school climate are inter-

related and can also be positively correlated to students’ and staff members’ safety, 

healthy relationships, and engaged learning and teaching practices. 

Qualified and committed professionals. Highly qualified and committed 

professionals were identified as the most salient of all recommended elements in 

programming for students with EBD. Alberta (2004) and Simpson et al. (2011), in 

regard to the essential programming components for students with EBD, emphasized 

the importance of knowledgeable staff. Specifically, they indicated staff should have 

knowledge of, and experience with, instructional and behavioral strategies used to 

ensure students’ safety and success. This recommendation of Alberta and Simpson et 

al. is based on existing research on effective practice, indicating the connection 

between well-trained and qualified staff and positive student outcomes.  

Our nation’s ongoing commitment to provide students with a free and 

appropriate education is evident in the reauthorized version of IDEA (2004); 

however, implementation of this important law is all but impossible until and unless 
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there are a sufficient number of teachers qualified to provide the services needed 

(Cooley & Yovanoff, 1996). Nationally, 98% of school districts report shortages in 

qualified special education teachers (Bergert & Burnette, 2001). This shortage of 

qualified special education teachers is especially true in the area of EBD (Henderson, 

Klein, Gonzalez, & Bradley, 2005). Within the United States, special education and 

behavioral disorders as the teaching areas with the highest demand. Compounding the 

impact of this concerning fact, more than 30,000 special education teacher positions 

are filled by teachers who do not have full certification (Blake & Monahan, 2007; 

U.S. Department of Education, OSEP, 2000). Adding to the challenge of hiring 

highly qualified teachers in all areas, it is of particular concern that special education 

teachers are more likely to leave teaching than are other groups of teachers (Ingersoll, 

2001). Further, the shortages in the field of EBD are greater than in any other area of 

certification (McLesky, Tyler, & Flippin, 2004). 

There is growing evidence that, regardless of general education or special 

education, the most important school influence in a student's education is a qualified 

teacher who is well-prepared and caring. Further, the strong association among the 

knowledge, skills, and ethics of teachers; the quality of students' educational 

experiences; and educational accomplishments cannot be disputed (Kozleski, 

Mainzer, & Deshler, 2000).  

Henderson et al, (2005), reporting on findings from the Study of Personnel 

Needs in Special Education (SPeNSE), found that compared to teachers in other areas 

of special education, teachers in the area of EBD had fewer years of teaching 
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experience than did their colleagues (12 years vs. 14.7 years) who teach in other 

areas. In addition, special education teachers in the area of EBD were more frequently 

assigned to separate schools or programs or to alternative schools. Specifically, only 

78% of EBD teachers reported working in a regular elementary or secondary school, 

compared to nearly 96% of non-EBD teachers. Henderson et al. also reported that 

compared to other special education teachers, EBD teachers were less credentialed. 

They were less likely to have a Master’s degree than were special education teachers 

in other disability areas (52.9% vs. 62.3%), and less likely to be fully certified (89.3% 

vs. 92.8%). Further, they were more likely to be working with emergency 

certification than were their colleagues who were working in other disability areas 

(10.4% vs. 4%). Similarly, nearly twice as many teachers in EBD obtained licensure 

through an alternative route certification program than did their colleagues in other 

areas of special education (11.7% vs. 6.7%). 

Of all areas in special education, EBD is the area with the highest rate of 

attrition (Henderson et al., 2005). Based on two years of field work and intensive 

research based on data collected from hundreds of educators and parents, as well as 

national databases and published research, the Bright Futures report (Kozleski, 

Mainzer, & Deshler 2000) identified a number of factors contributing to attrition of 

special educators: ambiguous and competing responsibilities; overwhelming amounts 

of paperwork; inadequate support from central office staff; significant teacher 

isolation; insufficient focus on improved student outcomes; increased demand for 
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well-qualified special educators; poorly prepared new general and special educators; 

and fragmented state and provincial licensing systems (Kozleski et al., 2000). 

Summary 

The characteristics of students with EBD across the literature identify 

problems such as impulsive, anti-social, and aggressive behaviors, as well as social 

withdrawal and isolation (Gable et al., 2002). Although these problems can be found 

across all populations, the frequency, duration, and intensity of them exist at much 

higher levels among students with EBD. Further, they typically occur across all 

settings, not just school.  

Compared to students without disabilities, students with EBD typically earn 

lower grades, are less likely to pass classes, and are more likely to drop out of school 

(Lane et al., 2008). Likewise, students with EBD, compared with students in other 

disability groups, are at an even greater risk of dropping out of school. Further, 

research has shown that 51% of students with EBD aged 14 and older drop out of 

school, and that these students are more likely to be incarcerated or not employed 

after high school (U.S. Department of Education, 2002). These disturbing statistics 

underscore the importance of evidence-based practices for students with EBD.  

Academically, students with EBD often experience a lack of academic success 

across the curriculum. Broad deficits are often seen in the areas of reading, 

vocabulary, mathematics, and written language (Lane et al., 2007). These deficits are 

likely to remain stable or worsen over time (Wiley et al., 2008). Not only do these 

deficits negatively affect academic performance, but also social relationships 
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(Kauffman, 2001). Though the current outcomes for students with EBD are poor, it 

remains the responsibility of educators, researchers, and policymakers to identify and 

put into place, practices which will facilitate academic, behavioral, and social support 

(Gage et al., 2010). 

There is currently little indication that scientifically proven methods are being 

used in classrooms for students with EBD on a regular basis, or that these students’ 

teachers have the training needed to use strategies, curriculum, and methods which 

result in positive outcomes (Downing et al., 2007: Firestone & Riehl, 2005; Nelson, 

2000). The Peacock Hill Working Group (Kauffman, 1991) was one of the first to 

identify fundamental elements of an effective EBD program: systematic and data-

based interventions; continuous assessment and monitoring of progress; provision for 

practice of new skills; a systematic intervention selection process in which treatment 

matches problems; use of multi-component treatment; programming for transfer and 

maintenance; and commitment to sustained intervention.  

In 1994, OSEP identified seven strategic targets, the purpose of which was to 

transform service systems and professional attitudes, and emphasize positive 

outcomes for students with EBD: expanding positive learning opportunities and 

results; strengthening school and community capacity; valuing and addressing 

diversity; collaborating with families; promoting appropriate assessments; providing 

ongoing skills development and support; and creating comprehensive and 

collaborative systems. Embedded within these targets were the assumptions that there 

existed a collective understanding of the importance of a flexible and proactive 
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continuum of services; the involvement of family, community, and service providers; 

individualized programming based on the needs of students; and a focus on the child 

(Chesapeake Institute, 1994). 

Though a strong foundational model, the fundamental elements identified by 

the Peacock Hill group did not include the instructional domain and intervention 

targets. Since then, practitioners have attempted to extend upon their work, taking on 

the task; however, some researchers have asserted that this task requires that 

professionals identify and comprehensively describe the agreed-upon elements and 

features of effective and scientifically-based programs (Simpson et al., 2011). 

Difficulties experienced by students with EBD, stemming from poor social 

skills, are well documented within the literature (e.g. Gresham et al., 2001; Kauffman, 

2001; Simpson et al., 2011). Caldarella and Merrell (1997) developed a taxonomy of 

five dimensions of social skills, which can be used as a framework to target social 

skills instruction and intervention: peer relations skills; self-management skills; 

academic skills; social compliance skills; and social assertion skills. Gresham (2001) 

described a social skills classification model whereby social skills deficits were 

divided into three categories: acquisition; performance; and fluency.  

There is increasing indication of agreement among practitioners and 

researchers regarding the importance of social skills training for students with EBD 

(e.g. Simpson, et al., 2011). Accordingly, there is agreement that social skills needs to 

include curriculum taught formally and informally, based on the needs of students 

(Neel et al., 2003). Ultimately, when taught social skills in a variety of contexts and 
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settings, with outcomes calibrated to targeted behaviors and opportunities to practice 

in natural settings, students can develop insight and internalization, facilitating their 

ability to take responsibility for their actions and identify possible solutions to 

problematic situations (Boreson, 2006; Simpson et al., 2011). 

The importance of parents and family in the support of students with EBD is 

understood and underscored by many (e.g. Christenson & Carlson, 2005; Hoagwood 

et al., 2007; Kohl et al., 2000). Data examined from the National Longitudinal Study 

of Adolescent Health (Mo & Singh, 2008) confirmed the importance and significance 

of parental involvement, revealing that parents who were highly involved in school 

activities were more likely to motivate students to be more engaged. This supports the 

findings of Fan and Chen (2001) who found that parent involvement is associated 

with increased achievement and academic performance, improved self-regulation, 

fewer discipline problems, stronger homework and study habits, improved work 

orientation, more positive attitudes toward school, and higher educational aspirations. 

Studies specific to academic achievement have shown that, compared to other 

disability areas, students with EBD make less progress (e.g. Anderson et al., 2001; 

Lane et al., 2005; Lane et al., 2006). The importance of a strong academic program 

has frequently been identified as an essential component of programs for students 

with EBD (e.g. Alberta, 2004; Boreson, 2006; Dunlap et al., 2001; Neel et al., 2003; 

Simpson, et al., 2011), yet the emphasis for this population of students is often on 

behavior control as opposed to the importance of having a rigorous academic 

program. The Chesapeake Institute (1994) emphasized the importance of expanding 
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positive learning opportunities and results, and asserted the critical expectation that 

students with EBD develop the knowledge, skills, and attitudes essential for 

educational, social, and workplace success. This importance of a strong academic 

program has also been emphasized by others in the field as well (e.g. Boreson, 2006; 

Dunlap et al., 2001; Neel et al., 2003; Simpson et al., 2011), with factors consistently 

highlighted such as the importance of strength in content and teaching strategies, 

effective instructional methods, and supports available for these students, whether in 

self-contained or general education settings.  

The importance of sound behavioral management systems is also consistently 

identified as an essential component for students with EBD (e.g. Dunlap et al., 2001). 

Researchers have identified systems of behavior management to facilitate students 

taking responsibility for their own behavior (Alberta, 2003; Dunlap et al., 2001; Neel 

et al., 2003). Boreson (2006) asserted that systems which facilitate pro-social 

behavior place an emphasis on positive and proactive measures, as well as de-

escalation strategies, and are designed to meet individual, and small- and large-group 

needs of students. Behavior management systems are found to be most effective when 

used in a consistent and coordinated manner (Simpson et al., 2011). Lane et al. (2011) 

advocated for a tiered, systems-level approach of supports, focusing on academic and 

social domains, and including graduated systems of prevention, starting with primary 

prevention efforts for all students. 

The school-wide approach to proactively facilitate pro-social behaviors has 

been documented by many (e.g. Bradshaw et al., 2010; Simonsen et al., 2010). As a 
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school-wide approach, Positive Behavioral Interventions and Supports (PBIS) is 

designed to enhance a school’s capacity to prevent disruptive behavior by creating 

and sustaining a three-tiered system of support (Bradshaw et al., 2012; Sugai & 

Horner, 2006). School-Wide Positive Behavior Interventions and Supports 

(SWPBIS), is an outgrowth of PBIS, designed to create behavior supports and a 

school culture that facilitates students’ social and academic success. The emphasis of 

the school-wide approach is on systems of support which include proactive strategies 

for defining, teaching, and supporting positive student behavior and creating a 

positive school climate (Bradshaw et al., 2010; Lane et al., 2012; Lewis et al., 2010; 

Miller et al., 2005).  

Transition planning to assist students with disabilities to access post-

secondary education has been a requirement of schools for more than two decades 

(Madaus et al., 2011). Even so, using data from the National Longitudinal Transition 

Study-2 (NLTS2), Wagner and Davis (2006), found that students with EBD 

participated in the transition process at a lower rate than did students in other 

disabilities areas, and that these students were less likely to take a leadership role in 

the process than were students who had not received similar instruction. Given the 

understanding that the difficulties experienced by students with EBD often extend 

into adulthood, it is not surprising that transition has often been identified as an 

essential programming component for students with EBD (e.g. Alberta, 2004; 

Boreson, 2003; Neel et al., 2003; Lane et al., 2011). Alberta (2004) and Boreson 

(2006) suggest the transition focus should be on the importance of understanding and 
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considering the transitions from classroom to classroom, elementary to middle, 

middle to high, and high to post-secondary, and that it is from this understanding that 

the most appropriate programming and supports can be provided, while Neel et al. 

(2003), emphasize the connection between what is taught in school and what is 

needed in life. The focus of this area includes the link between skills learned in school 

and the application of them in nonacademic settings, and should be reviewed at every 

grade level. The focus transition planning process has evolved to a person-centered 

approach; one of helping students to develop self-awareness of their interests, 

strengths, and needs, and on learning and applying self-determination skills so that 

they can engage in their transition planning process (Scanlon, 2013; Kincaid, 1996).  

The importance of the school and classroom environment has been 

consistently identified among the essential components of programming for students 

with EBD (Alberta, 2004; Dunlap et. al., 2001; Neel et al., 2003). Classroom 

organization, the availability of resources, flexible programming, the physical layout 

of the setting, scheduling, and communication systems have been identified as 

essential within this area (Alberta, 2004; Neel et al., 2003). Extending on this, 

Simpson et al. (2011) emphasized importance on the organization of classrooms, the 

establishment of clear expectations, the availability of immediate and uniform 

feedback, and consistency in schedules and routines. Boreson emphasized the 

importance of a safe school environment and the development of a sound behavior 

management system as key, prior to the further development of programming. The 

importance of feeling was shown by Bosworth et al. (2010), who found that students 
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felt safest in school when they perceived that adults were caring and helpful; the rules 

were clear and consistently applied; and when overt unsafe behaviors were minimal. 

Also within the context of environmental management, Dunlap et al. (2001) 

identified collaboration as essential in this area, where the coordinated sharing of 

resources is targeted, as well as mutual trust and respect among stakeholders, 

consensus-based decision-making and shared goals. The importance of 

communication and collaboration as an element of environmental management has 

been emphasized by many (e.g. Alberta, 2004; Dunlap et al., 2001; Neal et al., 2003; 

Simpson et al., 2011). In support of this, research has shown that satisfaction with 

school is strongly related to students’ perceptions of safety (National School Climate 

Council, 2007; Samdal, Nutbeam, Wold, & Kannas, 1998). Further, the patterns of 

norms, goals, values and interactions that shape relationships in schools provide an 

essential foundation for school climate (Cohen & Geier, 2010). A key aspect of 

relationships between teachers and students is how connected they feel with one 

another (Blum, 2005; Cohen & Geier, 2010). This was supported by a study 

conducted by the National Longitudinal Study of Adolescent Health, the findings of 

which underscored the importance of school connectedness because it was the 

strongest protective factor to decrease behaviors such as substance abuse and 

absenteeism, and it was second in importance, after family connectedness as a 

protective factor against emotional distress, disordered eating, and suicidal ideation 

and attempts (Nonnemaker et al., 2003; Resnick et al., 1993; Resnick et al., 1997). 
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Finally, most salient of all recommended elements in programming for 

students with EBD, was the importance of highly qualified and committed 

professionals, and is based on the understanding of the connection between well-

trained and qualified staff and positive student outcomes (e.g. Alberta, 2004; Simpson 

et al., 2011). Despite this universal understanding, there remains a shortage of 

qualified professionals in nearly all school districts nationwide, as reported by Berget 

and Burnette (2001). This shortage is especially true in the area of EBD (Kelly et al., 

2006), and compounded by the fact that more than 30,000 special education teacher 

positions are filled by teachers who do not have full certification (U.S. Department of 

Education, OSEP, 2000; Blake & Monahan, 2007).  

The importance of qualified professionals for this vulnerable population is 

underscored by the recognition of the strong association among the knowledge, skills, 

and ethics of teachers; the quality of students' educational experiences; and 

educational accomplishments (Kozleski et al., 2000). Of particular concern are the 

findings of Henderson et al. (2005), which included the fact that compared to special 

education teachers in other areas, teachers of students with EBD had fewer years of 

teaching experience than did their colleagues; and were less credentialed. Further, 

they were more likely to be working with emergency certification than were their 

colleagues who were working in other disability areas. 

Without question, there is an increased awareness among practitioners and 

researchers in the field of EBD of the need for a strong programmatic foundation with 

clearly articulated components and outcomes. Though increased frequency is noted 
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among what researchers identify as essential in the programming for students with 

EBD, consistency is not yet universal; however, the aforementioned essential 

programming elements provide us with the framework from which to work when 

designing and evaluating programs for students with EBD. 
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CHAPTER THREE: METHODS 

This chapter presents the methods for the research study. In the following 

sections, the following are discussed: research design; research questions; setting; 

data sources; participants; procedures; data analysis; anticipated results; limitations; 

and scholarly significance. 

This study is a modified replication and extension of the work of Quinn et al. 

(2006), who implemented a descriptive study designed to identify the essential 

components which effectively met the spectrum of needs of students with emotional 

disabilities who were in need of a school different than a traditional setting. The 

Quinn et al. study is believed to be one of the first methodical investigations of the 

essential characteristics of alternative programs that effectively meet the diverse 

needs of the EBD population. The study used a mixed methods case study design 

which included quantitative and qualitative research methods. Participants included 

students, staff, and parents at selected sites. Quantitatively, observational, archival, 

and survey data were collected and analyzed; qualitatively, data were obtained and 

analyzed through interviews and focus groups. 

Research Design 

A mixed methods case study design was employed for this study. The case 

study design was selected because it can be used to contribute to what we know about 
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a given phenomenon (Yin, 2008). It is an in-depth description and analysis of a single 

unit or system bounded by space and time, used by a researcher interested in gaining 

in-depth understanding of situations and meaning for those involved (Hancock & 

Algozzine, 2006; Merriam, 2009). The benefit of a case study, as a methodological 

approach, stems from researchers gaining an understanding of the how and why of a 

given system or program (Hancock & Algozzine, 2006; Merriam, 2009, Yin, 2008).  

A descriptive case study approach, with an intrinsic focus, was used to 

contribute to our knowledge of existing phenomenon and allow for the presentation of 

a complete description of the phenomena within context (Hancock & Algozzine; Yin, 

2008). Specifically, it allowed for the identification and exploration of the essential 

components of a public day school for middle school students who have emotional 

and behavioral disabilities (EBD); the extent to which evidence-based practices are in 

place at the site; and the scope of academic and social/emotional, and behavioral 

growth of students. 

The design of this study included both quantitative and qualitative 

components. Quantitatively, data were analyzed from modified versions of two 

survey instruments: The At-Risk Student Services Assessment (ARSSA) and The 

Effective School Battery (ESB). Data were also analyzed from English/reading and 

mathematics state assessment test scores, as well as historical records regarding the 

least restrictive environment identified on the IEPs of students who were transitioning 

to the ninth grade. Qualitatively, data were analyzed from follow-up interviews and 

the anecdotal comments offered by staff on each survey. 
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Research Questions 

Three research questions were developed to guide this study.  

1. How are the systems, programs, and structures for students with emotional 

and behavioral difficulties, which have been identified in the published 

literature as important, implemented at the research site? 

2. How do staff and students at the site perceive the use of practices 

important for programming for students with EBD? 

3. Do students with emotional and behavioral disabilities demonstrate 

academic and social/emotional growth? 

Setting 

The study was conducted in a public day school for middle school students in 

grades six through eight. The least restrictive environment, as denoted in each 

student’s IEP, was identified as a public day school where the primary programming 

focus was to address emotional/behavioral difficulties demonstrated  by students. The 

population of the school included 137 students. Seventy-seven percent (n = 107) of 

the overall population had been identified as having an emotional disability; of those, 

50 had co-morbid disabilities, including learning disabilities, other health impairment, 

autism, and multiple disabilities. Although not all students in the school had 

emotional disabilities identified as a special education eligibility area, 100% of the 

students had an IEP which designated the primary programming focus as emotional 

disabilities. 
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The public day school was located on the East Coast of the United States, in a 

district which included more than 175,000 students. The overall demographics of 

students in the school system were diverse, and included the following racial 

demographics: 43.1% White; 22.1% Hispanic; 19.3% Asian; 10.4% African 

American; 4.2% Multi-Racial; and .02% American Indian/Alaskan Native. Of those, 

48.4% were female and 51.6% were male. 

Given that the student population of the research site was 68% minority, the 

overall demographics of the school population depicted a significantly more diverse 

student body, as compared to the overall demographics of the entire school system, 

including 36% Caucasian; 31% African American; 22% Hispanic; 7% Multi-Racial; 

1% Asian; and 4% Middle Eastern. Of those, 75% were male and 25% female. 

Nineteen percent of the student population at the research site was classified as 

Limited English Proficient, which was equivalent to the percentage of students 

identified as Limited English Proficient system-wide. Fifty-eight percent of the 

students in the school received free/reduced meals, which was double that of students 

district-wide. In addition, 30% of the students had been recommended for expulsion 

(and or expelled) one or more times, compared to less than one-third of one percent 

(0.33%) of the entire population of students district-wide. The overall school 

demographics are presented in Table 2. 
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Table 2 

 

School Demographics 

Variable Level 

Number 

(N=137) Percentage 

Gender 

 

   

 Male 103 75% 

 Female 34 25% 

Grade 

   

6
th
 grade students 14 10% 

 7
th
 grade students 

 
48 35% 

 8
th
 grade students  75 55% 

Ethnicity 

   

Asian 1 1% 

 Black 42 31% 

 Caucasian 49 36% 

 Hispanic 30 22% 

 Middle Eastern 5 4% 

 Multi-Racial 10 7% 

Disability 

   

EBD 54 39% 

 EBD, LD 20 15% 

 EBD, OHI 17 12% 

 EBD, Aut 2 1% 
%  EBD, LD, OHI 7 5% 

 ED, LD, OHI, Aut 1 1% 

 ED, OHI, Aut 2 1% 

 MD (EBD, OHI, Aut) 1 1% 

 MD (EBD, LD, OHI) 1 1% 

 MD (ED, Aut) 1 1% 

 LD 13 9% 

 LD, OHI 2 1% 

 OHI 10 7% 

 OHI, Aut 1 1% 

 Aut 5 4% 

Note. EBD = emotional and behavioral disorders; LD = learning disabilities; OHI = other 

health impairments; AUT = autism; and MD = multiple disabilities 
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All students at the selected site were found eligible for special education 

services and therefore had individualized education programs (IEP’s) either with or 

without accommodations. With the support of the accommodations as needed, such as 

small group instruction, extended time for completion of assignments, positive 

reinforcement systems, counseling, etc., all students accessed the general education 

curriculum and participated in statewide assessments. The site selected for this study 

was the only middle-level public day school in the school district. The school 

supported students with disabilities who were in need of a more intensive approach to 

teaching and learning than what was provided within any of the traditional school 

settings which offered both general education and special education services. 

All students at the selected site were found eligible for special education 

services and therefore had individualized education programs (IEP’s) either with or 

without accommodations. With the support of the accommodations as needed, such as 

small group instruction, extended time for completion of assignments, positive 

reinforcement systems, counseling, etc., all students accessed the general education 

curriculum and participated in statewide assessments. The site selected for this study 

was the only middle-level public day school in the school district. The school 

supported students with disabilities who were in need of a more intensive approach to 

teaching and learning than what was provided within any of the traditional school 

settings which offered both general education and special education services. 
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Programming 

Typical academic class sizes at the school ranged from 7 to 10 students, with 

one teacher and one instructional assistant in each class. Elective classes, such as 

music, art, or drama, ranged from 8 to 10 students, and were staffed with one teacher 

and one instructional assistant. Physical education classes ranged from 21 – 28 

students, with one teacher and two instructional assistants. All students participated 

daily in each of the four core academic classes (English, math, science, and social 

studies), physical education, and two elective classes. The exception to this schedule 

occurred only for students who were in need of a targeted reading class, which took 

the place of one elective class. In most cases, classrooms school-wide were staffed 

with one teacher and one instructional assistant. In addition to the classroom 

instructional staff at the school (teachers and instructional assistants), there were a 

number of resource personnel available at the administrative, teacher, itinerant, and 

support level, whose roles were to provide social/emotional and/or behavioral support 

to students and staff.  

Clinical and behavioral resources. Clinical support was provided in the 

form of clinicians: two psychologist; two social workers; and one school counselor. 

Also available was a behavior specialist team, which included four teacher-level 

employees, two instructional assistants, and a safety and security specialist. To 

dispense medication and address medical needs as they arose, a full-time school clinic 

aide was also on staff. In addition, one librarian and two technology specialists also 
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worked full-time in the school. Though they did work directly with students at times, 

their support of students was primarily done through indirect means rather than direct.  

Primary teams. In recognition and support of each student as an individual, 

many structures and supports were embedded into the school structure and climate. 

According to Flowers, Merten, & Mahull (1999) schools that team provide a more 

positive working climate for teachers, the staff members are more engaged in more 

frequent contact with parents, the teachers report greater job satisfaction, and students 

exhibit higher student achievement scores. Teaming, for example, is common at the 

middle school level nationwide (Hackmann, Petzko, Valentine, Clark, Nori, & Lucas, 

2002). At the research site, instead of the common/traditional teams consisting of four 

academic teachers, students were assigned to a primary team which included two 

teachers and two instructional assistants. The two classrooms on each team were 

located side-by-side with adjoining doors to use if needed. Each teacher taught two 

content areas; typically, teachers taught either an English and social studies 

combination or a science and math combination. Each teacher had a designated 

instructional assistant assigned to him/her for all academic classes.  

Wrap-around teams. For each primary team, a clinician and behavior 

specialist were assigned as wrap-around team members. These staff were actively 

involved with the day-to-day needs of the students and staff of their designated teams. 

In addition, at least one electives or PE staff member was also assigned to the team as 

designated wrap-around members, providing support and assistance as needed, and 

participating in team-specific activities with the students and the primary team 
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members. This form of teaming was designed and implemented at the site, with the 

unified understanding that students and teachers need to have stronger relationships 

as a foundation to help facilitate students’ academic and social/emotional/behavioral 

growth. 

Looping. Looping, sometimes referred to as multi-year assignments, involves 

teachers being assigned to the same group of students for two or more consecutive 

years (Bellis, 1999). According to Grant, Johnson, Richardson, and Fredenberg 

(1996), some of the attributes of looping include keeping students together for over 

long periods of time, teachers progressing to the next grade with their students, school 

personnel ultimately determining the length of the looping process. The research site 

had implemented school-wide looping whereby students, academic teachers, 

designated instructional assistants, behavior specialists, and clinicians remained 

together for the seventh and eighth grade years of middle school. Looping allows for 

increased time on task and the ability to meet students' needs because teachers have 

more time to observe students and analyze their learning needs and styles (Johnson, 

2000; Reynolds, Barnhard, & Martin, 1999).  

Social and emotional learning. In addition to the requisite core academic and 

electives/PE offerings, a school-wide emphasis was placed on social and emotional 

learning. In support of this, the school offered daily seminars on different topics, as 

well as a social/emotional curriculum called MindUP. The purpose of the seminars 

was to increase students’ awareness and appreciation of their own personal 

characteristics, interests, strengths, and abilities. They focused on personal growth by 
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using visual arts, music and theater, personal well-being, service learning, journal 

writing, and self-advocacy. The MindUP curriculum was used to help students 

develop their skills to sharpen their focus and attention; heighten their awareness of 

their environment; develop self-awareness and emotional regulation; and obtain the 

social emotional learning skills necessary to enhance academic success. 

Positive behavior and intervention support. An established school-wide 

positive behavior intervention and support (PBIS) program was embedded within the 

school, centered on the establishment and teaching of behavioral expectations, with a 

focus on reinforcing students for adherence to the expectations. These systematic 

reinforcements were in alignment with what research has indicated as important 

within a successful PBIS program (Kern, Hilt-Panahon, & Sokol, 2009). A 

component of the PBIS program at the research site was an established token 

economy system, which was also embedded into the culture of the school. This token 

economy system was in alignment with what Simonsen, Fairbanks, Briesch, Myers, 

and Sugai (2008) have espoused, noting symbolic token systems connected to a series 

of reinforcement options, as one example of an evidence-based practice which can 

positively influence student behavior.  

Using the school-wide systems, students’ positive behaviors were reinforced 

in a variety of ways. For example, students’ daily points earned through the behavior 

management system were exchanged for “money” which could be used twice 

monthly at the school store. The school was stocked with items appealing to 

teenagers: snack foods; drinks; games; special coupons; etc. The money earned was 



 

 

 

70 

 

deposited into each student’s personal checking account at the school, which the 

student managed by accurately maintaining a check book ledger. Items were 

purchased by writing a check in the exact amount of the item. Points earned were also 

used to determine each student’s eligibility to participate in the student lounge, held 

weekly on Fridays, for approximately fifty minutes at the end of the school day. 

During student lounge time, students had access to snacks, video games, 

individual/independent activities, sporting activities outside, and socialization time 

with peers and staff. In addition, monthly activities were available to students who 

allocated WOW! tickets, which were earned when students  were observed going 

above and beyond the established expectations, without prompting, the outcome of 

which was beneficial to the school or others. WOW! tickets were developed for use at 

this site. Recognizing the importance of positive affirmations toward students for 

their accomplishments, and the importance of staff members building positive and 

trusting relationships with students in a variety of settings, active staff participation 

and involvement was an integral component of each of the reinforcement 

activities/options provided as part of the PBIS system established at the school. 

Data Sources 

Three forms of data were gathered and analyzed in this study: surveys; 

interviews; and archival records. The data were gathered from both student and staff 

participants. Perspectives gained through survey research provide useful insights into 

social interaction and mental processes (Crosnick, 1999). Further, the use of 

additional sources of evidence can help minimize issues related to construct validity 
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and reliability of the case study evidence (Yin, 2008). Finally, by triangulating the 

data from multiple sources, the researcher can avoid many of the pitfalls found when 

using only single sources of data (Patton, 2005). 

First, to understand the perspectives and attitudes of the staff participants, data 

were gathered using the Effective School Battery (ESB) (Gottfredson, 1999), which 

was modified slightly for the purposes of this study. In addition, a similar version of 

the ESB, which was adapted for the purpose of gaining the students’ perspective, was 

completed by all student participants. In addition, select staff participants also 

completed the At-Risk Student Services Assessment (ARSSA), used to define the 

extent to which evidence-based practices for at-risk students in a school program 

were implemented (Sprague, Nishioka, Yeaton, & Utz, 2002). Like the ESB, the 

ARSSA was modified slightly for the purposes in this study. An explanation of the 

modifications is provided in a subsequent section.  

Second, follow-up interviews were completed with selected staff and student 

participants to ascertain an in-depth understanding of staff and students’ perceptions 

as to the evidence-based practices in place at the research site. The follow-up 

interviews were completed with participants using the purposeful selection process, 

ensuring representation across domains. 

Finally, archival records were analyzed. Data from state standardized tests 

were used to assess academic growth. The standardized tests established minimum 

expectations for what students should know and be able to do at the end of each grade 

or course. To analyze academic growth in the areas of English/reading and 
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mathematics, testing data were used from 6
th

 and 8
th

 grades. To gain an understanding 

as to students’ social/emotional growth, school placement data (e.g. self-contained, 

resource, inclusive settings) as identified in each student’s IEP, subsequent to 

students’ placement at the research site, were used. 

Effective School Battery 

The Effective School Battery (ESB) is a 118-item survey developed by Gary 

D. Gottfredson, first published in 1984, and reprinted with corrections in 1999 

(Gottfredson, 1999). There are two forms of the ESB: teacher and student. Both 

include multiple choice and true or false statements. The teacher version includes 115 

items and the student version includes 118 items. The ESB provided objective 

measures of a school’s strengths and weaknesses and the perceptions and attitudes of 

students and staff. The survey does this through the examination of student and staff 

characteristics, as well as psychosocial school climate. The ESB organizes assessment 

results into categories that provide information about the students’ and the teachers’ 

perspectives of the school (Gottfredson, 1986; Gottfredson, 1999). For the purpose of 

this research study, modifications were made to both the student and staff surveys. 

These modifications included clarifications to the participant and elimination of an 

item due to a lack of relevance. One item was added to both student and teacher 

surveys.  

Student survey. The student version of the ESB included 118 closed-ended 

multiple choice and true or false items in four parts. Of those, 112 were included as 

items in one of two domains: Student Characteristics and Psycho-Social Climate. The 
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first part, What about you? asked for descriptive information about the student. This 

information provides a description of the students that can be used when comparing 

the results with a similar population. The How do you spend your time? section was 

used to measure student involvement in activities, effort put forth on school work, 

and peer influence. In this section, students were asked about their participation in in- 

and out-of-school activities, the amount of time they spend on school work, and with 

whom they spend their time. In the Your school section, students were asked about 

their school's rules, the student government in the school, and the involvement of 

students in how the school was run. The responses to these questions can be used to 

measure various aspects of school climate, such as safety, clarity of rules, fairness of 

rules, respect for students, and planning and action. The What do you think? section 

was the final section, and included only true-false statements that get at students' 

opinions. The responses to these items can be used to measure student self-concept, 

belief in conventional rules, and alienation (Gottfredson, 2008).  

The student version of the ESB included thirteen scales specific to student 

characteristics. The attachment to school scale indicates the average student’s liking 

for school. The avoidance of punishment summarizes information on how often the 

average student is punished. The belief in rules scale measures the extent to which the 

average student believes in the validity of conventional social rules. The educational 

expectations scale indicates the level of student academic orientation. It is an 

indicator that can be used to predict educational attainment. The interpersonal 

competency scale measures the degree to which the average student is competent is 
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social situations. The involvement scale indicates the extent of the average student’s 

participation in extracurricular activities. The parental education scale summarizes 

information about the educational background of the average student’s parents. The 

positive peer association- describes peer relations for the average student. The 

positive self-concept scale indicates how the average student describes him/herself. 

The school effort scale measures the degree of effort and care the average student 

devotes to schoolwork. The school rewards scale measures how much the average 

student is rewarded for his/her behavior. The social integration scale indicates 

whether a student feels integrated or alienated in the school. Finally, the invalidity 

section includes five items used as a quality control mechanism for the survey. 

The student version of the ESB also included six scales of psychosocial 

climate measures. The clarity of school rules scale measures the clarity of school 

rules from the point of view of the students. The fairness of school rules scale 

measures the degree to which a student perceives a school’s rules to be fair. The 

planning and action scale measures the degree to which schools engage in 

experimenting and problem-solving. The respect for students scale assesses the 

degree to which the school either degrades them or treats them with dignity. The 

safety scale measures perceptions of safety in school and the actions they take to 

remain safe. The student influence scale assesses how much influence students have 

in their schools. The modified version of the student ESB(m) is provided in Appendix 

A. 
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For the purposes of this study, the student version of the ESB was modified 

slightly. A total of 19 items were eliminated due to a lack of relevance or negative 

wording. Specifically, two items, #9 and #118, were eliminated because they had a 

negative connotation. An additional 17 items were eliminated because they appeared 

irrelevant to the present study. Two items, #12 and #13, asked participants to identify 

the highest education level attained by each parent. Only a small number of students 

(approximately 20% of the student body) lived with both biological parents. An equal 

amount of students lived with foster/adoptive parents, or with guardians. Given that 

only a small percentage of students had regular access to both biological parents, and 

that a large percentage of students had experienced traumatic events within the 

family, it was decided that knowing the education level of each parent was not 

necessary or relevant for the purposes of this study. Two items, #14 and #25, were 

eliminated because the response options were not widely relevant to the population of 

students at the research site. One item, #44, was eliminated because the research site 

did not have an organized/formal student government organization. One item, #77, 

was eliminated because the entire school population was transported to school by bus 

and therefore did not have to choose a shortest route to school. One item, #80, was 

eliminated because cafeteria at the research site had the capacity for no more than 30 

students at one time, rendering the question not applicable. Finally, one item, #96 was 

eliminated because it was specific to one town -students at the research site did not all 

reside in the same town. In addition to the eliminated items, a total of ten statements 

were revised slightly for clarity and/or specifics of the school.  
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The psychometric properties of the student version of the ESB are described 

in a subsequent section. Table 3 provides specifics regarding the number of items 

included on each subscale on the original and modified versions of the student survey. 

Table 4 illustrates the items included for each subscale. A comprehensive listing of 

the modifications made to the survey is provided in Appendix B.  

 

 

Table 3 

 

ESB(m) -Student Version 
Data 

Source 
Scales 

Number of Items: 

Original Version 
Number of Items: 

Modified Version 

Characteristics   

 Parental Education 2 0 

 Positive Peer Association 9 9 

 Educational Expectations 1 1 

 Social Integration 6 5 

 Attachment to School 10 10 

 Belief in Rules 6 5 

 Interpersonal Competency  5 5 

 Involvement 12 0 

 Positive Self-Concept 12 11 

 School Effort 5 5 

 Avoidance of Punishment 4 3 

 School Rewards 5 5 

 Invalidity 5 5 

 DOMAIN TOTAL 
82 64 

Climate    

 Safety 13 11 

 Respect for Students 3 3 

 Planning and Action 3 3 

 Fairness of Rules 3 3 

 Clarity of Rules 4 4 

 Student Influence 5 4 

 
DOMAIN TOTAL 

31 28 
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Table 4  

 

ESB(m) -Student: Sub-Scale and Item Correlation 

Scale Sub-Scales Item Numbers 

Psychosocial 

Scale 

  

Parent Education n/a 

 Positive Peer Association 1, 2, 11a, 11b, 11c, 12a, 12b, 12e, 13 

 Educational Expectation 9 

 Social Integration 22b, 22c, 27d, 27g, 28g 

 Attachment to School 20a, 20b, 21b, 21c, 21d, 21e, 21f, 22a, 22d, 28f  

 Belief in Rules 26b, 27a, 27c, 28c, 28e 

 Interpersonal Competency 27e, 27j, 27l, 28a, 28b 

 Involvement n/a 

 Positive Self-Concept 6, 8a, 8b, 8c, 26a, 26c, 26d, 26e, 27k, 28d, 28h 

 School Effort 7, 10a, 10b, 10c, 10d 

 Avoidance of Punishment 18b, 18c, 18d, 18f 

 School Rewards 17, 18a, 18e, 18g 

 Invalidity 27b, 27f, 27h, 27i, 27m 

Climate Scale   

 Safety 23a, 23b, 23c, 23d, 23e, 24a, 24b, 24c, 25a, 25b, 25c 

 Respect for Students 14a, 19a, 19b 

 Planning and Action 15c, 15d, 16d 

 Fairness of Rules 14c, 15f, 17 

 Clarity of Rules 14b, 15g, 16a, 16b 

 Student Influence 14e, 15a, 15b, 16c 
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Staff survey. The teacher version of the ESB provides objective measures of 

a school’s strengths and weaknesses using 115 closed-ended items that include 

multiple choice and true or false statements. The teacher version of the ESB includes 

seven scales specific to staff characteristics. The classroom orderliness scale 

measures the degree to which classroom disruption interferes with teaching. The 

interaction with students scale measures the extent to which teachers interact with 

students outside of scheduled class time. The job satisfaction scale measures how 

much teachers like their job. The non-authoritarian attitudes scale assesses the 

sympathetic attitudes of teachers. The personal security scale measures how safe 

teachers are in school. The professional development scale measures the availability 

and extensiveness of in-service and professional development opportunities. The pro-

integration attitude scale is a measure of attitudes toward integrated education. 

The teacher version of the ESB also includes nine scales of psychosocial 

climate measures. Like the student survey, planning and action and student influence 

are included as two psychosocial climate scales. In addition, the involvement of 

parents and community scale assesses community involvement. The resources for 

instruction scale measures the levels of resources available within the school. The 

safety scale measures teachers’ perception of safety in their school. The morale scale 

measures teachers’ perception of morale within the school. The school race relations 

scale measures how well different groups in the school get along. The smooth 

administration scale measures how the teachers view the administration. The use of 
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grades as a sanction scale assesses teachers’ use of grades as a response to 

misconduct. The modified version of the teacher ESB(m) is provided in Appendix C. 

Like the student version, the teacher version of the ESB was modified slightly. 

Ten items (#71 - #80) were eliminated because they were soliciting opinions 

primarily about social integration issues and determined to be unnecessary for the 

study. A total of 18 statements were revised for clarity and/or specifics of the school. 

Finally, a text box was included for each statement on the modified version of the 

staff survey, enabling participants to provide additional information as desired; 

however, providing additional information in the text boxes was not be required of 

the participants.  

The psychometric properties of the staff version of the ESB are described in a 

subsequent section. Table 5 provides specifics regarding the number of items 

included on each subscale on the original and modified versions of the staff survey. 

Table 6 illustrates the items included for each subscale. A comprehensive listing of 

the modifications made to the staff survey is provided in Appendix D.  



 

 

 

80 

 

Table 5 

 

ESB(m) -Staff Version 

Data 

Source Scales 

Number of 

Items: Original 

Version 

Number of 

Items: 

Modified 

Version 

Characteristics 
 

  

 Pro-Integration Attitude 
 

4 0 

 Job Satisfaction 3 3 

 Interactions with Students 6 6 

 Personal Security 8 9 

 Classroom Orderliness 2 2 

 Professional Development 
 

8 8 

 Non-Authoritarian Attitude 3 0 

Climate    

 Safety 1

0 
1

0  Morale 1

1 
1

1  Planning and Action 9 9 

 Smooth Administration 1

2 
1

2  Resources for Instruction 4 4 

 Race Relations 2 2 

 Parent and Community Involvement 6 6 

 Student Influence 5 4 

 Avoidance of Grades as a Sanction 2 2 
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Table 6 

 

ESB(m) -Staff: Sub-Scale and Item Correlation 

 

 

 

At-Risk Student Services Assessment 

The At-Risk Student Services Assessment (ARSSA) is used to define the extent to 

which evidence-based practices for at-risk students in a school program are well 

implemented. It includes 92 indicators and criteria, the results of which show percentages 

of in place, in progress and not in place for each of ten program features examined: 

whole-school discipline; personnel and administration; screening and referral; service 

coordination; classroom management; behavior and support; instruction; school and 

work-based learning; mentoring and adult involvement; and program outcomes. These 

Scale Subscale Item Numbers 

Population Scale 

Pro-Integration Attitude n/a 

Job Satisfaction 14, 15, 16 

Interactions with Students 21, 22a, 22b, 22c, 22d, 22e 

Personal Security 37a, 37b, 37c, 37d, 37e, 37f, 37g, 37h, 37i 

Classroom Orderliness 34, 35 

Professional Development 18, 19a, 19b, 20a, 20b, 20c, 20d, 20e 

Non-Authoritarian Attitude n/a 

Climate Scale  

Safety 33, 36, 38a, 38b, 38c, 38d, 38e, 38f, 38g, 38h 

Morale 39k, 39l, 40a, 40b, 42a, 42b, 42d, 42e, 42h, 42i, 42k 

Planning and Action 17, 39d, 39e, 41f, 41g, 42c, 42f, 42g, 42j 

Smooth Administration 12, 30c, 39a, 39b, 39c, 39f, 39g, 39h, 39i, 39j, 41a 

Resources for Instruction 9, 10, 11, 13 

Race Relations 30a, 30b 

Parent/Community Involvement 6, 7a, 7b, 7c, 30g, 39m 

Student Influence 8a, 23, 25, 26,  

Avoidance of Grades as a Sanction 8b, 29 
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features reflect published literature identifying evidence-based supports which, when 

implemented, increase the likelihood of academic success for at-risk populations 

(Sprague, 2002). Table 7 provides specifics regarding the number of items included on 

each subscale on the ARSSA.  

The modifications which were made on this instrument consist of semantics, 

solely for the purpose of clarification to the participant completing the survey. A text box 

was included for each group of statements; however, participants were not be required to 

add information to the text boxes. No items were eliminated. The modified version of the 

ARSSA is provided in Appendix E, and the explanation of modifications made to the 

ARSSA available in Appendix F. 

 

 

Table 7 

 

At-Risk Student Services Assessment 
Data 

Source 
Program Feature Number of Items 

ARSSA 

 

  

 Whole School Discipline 
 

13 

 Personnel and Administration 10 

 Screening and Referral 15 

 Service Coordination 7 

 Classroom Management  8 

 Behavior and Support 9 

 Instruction  12 

 School and Work-Based Learning  7 

 Mentoring and Adult Involvement 5 

 Program Outcomes  6 
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Interviews. Participants selected for interviews responded to a set of 10 open-

ended interview questions, designed to elicit introspective responses from participants, 

and were related to questions answered on the surveys. As noted by Yin 2008), open-

ended questions are important because they provide the respondent an opportunity to give 

opinions as well as facts about an issue. An interview guide approach was used because it 

provided an opportunity to explore and ask questions as needed, and to also ask questions 

spontaneously (Patton, 2005). This format also allowed the interviewees the opportunity 

and freedom to express their views openly and honestly. 

Staff members selected for follow-up interviews were asked to offer their 

perspective as to the following: how academic growth and social/emotional learning of 

students was facilitated; how pro-social/desired behaviors were taught to students; how 

inappropriate behaviors were addressed; how students were prepared for transition to 

high school; how positive relationships, communication, and collaboration were 

facilitated and fostered in the school; how professional development served to increase 

the capacity of the individual as an educator; how guidance and support were provided by 

colleagues and administrators; and how the involvement of parents was facilitated. 

Students were asked how they were made to feel comfortable in the school; how they 

learned the rules of the school; how staff members showed students that they cared; how 

staff members responded to inappropriate behavior; systems/procedures in place to 

ensure safety and to ensure student learning; how they believed they had grown socially 

and emotionally; how positive behavior was reinforced; how students were prepared for 
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the transition to high school; and how they were supported by students and staff. The 

interview guides are presented in their entirety in Appendices G and H. 

Archival records. Two forms of archival records were utilized to substantiate the 

quantitative and qualitative data gained through the two online surveys and follow-up 

interviews: state assessment scores on the English/reading and math tests; and student 

placement data subsequent to placement at the research site.  

State assessment data. Using data from three school years, 2008-2009, 2009-

2010, and 2010-2011, the state testing data in English/Reading and mathematics from 

sixth and eighth grades were analyzed.  

Least restrictive environment. As a measure to substantiate or refute the 

perspectives of participants, as indicated in their follow-up interviews and/or additional 

comments on the modified surveys, archival and anecdotal records were examined in 

regard to the least restrictive environment identified for exiting students during three 

consecutive school years: 2008-2009; 2009-2010; and 2010-2011. Within the continuum 

of services offered for students in special education in the school district in which this 

study was conducted, there existed the following placement options: base/neighborhood 

school; comprehensive services site (CSS); public day school; and private day and private 

residential schools.  

Within base/neighborhood schools, general education and some self-contained 

special education classes were available. In comprehensive services sites, students were 

able to access self-contained special education classrooms for all academic classes and 

some electives classes. Self-contained classes may or may not have included an 
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instructional assistant, in addition to the special education teacher. Counseling services 

were provided on an as-needed basis for the majority of students, and regularly scheduled 

for some students. In the public day schools, students were provided a self-contained 

classroom setting for their entire school day. Each class was staffed with a teacher and 

instructional assistant, with support personnel (i.e. psychologists/social workers and 

behavior specialists) available on a regularly scheduled and as-needed basis. Like the 

public day settings, the private day and residential schools provided a fully self-contained 

setting with an increased level of counseling/clinical services, as well as with increased 

levels support for students with behavioral needs. 

Validity and Reliability 

According to Patton (2005) reliability and reliability are two factors researchers 

should be mindful of while designing a study, analyzing results and judging the quality of 

the study. Reliability and validity are important considerations as they serve to reduce 

errors that might arise from measurement problems in the study. Reliability refers to 

whether scores to questions on an instrument are internally consistent, stable over time, 

and whether there was consistency in test administration and scoring (Creswell & Miler, 

2000). The concept of validity, according to Muijs (2004), relates to whether or not the 

researcher is, in fact, measuring what he or she wants to measure.  

The reliability of the ESB's student psychosocial climate scales, as measured by 

internal consistency, alpha, coefficients ranged "…from moderate to very high (.70 to .90 

in the 1983 estimates" (Gottfredson, 1999, p. 42). The range of alpha coefficients for the 

individual characteristics was .43 to .78 (Gottfredson, 1999, p 42). The internal 
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consistency estimates of the psychosocial climate scales based on teacher reports ranged 

from adequate to excellent (.65 to .94). Validity studies of the ESB student characteristics 

scales generally employ correlation analysis. Correlations among the twelve ESB 

characteristics scales substantiated that “…each scale does measure a relatively 

independent personal characteristic.” (Gottfredson, 1999). 

Reliability of the modified version of the Effective Schools Battery and the At-

Risk Student Services Assessment was determined by examining internal consistency 

through Cronbach’s alpha, using the Likert-scale responses on each subscale of the two 

surveys. The coefficient alpha is a useful tool for instruments that rate degree of 

agreement. Its use is appropriate for measuring the internal consistency of this instrument 

because it was administered only once and there was only one version of the surveys 

(Creswell & Miller, 2000). The reliability coefficients are reported in the results section 

of this study.  

Initially, to help determine the effectiveness of the questions on the modified 

versions of the ESB and the ARSSA, each survey was reviewed by four nonparticipating 

staff members of the school. Each individual was asked to independently determine if the 

questions were related to the intent and purpose of the study, and if they were phrased in 

a way that was easy to answer. In addition, they were asked to provide general reactions 

to the wording, form, and order of the survey questions. Upon receiving the descriptive 

feedback, adjustments were made to the surveys, as appropriate.  

Shifting the focus from the data to the participants, a systematic member-checking 

process was also used to enhance the validity of this study. Once the interviews were 
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transcribed, initial categories and themes were identified. The transcriptions and notes 

regarding the categories and themes were provided to each participant, giving them the 

opportunity to comment as to the accuracy of the interpretation and to provide additional 

comments as they wished. Adjustments to the categories and themes identified were 

made accordingly. Gathering the perceptions of the participants of the plausibility of the 

findings, based on the information they provided, further added to the credibility of the 

research (Hancock & Algozzine, 2006). 

As noted by Maxwell (2005, p. 108), researcher bias and reactivity are two types 

of validity threats most often present in qualitative research. Because I had worked at the 

research site for fourteen years, as an assistant principal at the time of the research, 

personal biases could not be avoided. It was therefore difficult to avoid all threats to 

quality. I did, however, taking as many precautionary steps as possible to minimize any 

potential negative influence or impact resulting from my personal biases. Two 

precautionary steps included being aware of my own biases and subjectivity, and making 

sure I had clarity of thought regarding assumptions and intentions in this regard. Another 

precautionary step was the purposeful selection of participants. Although my personal 

perspective was that virtually any of the staff members at the research site would have 

able to provide sound and detailed information, I formally employed the purposeful 

sampling technique because it assumed that the participants selected had the greatest 

likelihood of providing detailed and thorough responses. This method also helped address 

any potential questions regarding the value of truth as expressed by the participants.  
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Finally, regarding the threat of reactivity, as the assistant principal of the school, I 

recognized the potential influence I may have had on the participants or their responses. 

One assumption I had regarding this potential issue pertained to the pre-established 

relationships I had with the participants. These relationships were built on mutual trust 

and respect, and I therefore believed these relationships would likely aid the process of 

data gathering rather than hinder it. I also believed that because my direct involvement in 

the data gathering (described in detail in a subsequent section) was minimal, and because 

the data were gathered from multiple sources and in a variety of ways, the issue of 

reactivity was further mitigated. 

Participants 

As advocated by Maxwell (2005) and Patton (2005), a purposeful selection 

method was utilized to select the participants for the ARSSA, ESB, and interview 

components of the study. Further, purposeful selection assumes that the participants 

selected will provide information-rich, detailed and thorough responses, giving the 

greatest insight into the perspectives of the participants. Participant selection was in 

accordance with the university’s and school district’s Human Subjects Review Board 

requirements, which included individual consent and assent approval from each 

participant.  

A total of 82 participants were included in this study, including 51 students and 

31 staff members. To be considered for participation in this study, students were required 

to have been enrolled in the school before the end of the first quarter of the school year. 

Tables 8 and 9 shows the portions of the study in which each participant participated.  
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Table 8 

 

Student Participants 

 
Data Source   Data Source 

Participant Interview ESB  Participant Interview ESB 

Student 1 
 

x  Student 27  x 

Student 2 
 

x  Student 28  x 

Student 3 
 

x  Student 29  x 

Student 4 
 

x  Student 30  x 

Student 5 
 

x  Student 31  x 

Student 6 
 

x  Student 32 x  

Student 7 
 

x  Student 33  x 

Student 8 
 

x  Student 34  x 

Student 9 
 

x  Student 35  x 

Student 10 
 

x  Student 36  x 

Student 11 
 

x  Student 37  x 

Student 12 x x  Student 38 x x 

Student 13 
 

x  Student 39  x 

Student 14 x x  Student 40  x 

Student 15 
 

x  Student 41  x 

Student 16 
 

x  Student 42  x 

Student 17 
 

x  Student 43  x 

Student 18 
 

x  Student 44  x 

Student 19 
 

x  Student 45  x 

Student 20 
 

x  Student 46  x 

Student 21 
 

x  Student 47 x x 

Student 22 
 

x  Student 48  x 

Student 23 
 

x  Student 49  x 

Student 24 
 

x  Student 50  x 

Student 25 
 

x  Student 51  x 

Student 26 
 

x     
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Table 9 

 

Staff Participants 

 
Data Source   Data Source 

Participant Interview ESB ARSSA  Participant Interview ESB ARSSA 

Staff 1 
 

x 
 

 Staff 17 x  x 

Staff 2 
  

x  Staff 18  X  

Staff 3 
 

x 
 

 Staff 19 x  x 

Staff 4 x x x  Staff 20    

Staff 5 
 

x 
 

 Staff 21  X  

Staff 6 x x x  Staff 22 x  x 

Staff 7 x x 
 

 Staff 23 x X x 

Staff 8 x x x  Staff 24    

Staff 9 x x 
 

 Staff 25  X  

Staff 10 
   

 Staff 26  X  

Staff 11 
   

 Staff 27  X x 

Staff 12 
   

 Staff 28 x X  

Staff 13 x x x  Staff 29  X  

Staff 14 
   

 Staff 30  X  

Staff 15 
   

 Staff 31    

Staff 16 
 

x 
 

     

 

 

 

Of the 51 student participants, 26 were in the eighth grade and 25 were in the 

seventh grade. Of those, 43 were male and 12 were female. The mean age of the student 

participants was 14.05 years (SD = .79). The demographic representation of students was 

as follows: Asian 5.9% (n = 3); Biracial 7.8% (n = 4); Black 21.6% (n = 11); Hispanic 

25.5% (n = 13); and Caucasian 39.2% (n = 20). The average age of the student 

participants was 14.5 (SD = .79). Student records were examined to obtain information 

regarding disability categories, ethnicity, and age. A total of 76% of the student 

participants (n = 39) were eligible in the area EBD as a primary or secondary area of 

disability; of those, EBD was the primary area of disability for 87% (n = 34). There were 
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several co-morbid disability areas included in the sample of students including LD (35%; 

n = 18), Aut (12%; n = 6), and (33%; n = 17). Finally, included within the 

aforementioned demographics was one student whose primary disability was identified as 

multiple disabilities (MD), based on eligibility in the following areas: Aut, OHI, and 

EBD. Students’ demographics are shown in Table 10. 
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Table 10 

 

Student Participants 

Student # Gender Grade Age Ethnicity Eligibility Areas 
Student 1 M 7 13.32 Black ED, OHI 
Student 2 M 7 14.36 White ED, LD 
Student 3 M 7 12.72 Hispanic OHI, Aut, ED, LD 
Student 4 M 7 12.79 Black ED 
Student 5 M 7 13.95 Black LD, ED 
Student 6 M 7 13.68 Hispanic ED, LD 
Student 7 M 7 12.97 Hispanic ED, LD 
Student 8 M 7 13.52 Hispanic LD, ED 
Student 9 M 7 13.70 White ED, LD 
Student 10 M 7 13.32 Black ED 
Student 11 M 7 13.69 Hispanic ED, LD 
Student 12 M 7 12.39 White ED 
Student 13 M 7 13.88 White ED, OHI 
Student 14 F 7 13.67 Asian ED 
Student 15 M 7 14.23 Black LD, OHI 
Student 16 M 7 13.45 Hispanic ED, LD 
Student 17 M 7 12.85 Asian LD, OHI 
Student 18 M 7 13.25 Hispanic OHI 
Student 19 M 7 13.10 Biracial Aut 
Student 20 M 7 13.41 White Aut, ED, OHI 
Student 21 M 7 13.00 Hispanic Aut 
Student 22 M 7 13.32 White OHI 
Student 23 M 7 13.65 Black ED, LD 
Student 24 M 7 14.05 White OHI 
Student 25 F 7 14.38 White ED, LD, OHI 
Student 26 M 8 14.61 White LD 
Student 27 F 8 14.41 White ED 
Student 28 F 8 14.16 White ED 
Student 29 M 8 14.24 White ED, LD 
Student 30 M 8 14.80 Black ED, OHI 
Student 31 F 8 14.56 Hispanic ED 
Student 32 M 8 15.10 White OHI, ED, LD 
Student 33 M 8 14.59 Biracial Aut 
Student 34 M 8 13.95 Black ED, OHI 
Student 35 M 8 14.55 Hispanic ED 
Student 36 F 8 14.83 Black ED 
Student 37 F 8 14.25 Biracial ED 
Student 38 M 8 13.78 Black ED 
Student 39 F 8 15.68 Hispanic OHI 
Student 40 M 8 13.96 Hispanic LD 
Student 41 M 8 14.30 White ED 
Student 42 M 8 15.08 White ED, OHI 
Student 43 M 8 14.67 Asian MD (Aut, OHI, ED) 
Student 44 F 8 16.21 Hispanic ED, LD 
Student 45 M 8 14.92 Biracial ED 
Student 46 M 8 14.44 Black ED 
Student 47 F 8 15.52 White ED 
Student 48 M 8 14.00 White ED 
Student 49 F 8 14.82 White ED, OHI 
Student 50 M 8 14.45 White ED 
Student 51 F 8 14.03 White ED 

 

 
     Note: AUT = autism; ED = emotional disabilities; LD = learning disabilities; OHI = other health impairment; MD = multiple disabilities 
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The inclusion of any staff members, regardless of the position, required that he or 

she was employed at the school prior to the school year in which the study was 

conducted. Of the 31 staff participants, there were 13 teachers; 8 instructional assistants; 

5 counselors/clinicians; 4 behavior specialists; and 1 administrator. Of these, 23 were 

female (74%) and 8 were male (26%). The demographic representation of the staff 

participants was as follows: White 84% (n = 26); Black 16% (n = 5). The highest degree 

earned among the participants included high school (13%; n = 4); Bachelors (13%; n = 

4); Masters (71%; n =22), and Doctorate (2%; n = 1). The average years working at the 

site was 6.00 years (SD = 5.28). The average years working in the field of education was 

12.32 years (SD = 8.20). Table 11 depicts information about the staff participants. 

 

 

Table 11 

 

Staff Participants 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Note. BS = behavior specialist; C/C = clinician/counselor; IA = instructional assistant 

  n % 

Role    

 IA 8 26 

 teacher 13 42 

 BS 4 13 

 C/C 5 15 

 administrator 1 2 

Gender    

 Male  8  26 

 female 23 74 

Ethnicity    

 Caucasian 26  84 

 Black  5  16 

Degree Earned    

 Less than Bachelors 4  13 

 Bachelors 4  13 

 Masters 22 71 

 Doctorate 1 2 
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Effective School Battery. A total of 78 participants completed the modified 

versions of the ESB. Participants included the 51 seventh and eighth grade students 

and 27 staff members, including instructional assistants, teachers, behavior 

specialists, clinicians/counselors, and administrators. In order for a student to be 

included in the study he or she had to have been enrolled in the school during the first 

quarter of the current school year. The inclusion for any staff members, regardless of 

the position, required that he or she was employed at the school prior to the current 

academic school year. The established criteria or defining characteristic of the 

selected participants falls under the auspices of purposeful sampling and is commonly 

referred to as homogeneous sampling Creswell and Miller (2000).  

At-Risk Student Services Assessment. A total of 9 participants were selected 

to complete the ARSSA, including teachers, clinicians/counselors, behavior 

specialists, and an administrator. Each of the participants selected for the ARSSA had 

involvement and responsibilities that extended beyond their primary assignment and 

were therefore desirable candidates for providing perspectives based on their 

experiences school-wide. 

Follow-up interviews. A total of 16 participants were selected for follow-up 

interviews, representing a cross-section of the student and staff populations. Of those 

selected, five were students and 11 were staff members. The interview protocols are 

provided in Appendices G and H.   

 

 



 

 

 

95 

 

Procedures 

Permission for this research study was obtained from George Mason 

University and the school district’s Human Subjects Review Board. Permission from 

the building principal was obtained in the form of written approval and support 

(Appendix I). In addition, written student assent, parent consent, and staff member 

consent were obtained for each participant (Appendices J, K, and L). No personally 

identifiable data were used; actual names of participants were replaced with 

pseudonyms.  

Participant Approval 

An initial explanatory meeting was held with potential student participants, at 

which time the purpose of the research study was explained, as well as the procedures 

to be followed, and the responsibilities of participants. After confirming the students 

who were interested, personal email correspondence was sent to the parents of each 

potential student participant (Appendix M). The email included a detailed explanation 

of the research study. According to De Leeuw, Hox, and Dillman (2008), a 

personalized invitation to participate in a research study is considered far more 

effective than general invitations. Included in the email was the parental consent form 

as an attachment. The email correspondence also included a statement inviting 

parents to call or meet with the researcher, should they have had any questions or 

concerns.  

Parents were asked to return the signed consent form electronically or return it 

to the school with their child. As parental consent forms were signed and returned, the 
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researcher met with potential student participants, informing them of their parents’ 

approval, providing additional information as needed/requested and obtaining 

signatures on the student assent forms. The cover letter to potential staff participants 

(Appendix N) and consent form were hand-delivered by the researcher. At that time, 

any questions or concerns individuals had were addressed. Staff members were 

allowed to sign the consent form and provide it to the researcher at that time, or at a 

later time. 

Data Collection 

Data were collected in the following forms: surveys; follow-up interviews; 

and archival records. The following sections describe each form of data used, how the 

data were collected, and the ways in which the data were used. 

Surveys. Following a training provided by the researcher, an assistant to the 

researcher was responsible to meet with student participants individually, during 

which time the completion of the modified Effective School Battery was facilitated. 

Student participants completed their online surveys during non-instructional time 

using a laptop computer in a designated location within the school. As needed, the 

assistant read the survey to the student participants, in part or in its entirety. The 

student participants were able to complete surveys in less than thirty minutes. 

An e-mail, which included a link to the online survey, was sent to each staff 

member who signed the consent form in agreement with participation (Appendix O). 

Included in the email was a statement informing the participants that they could 
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complete the survey at a time which is convenient to them, but within a one-week 

period of time.  

Interviews. Interviews with student participants were scheduled to be 

completed during non-instructional time during the school day. The interviews were 

conducted in the school’s conference room. Interviews with staff participants were 

completed at a mutually agreeable time before or after the school day. For all 

interviews, a mini-audio recorder was used to record the interviews in their entirety. 

For organizational purposes, cassette tapes were labeled with the interviewees’ 

pseudonym name and the date of the interview, and then subsequently transcribed 

verbatim. Confidentiality was maintained at all times. Each interview was completed 

within thirty minutes.  

Archival data. Scores from students’ English/reading and math state 

standardized tests were obtained from the school’s archival records. At the end of 

each of three consecutive school years (2008-09, 2009-10, and 2010-11), data specific 

to the state standardized tests were derived from state-generated reports detailing 

individual performance on each test. Statistical analysis was then conducted using 

students standardized test scores from sixth grade and eighth grade. For each of the 

three years, scores were included only if they were available for both sixth grade and 

eighth grade for each student. 

Also for each of the three consecutive school years, (2008-09, 2009-10, and 

2010-11), data were examined and analyzed specific to educational placement 

subsequent to placement at the research site. These data were obtained by researching 
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the least restrictive environment designated on students’ IEP’s accessed through 

anecdotal records.  
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CHAPTER FOUR: RESULTS 

This chapter presents the results of this dissertation research study. Using a 

descriptive design, the primary purpose of this study was to examine whether 

essential components were in place at a public day school for students with emotional 

and behavior disorders (EBD). Secondary purposes of this study were to identify the 

extent to which practices important for programming for students with EBD were in 

implemented, and to examine outcome data as they pertained to the academic and 

social/emotional growth of students. This research study was a replication and 

extension of a study conducted by Quinn et al. (2006), who sought to identify the 

essential components of an alternative setting for students with disabilities.  

This study was conducted in a public day school for middle school students 

designed to support students with EBD. Modified versions of the Effective School 

Battery (ESB) and the At-Risk Student Services Assessment (ARSSA) were used to 

gather data from student and staff participants. In addition, interviews and archival 

data (state standardized test scores and high school placement data) were also used. In 

order to examine the essential components in place at the public day school and to 

examine outcome data as they pertained to the academic and social/emotional growth 

of students the following research questions were used: 
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1. How are the systems, programs, and structures for students with 

emotional and behavioral difficulties, which have been identified in the 

published literature as important, implemented at the research site? 

2. How do staff and students at the site perceive the use of programming 

 practices important for students with EBD? 

3. Do students with emotional and behavioral disabilities demonstrate 

academic and social/emotional growth? 

Data Analysis 

Data analysis was both quantitative and qualitative in nature. Quantitative data 

analysis was completed for both surveys and the archival records using the most 

recent version of the Statistical Package for the Social Sciences (SPSS 19). 

Qualitative analysis was completed manually for the interview data and any 

additional information provided by participants in the comment section of the 

modified ESB.  

The process of triangulation was employed using data from the modified 

versions of the ESB and ARSSA, interviews, and archival records. The triangulation 

of this data allowed for the identification of common themes or categories. The 

primary advantage of the process of triangulation is the converging lines of inquiry 

(Creswell & Miller, 2000; Yin, 2009).  

Quantitative analysis. Upon completion of the surveys, statistical analyses of 

response data were completed using the Statistical Package for the Social Sciences 

(SPSS 19) software. An alpha level of .05 was used for all statistical tests performed. 
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As appropriate, survey sections were grouped to correspond with research questions. 

Subscales were created. Descriptive statistics summarizing frequencies, measures of 

central tendency, and dispersions were completed. Reliability of the measures was 

also completed.  

Qualitative analysis. All qualitative data were transcribed, read, and re-read 

to identify preliminary categories. Organizational categories were established prior to 

the interview process. These predetermined categories are what Maxwell (2005) 

refers to as organizational categories. These categories served as the framework from 

which to organize the subcategories which emerged when reading, re-reading, and 

analyzing the transcripts. To preserve the integrity of the coding and analysis process, 

only the organizational categories were identified so that the others could emerge 

naturally through the words of the participants. With this in mind, the task was 

approached using an open coding process, which allowed one to make comparisons 

and connections based the on participants’ responses. It was through the use of this 

approach that the subcategories of each organizational category were identified. Next, 

themes were developed, based on the perspectives of multiple interview sources. Data 

sources for each research question are presented in Table 12.



 

 

 

 

 

102 

Table 12 

 

Data Sources 

Research Question Grade Sources Analysis 

  ARSSA(m) ESB(m) Interviews 

SOL 

Reading 

SOL 

Math Placement 

 

R

Q 1 
How are the systems, programs, and 

structures for students with emotional and 

behavioral difficulties, which have been 

identified in the published literature as 

important, implemented at the research 

site? 

7
th 

8
th 

staff 

 
x 

x 
x 
x 

 
x 
x 

   descriptives 
triangulation 

          
R

Q 2 
How do staff and students at the site 

perceive the use of programming 
practices important for students with 

EBD? 
 

7
th 

8
th 

staff 

 
x 

x 
x 
x 

 
x 
x 

   
descriptives 
triangulation    

          
R

Q 3 
Do students with emotional and 

behavioral disabilities demonstrate 

academic and social/emotional growth? 

7
th 

8
th 

staff 

    
x 

 
x 

 
x 

descriptives 
t-test 
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Scoring 

Three data sources were used to determine the extent to which programmatic 

structures were in place at the research site. Data were examined from the modified 

versions of the ARSSA and the ESB, as well as from interviews with select student 

and staff participants. The following sections describe the scoring for each of these 

three data sources. 

At-Risk Student Services Assessment. The At-Risk Services Assessment (ARSSA) is 

a measure of the level of implementation of programming practices important for 

students with EBD in ten programming areas; Whole-School Discipline; Personnel and 

Administration; Screening and Referral; Service Coordination; Classroom 

Management; Behavior and Support; Instruction; School and Work-Based Learning; 

and Mentoring and Adult Involvement. For each programming area, levels of 

implementation of program features were categorized as in place, in progress, are not 

in place, and are used to identify the strengths and needs of a program (Sprague et al., 

2002).  

For coding and analysis purposes, each statement was assigned a numerical 

value: in place (2), in progress (1), and not in place (0). The level of in place 

identifies a strength that can continue to thrive in the current practice, while in 

progress and not in place indicate areas that need attention. According to Sprague, et 

al., (2002), if a percentage is between 80-100%, the program feature is well 

implemented, and may only need maintenance. A percentage between 70-79% shows 

a moderately developed feature, and may need a small amount of attention to 
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improve. Further, if a score falls between 50-69%, it is in need of improvement, and 

those scores under 50% are not in place and would require complete set up.  

The results were entered into SPSS for each of the measures. For reliability 

purposes, the data were cross-checked by a research assistant who had experience 

working with SPSS. For each measure, the mean and standard deviation were 

calculated. Also calculated for each measure was the Cronbach’s alpha, for the 

purpose of assessing reliability of items. 

Whole school discipline. This section included 13 items which asked about 

the extent to which each of the following were in place: a mission statement with 

clearly defined expectations; systems to teach expectations to students; systems to 

teach expectations to staff; systems to reward expected behaviors; systems to respond 

to violations of expectations; a written and distributed crisis plan for staff and 

students; a crisis team; the presence of positive law enforcement; a system for 

monitoring discipline data; a school-wide behavior support team; a whole-school 

discipline action plan outlined; regular meetings scheduled; and adequate resources 

allocated to support the program. Cronbach’s alpha was calculated to assess reliability 

of items in this section (α = .75).  

The mean score for each indicator ranged from a low of 1.00 (SD = 1.00) to 

1.89 (SD = .333) out of a possible 2.00. A total of 88.9 percent of the participants 

indicated five of 13 indicators as being fully implemented: systems to reward 

expected behaviors; systems in place to respond to violations of expectations; crisis 

intervention team is in place; systems in place for monitoring discipline data; and 



 

 

 

105 

 

school-wide behavior team is in place. Two indicators were assessed as needing some 

improvement, as indicated by 77.8 percent of the participants identifying them as 

being in place: mission statement and expectations clearly defined; and systems in 

place to teach expectations to students. Three indicators were assessed as needing 

significant improvement, as indicated by 55.6 percent of the staff indicating them as 

being in place: whole-school discipline plan in place; adequate resources are 

allocated to support the program; and regular meetings are scheduled. Finally three 

indicators were assessed as needing complete set up, as indicated by 33.3 - 44.4 

percent of the participants identifying them as being in place: positive law 

enforcement is present; written crisis plan distributed to students and staff; systems in 

place to teach expectations to staff. Descriptive data for this essential element are 

presented in Tables 13 and 14. 
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Table 13 

 

Whole-School Discipline: Staff Mean Responses 

Indicator n M SD 

There are systems in place to reward expected 

behaviors. 
9 1.89 .333 

There are systems in place to respond to 

violations of expectations 
9 1.89 .333 

There is a crisis intervention team in place. 9 1.89 .333 

There are systems in place for monitoring 

discipline data. 
9 1.89 .333 

There is a school-wide behavior support team 

in place. 
9 1.89 .333 

The school's mission statement and 

expectations are clearly defined for all staff 

and students. 

9 1.78 .441 

There are systems in place to teach 

expectations to students. 
9 1.78 .441 

Regular meetings are scheduled. 9 1.56 .527 

There is a whole school discipline action plan 

in place. 
9 1.44 .726 

There are adequate resources allocated to 

support the program. 
9 1.44 .726 

There is a written crisis plan distributed to all 

students and staff members. 
9 1.22 .833 

There are systems in place to teach 

expectations to staff members. 
9 1.11 .782 

Positive law enforcement is present in the 

school. 
9 1.00 1.00 

Note. n = number 
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Table 14 

 

Whole School Discipline: Strength of Indicator 

Indicator 
not in place 

(percent) 
in progress 

(percent) 
in place 

(percent) 

There are systems in place to reward 

expected behaviors. 
0 11.1 88.9 

There are systems in place to respond to 

violations of expectations 
0 11.1 88.9 

There is a crisis intervention team in place. 0 11.1 88.9 

There are systems in place for monitoring 

discipline data. 
0 11.1 88.9 

There is a school-wide behavior support 

team in place. 
0 11.1 88.9 

The school's mission statement and 

expectations are clearly defined for all staff 

and students. 
0 22.2 77.8 

There are systems in place to teach 

expectations to students. 
0 22.2 77.8 

There is a whole school discipline action 

plan in place. 
11.1 33.3 55.6 

Regular meetings are scheduled. 0 44.4 55.6 

There are adequate resources allocated to 

support the program. 
11.1 33.3 55.6 

Positive law enforcement is present in the 

school. 
44.4 11.1 44.4 

There is a written crisis plan distributed to 

all students and staff members. 
22.2 33.3 44.4 

There are systems in place to teach 

expectations to staff members. 
22.2 44.4 33.3 

 

 

 

Qualitative analysis. Three staff members utilized the option to include 

additional comments. One comment referenced the negative impact that can result 

when staffing is not adequate: “Staffing was reduced which had a negative impact on 

the students.” Two comments supported the staff members’ belief that although 

whole-school structures are in-place, there were factors which impeded quality and 
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consistency, and a belief that there was room for improvement in regard to 

consistency and quality.  

Though most items above are in-place, variables such as unique 

circumstances, time limitations, and differences in skills/competencies result 

in some inconsistencies in their execution. Overall, what's needed is in place; 

we just need to ensure they are in place and executed at the level/standard we 

desire. 

These sentiments were echoed by a second staff member.  

While a lot of the items listed above are technically in place, most are not 

being used in their true intentions or with the attention that is needed. 

Therefore, I awarded in-progress marks because there is improvement that can 

be made. 

Personnel and administration. This section included ten items which asked 

about the extent to which each of the following were in place: job descriptions which 

promote flexible teaching roles; job descriptions which delineate position specific 

responsibilities; job descriptions which emphasize collaborative teaching; coaching 

and training available to staff, and at least annual training in positive behavior 

support; coaching and training available to staff, and at least annual training in 

behavior assessments; coaching and training available to staff, and at least annual 

training in crisis intervention; coaching and training available to staff, and at least 

annual training in service coordination; coaching and training available to staff, and at 

least annual training in instructional strategies; annual performance evaluations; and 
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monthly staff meetings scheduled and held. Each statement was assigned a numerical 

value: in place (2), in progress (1), and not in place (0). Cronbach’s alpha was 

calculated to assess reliability of items in this section (α = .82). 

The mean score for each indicator ranged from a low of 0.78 (SD = .972) to 

1.89 (SD = .333) out of a possible 2.00. One of the ten indicators was assessed as 

being fully implemented, as indicated by 89.9 percent of the participants indicating it 

as being in place: job descriptions promote flexible teaching roles. Three indicators 

were assessed as needing some improvement, as indicated by 77.8 percent of the 

participants identifying them as being in place: job descriptions emphasize 

collaborative teaching; coaching and training available at least annually for PBIS; 

coaching and training available at least annually for instructional strategies. Four 

indicators were assessed as needing significant improvement, as indicated by 55.6 - 

66.7 percent of the staff indicating them as being in place: job descriptions delineate 

position-specific responsibilities; coaching and training available annually about 

crisis intervention; personnel are provided annual performance evaluations; coaching 

and training available annually for behavior assessment. Finally two indicators were 

assessed as needing complete set up, as indicated by 33.3 percent of the participants 

identifying them as being in place: coaching and training available annually for 

service coordination; and monthly staff meetings scheduled and held. Descriptive 

data for this essential element are presented in Tables 15 and 16. 
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Table 15 

 

Personnel and Administration: Staff Mean Responses 

Indicators n M SD 

Job descriptions promote flexible teaching roles. 9 1.89 .333 

Job descriptions emphasize collaborative teaching. 9 1.78 .441 

Coaching/training available to all staff, including at least 

annual training in instructional strategies. 
9 1.78 .441 

Job descriptions delineate position-specific 

responsibilities and responsibilities are clearly 

delineated. 
9 1.67 .500 

Coaching/training available to all staff, including at least 

annual training in PBIS 
9 1.67 .707 

Coaching/training available to all staff, including at least 

annual training in crisis intervention. 
9 1.56 .726 

Personnel are provided annual performance evaluations. 9 1.56 .726 

Coaching/training available to all staff, including at least 

annual training in behavior assessment. 
9 1.44 .726 

Monthly staff meetings are scheduled and held. 9 0.89 .928 

Coaching/training available to all staff, including at least 

annual training in service coordination. 
9 0.78 .972 
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Table 16 

 

Personnel and Administration: Strength of Indicators 

Indicators 

not in  
place  

(percent) 

in 

progress 

(percent) 
in place 

(percent) 

Job descriptions promote flexible teaching roles. 0 11.1 88.9 

Job descriptions emphasize collaborative teaching. 0 22.2 77.8 

Coaching/training available to all staff, including at 

least annual training in PBIS. 
11.1 11.1 77.8 

Coaching/training available to all staff, including at 

least annual training in instructional strategies. 
0 22.2 77.8 

Job descriptions delineate position-specific 

responsibilities and responsibilities are clearly 

delineated. 
0 33.3 66.7 

Coaching/training available to all staff, including at 

least annual training in crisis intervention. 
11.1 22.2 66.7 

Personnel are provided annual performance 

evaluations. 
11.1 22.2 66.7 

Coaching/training available to all staff, including at 

least annual training in behavior assessment. 
11.1 33.3 55.6 

Coaching/training available to all staff, including at 

least annual training in service coordination. 
55.6 11.1 33.3 

Monthly staff meetings are scheduled and held. 44.4 22.2 33.3 

 

 

 

Qualitative analysis. Qualitative comments were added by only two staff 

members, each emphasizing the importance of clarity as to what is expected of staff 

following the professional development opportunities. One staff member made 

specific reference to this. “Most indicators of this area are in-place, but we need to be 

more consistent in our execution of them. We also need clarity as to what (and how 

much) is expected in regard to various trainings.” Another staff member referenced 
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the unanticipated negative impact when expectations are lifted in regard to 

professional development.  

Some of the professional development opportunities that are normally in-place 

at a school were absent throughout the last school year. While this was 

explained as a way to give more time for exhausted teachers/specialists, it 

resulted in a lack of expectations, structure, and consistency for the staff. That 

insecurity then directly transferred to the expectations for the students. I, 

personally, think it is of the upmost importance that staff is held within a 

structure that comforts them to know the expectations and what to pass on to 

students.  

Screening and referral. This was the largest section of the ARSSA and 

included 17 items which asked about the extent to which each of the following were 

in place: all students screened via the IEP process; profiles provide information about 

internalizing and externalizing adjustment problems, reason for placement at the 

school, information about previous placement, services designated on the IEP, 

medical and archival data, and academic and behavior service coordination; profiles 

provide information within thirty days; profiles include strengths and interests, 

academic levels, class schedule, social skills needs, life skills needs, vocational 

assessment, functional behavioral assessment, service coordination needs, and case 

notes. Cronbach’s alpha was calculated to assess reliability of items in this section (α 

= .90). 
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The mean score for each indicator ranged from a low of 0.78 (SD = .972) to 

2.00 (SD = 0) out of a possible 2.00. Nine of the 17 indicators were assessed as being 

fully implemented, with the percent of the participants indicating it as being in place 

ranging from 89.9 - 100 percent: students screened via the IEP process; profiles 

provided about reasons students attend the school; profiles provide information about 

previous placement; profiles provide information about internalizing and 

externalizing problems; profiles provide information about current services on IEP 

and outside services as appropriate; provide information about academic, behavior, 

and service coordination; profiles provide information about the student's within 

thirty days of placement; profiles provide information about the student's academic 

levels; profiles provide information about student's social skills needs. Two indicators 

were assessed as needing some improvement, as indicated by 77.8 percent of the 

participants identifying them as being in place: profiles provide information about 

medical or archival data; and profiles include information about the student's 

functional behavioral assessment. Three indicators were assessed as needing 

significant improvement, as indicated by 55.6 - 66.7 percent of the staff indicating 

them as being in place: profiles provide information about the student's strengths and 

interests; profiles provide information about the student's service coordination needs; 

and profiles provide information about the student's case notes. Finally three 

indicators were assessed as needing complete set up, as indicated by 33.3 - 44.4 

percent of the participants identifying them as being in place: profiles provide 

information about the student's life skills assessment; profiles provide information 
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about the student's vocational assessment; profiles provide information about the 

student's class schedule. Descriptive data for this essential element are presented in 

Tables 17 and 18. 
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Table 17 

 

Screening and Referral: Staff Mean Responses 

Indicator n M SD 

All students are screened via the IEP process. 9 2.00 - 

Student profiles provide information about the reasons 

students are attending the school. 
9 2.00 - 

Student profiles provide information about previous 

placement. 
9 2.00 - 

Student profiles provide information regarding 

internalizing and externalizing adjustment problems. 
9 1.89 .333 

Student profiles provide information about current 

services designated on the IEP and outside services as 

appropriate. 
9 1.89 .333 

Student profiles provide information about the student’s 

academic, behavior, and service coordination. 
9 1.89 .333 

Student profiles provide information about students 

within thirty days of placement. 
9 1.89 .333 

Student profiles provide information about the student’s 

academic levels. 
9 1.89 .333 

Student profiles provide information about the student’s 

social skills needs with adults and peers. 
9 1.89 .333 

Student profiles provide information about the student’s 

medical or archival data. 
9 1.78 .441 

Student profiles provide information about the student’s 

service coordination needs. 
9 1.67 .500 

Student profiles provide information about the student’s 

functional behavioral assessment (if needed). 
9 1.56 .882 

Student profiles provide information about the student’s 

case notes. 
9 1.56 .527 

Student profiles provide information about the student’s 

strengths and interests. 
9 1.33 1.00 

Student profiles provide information about the student’s 

life skills assessment. 
9 1.11 .928 

Student profiles provide information about the student’s 

vocational assessment (if needed). 
9 .89 1.05 

Student profiles provide information about the student’s 

class schedules. 
9 .78 .972 
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Table 18 

 

Screening and Referral: Strength of Indicator 

Indicator 

not in 

place 

(percent) 

in 

progress 

(percent) 
in place 

(percent) 

All students are screened via the IEP process. 0 0 100 

Student profiles provide information about the reasons 

students are attending the school. 
0 0 100 

Student profiles provide information about previous 

placement. 
0 0 100 

Student profiles provide information regarding internalizing 

and externalizing adjustment problems. 
0 11.1 88.9 

Student profiles provide information about current services 

designated on the IEP and outside services as appropriate. 
0 11.1 88.9 

Student profiles provide information about the student’s 

academic, behavior, and service coordination. 
0 11.1 88.9 

Student profiles provide information about students within 

thirty days of placement. 
0 11.1 88.9 

Student profiles provide information about the student’s 

academic levels. 
0 11.1 88.9 

Student profiles provide information about the student’s 

social skills needs with adults and peers. 
0 11.1 88.9 

Student profiles provide information about the student’s 

medical or archival data. 
0 22.2 77.8 

Student profiles provide information about the student’s 

functional behavioral assessment (if needed). 
22.2 0 77.8 

Student profiles provide information about the student’s 

strengths and interests. 
33.3 0 66.7 

Student profiles provide information about the student’s 

service coordination needs. 
0 33.3 66.7 

Student profiles provide information about the student’s 

case notes. 
0 44.4 55.6 

Student profiles provide information about the student’s life 

skills assessment. 
33.3 22.2 44.4 

Student profiles provide information about the student’s 

vocational assessment (if needed). 
55.6 0 44.4 

Student profiles provide information about the student’s 

class schedules. 
55.6 11.1 33.3 
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Service coordination. A total of seven items were included in this category 

asking the extent to which each of the following were in place: a defined system for 

communicating with parents/community agencies for transition and program 

planning; parents are informed of transition procedures and resources; a written plan 

is developed for transition; sending/receiving teams collaborate regarding transitions; 

stakeholders receive information on preparation for transition; stakeholders receive 

information on program planning; stakeholders receive information on potential 

behavior emergencies; teachers collaborate to share information and to build support 

plans for students; and wrap-around service coordination is in place. Cronbach’s 

alpha was calculated to assess reliability of items in this section (α = .85). 

The mean score for each indicator ranged from a low of 1.44 (SD = .726) to a 

high of 1.78 (SD = .441) out of a possible 2.00. None of the seven indicators were 

assessed as being fully implemented. Two indicators were assessed as needing some 

improvement, as indicated by 66.7 percent of the participants identifying them as 

being in place: a defined system for communicating with parents and community 

agencies for transition planning; and parents are informed about transition procedures 

and resources available. Four indicators were assessed as needing significant 

improvement, as indicated by 55.6 percent of the staff indicating them as being in 

place: sending and receiving teams collaborate to share information and develop the 

students' transition plans; all stakeholders receive information on transition 

preparation, program planning, and potential behavior emergencies; teachers 

collaborate to share information to support students in general education settings; and 
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wrap-around service coordination is in place. Descriptive data for this essential 

element are presented in Tables 19 and 20. 

 

 

Table 19 

 

Service Coordination: Staff Mean Responses 

Indicator n M SD 

A written plan is developed to support the movement of a 

student from one school setting to another. 
9 1.78 .441 

The school has a defined system for communicating with 

parents and community agencies for transition planning 
9 1.67 .500 

Parents are informed of transition procedures and of resources 

available to help with the transition process. 
9 1.67 .500 

All stakeholders receive information on transition preparation, 

program planning, and potential behavior emergencies. 
9 1.56 .527 

Alternative and regular education teachers collaborate to share 

information to support students in general education settings. 
9 1.56 .527 

Wrap-around service coordination is in place. 9 1.56 .527 

Sending and receiving teams collaborate to share information 

and to develop the student’s transition plan. 
9 1.44 .726 
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Table 20 

 

Service Coordination: Strength of Indicator 

Indicator 

not in 

place 

(percent) 

in 

progress 

(percent) 
in place 

(percent) 

A written plan is developed to support the movement of a 

student from one school setting to another. 
0 22.2 77.8 

The school has a defined system for communicating with 

parents and community agencies for transition planning. 
0 33.3 66.7 

Parents are informed of transition procedures and of resources 

available to help with the transition process. 
0 33.3 66.7 

Sending and receiving teams collaborate to share information 

and to develop the student’s transition plan. 
11.1 33.3 55.6 

All stakeholders receive information on transition preparation, 

program planning, and potential behavior emergencies. 
0 44.4 55.6 

Teachers collaborate to share information to support students 

in general education settings. 
0 44.4 55.6 

Wrap-around service coordination is in place. 0 44.4 55.6 

 

 

 

Classroom management. A total of eight items were included in this 

category, asking the extent to which the following were in place: teachers move 

around the room while teaching; a variety of instructional strategies and techniques 

are used; physical space is set up to allow for safety; teachers’ desks are in 

appropriate locations; behavioral expectations are posted in classrooms; supplies are 

accessible; routines are clearly outlined; and procedures for noncompliance are in 

place and clearly outlined. Cronbach’s alpha was calculated to assess reliability of 

items in this section (α = .84). 

The mean score for each indicator ranged from a low of 1.56 (SD = .527) to 

2.00 (SD = 0) out of a possible 2.00. Three of the eight indicators were assessed as 
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being fully implemented, with 100 percent of the participants indicating it as being in 

place: physical space set up to allow for safe movement; teachers' desks are in 

appropriate locations; and supplies are accessible. Two indicators were assessed as 

needing some improvement, as indicated by 77.8 percent of the participants 

identifying them as being in place: behaviors and expectations are posted in 

classrooms; and procedures for noncompliance are in place. Two indicators were 

assessed as needing significant improvement, as indicated by 66.7 percent of the staff 

indicating them as being in place: teachers use a variety of techniques and strategies; 

routines are clearly outlined; and teachers are moving around the room while 

teaching. Finally three indicators were assessed as needing complete set up, as 

indicated by 33.3 - 44.4 percent of the participants identifying them as being in place: 

profiles provide information about the student's life skills assessment; profiles 

provide information about the student's vocational assessment; profiles provide 

information about the student's class schedule. Descriptive data for this essential 

element are presented in Tables 21 and 22. 

 

 

Table 21 

 

Classroom Management: Staff Mean Responses 

Indicator n M SD 
Physical space is set up to allow for safe movement. 9 2.00 - 
Teachers’ desks are in appropriate locations. 9 2.00 - 
Supplies are accessible. 9 2.00 - 
Behavioral expectations are posted in classrooms. 9 1.78 .441 
Procedures for noncompliance are in place. 9 1.78 .441 
Teachers use a variety of techniques and strategies. 9 1.67 .500 
Routines are clearly outlined. 9 1.67 .500 
Teachers are moving around the room while teaching. 9 1.56 .527 
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Table 22 

 

Classroom Management: Strength of Indicator 

Indicator 
not in place 

(percent) 

in 

progress 

(percent) 
in place 

(percent) 

Physical space is set up to allow for safe movement. 0 0 100 

Teachers’ desks are in appropriate locations. 0 0 100 

Supplies are accessible. 0 0 100 

Behavioral expectations are posted in classrooms. 0 22.2 77.8 

Procedures for noncompliance are in place. 0 22.2 77.8 

Teachers use a variety of techniques and strategies. 0 33.3 66.7 

Routines are clearly outlined. 0 33.3 66.7 

Teachers are moving around the room while teaching. 0 44.4 55.6 

 

 

 

Behavior and support. The category included nine items and asked about the 

extent to which each of the following were in place: programs are in place to increase 

attendance; verbal praise and appreciation is given to students; teachers make eye 

contact with students; teachers verbalize expectations for student behaviors; teachers 

use nonverbal signals to direct students while teaching; transition times are brief and 

structured; staff state expectations and consequences before beginning lessons and 

repeat throughout; staff tell students when expectations are not being met; and staff 

implement consequences as outlined when warranted. Cronbach’s alpha was 

calculated to assess reliability of items in this section (α = .69). 

The mean score for each indicator ranged from a low of 1.33 (SD = .500) to 

2.00 (SD = .000) out of a possible 2.00. Four indicators were assessed by participants 

as being fully implemented, as indicated by 88.9 - 100 percent of the participants 

indicating them as being in place: teachers make eye contact with students; verbal 

praise and appreciation is given; teachers verbalize expectations for student behavior; 
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and teachers use nonverbal signals to direct students while teaching. One indicator 

was assessed as needing some improvement, as indicated by 77.8 percent of the 

participants identifying it as being in place: staff tell students when expectations are 

not being met. Three indicators were assessed as needing significant improvement, as 

indicated by 55.6 - 66.7 percent of the staff indicating them as being in place: staff 

implement consequences as outlined when earned; programs are in place to increase 

attendance; and transition times are brief and structured . Finally one indicator was 

assessed as needing complete set up, as indicated by 33.3 percent of the participants 

identifying them as being in place: staff state expectations and consequences before 

beginning lessons and repeat throughout. Descriptive data for this essential element 

are presented in Tables 23 and 24. 
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Table 23 

 

Behavior and Support: Staff Mean Responses 

Indicator n M SD 

Teachers make eye contact with students. 9 2.00 - 

Verbal praise and appreciation is given. 9 1.89 .333 

Teachers verbalize expectations for student 

behavior. 
9 1.89 .333 

Teachers use nonverbal signals to direct students 

while teaching. 
9 1.89 .333 

Staff tell students when expectations are not 

being met. 
9 1.78 .411 

Staff implement consequences as outlined when 

earned. 
9 1.67 .500 

Transition times are brief and structured. 9 1.44 .726 

Programs are in place to increase attendance. 9 1.33 .866 

Staff state expectations and consequences before 

beginning lessons and repeat throughout. 
9 1.33 .500 

 

 

 

Table 24 

 

Behavior and Support: Strength of Indicator 

Indicator 
not in place 

(percent) 
in progress 

(percent) 
in place 

(percent) 

Teachers make eye contact with students. 0 0 100 

Verbal praise and appreciation is given. 0 11.1 88.9 

Teachers verbalize expectations for student 

behavior. 
0 11.1 88.9 

Teachers use nonverbal signals to direct 

students while teaching. 
0 11.1 88.9 

Staff tell students when expectations are not 

being met. 
0 22.2 77.8 

Staff implement consequences as outlined 

when earned. 
0 33.3 66.7 

Programs are in place to increase attendance. 22.2 22.2 55.6 

Transition times are brief and structured.  11.1 33.3 55.6 

Staff state expectations/consequences before 
beginning lessons and repeat throughout. 

0 66.7 33.3 
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Instruction. A total of 12 items were included in this category, asking the 

extent to which the following were in place: low student to staff ratio; each student 

has a personal schedule which reflects learning and personal goals; each student has a 

balanced schedule of activities that includes academic, social, and vocational 

curriculums; each student participates in a variety of instructional activities; students 

are provided support and feedback for using positive social skills and behavioral 

choices; curriculum is outcome-based and content reflects needs identified by 

assessment information; the curriculum modifications or adaptations support the 

instructional needs of targeted students; instructional lessons are based on formal 

lesson plans; objective data collection systems are in place; instructional programs are 

modified if the student has two consecutive days of little or no improvement; 

curriculum includes social skills training; and curriculum includes study skills 

training. Cronbach’s alpha was calculated to assess reliability of items in this section 

(α = .90). 

Across the instrument, the mean score for each indicator ranged from a low of 

.89 (SD = .782) to 2.00 (SD = .000) out of a possible 2.00. Two items were assessed 

as being fully implemented, as indicated 88.9 - 100 percent of the participants 

indicating them as being in place: low student to staff ratio; and each student has a 

balanced schedule of activities that includes academics, social , and vocational 

curriculums. One indicator was assessed as needing some improvement, as indicated 

by 77.8 percent of the participants identifying it as being in place: students are 

provided support and feedback for using positive social skills and behavioral choices. 
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Four indicators were assessed as needing significant improvement, as indicated by 

55.6 - 66.7 percent of the staff indicating them as being in place: each student has a 

personal schedule which reflects learning and personal goals; each student 

participates in a variety of instructional activities; objective data-collection systems 

are in place; and curriculum includes social skills training. Finally five indicators 

were assessed as needing complete set up, as indicated by 22.2 - 44.4 percent of the 

participants identifying them as being in place: curriculum modifications/adaptations 

support the instructional needs of targeted students; instructional lessons are based on 

formal lesson plans; curriculum includes study skills training; curriculum is outcome-

based and content reflects needs identified by assessment information; and 

instructional programs are modified if the student has two consecutive days of little or 

no improvement. Descriptive data for this essential element are presented in Tables 

25 and 26. 
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Table 25 

 

Instruction: Staff Mean Responses 

Indicator n M SD 

Low student to staff ratio. 9 2.00 - 

Each student has a balanced schedule of activities that 

includes academic, social, and vocational curriculums. 
9 1.89 .333 

Students are provided support and feedback for using positive 

social skills and behavioral choices. 
9 1.78 .441 

Each student has a personal schedule which reflects learning 

and personal goals. 
9 1.67 .500 

Each student participates in a variety of instructional 

activities. 
9 1.67 .500 

Objective data collection systems are in place. 9 1.67 .500 

The curriculum modifications or adaptations support the 

instructional needs of targeted students. 
9 1.44 .527 

Instructional lessons are based on formal lesson plans. 9 1.44 .527 

Curriculum includes social skills training. 9 1.44 .726 

Curriculum is outcome-based and content reflects needs 

identified by assessment information. 
9 1.33 .500 

Curriculum includes study skills training. 9 1.22 .833 

Instructional programs are modified if the student has two 

consecutive days of little or no improvement. 
9 .89 .782 
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Table 26 

 

Instruction: Strength of Indicator 

Indicator 
not in place 

(percent) 
in progress 

(percent) 
in place 

(percent) 

Low student to staff ratio. 0 0 100 

Each student has a balanced schedule of activities that 

includes academic, social, and vocational curriculums. 
0 11.1 88.9 

Students are provided support and feedback for using 

positive social skills and behavioral choices. 
0 22.2 77.8 

Each student has a personal schedule which reflects 

learning and personal goals. 
0 33.3 66.7 

Each student participates in a variety of instructional 

activities. 
0 33.3 66.7 

Objective data collection systems are in place. 0 33.3 66.7 

Curriculum includes social skills training. 11.1 33.3 55.6 

The curriculum modifications or adaptations support the 

instructional needs of targeted students. 
0 55.6 44.4 

Instructional lessons are based on formal lesson plans. 0 55.6 44.4 

Curriculum includes study skills training. 22.2 33.3 44.4 

Curriculum is outcome-based and content reflects needs 

identified by assessment information. 
0 66.7 33.3 

Instructional programs are modified if the student has two 

consecutive days of little or no improvement. 
33.3 44.4 22.2 

 

 

 

School and work-based learning. A total of seven items were included in this 

category asking the extent to which each of the following were in place: school to 

work components include job skills training; school to work components include 

community service opportunities; school to work components include work 

experience; school to work components include career guidance and exploration; 

school to work components provide curriculum relevant to post-school employment 
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in education, including technical, social, & life-skills opportunities; school to work 

components include application, resume, and interview skills training; and school to 

work components assist students in making connections with post-school settings. 

Cronbach’s alpha was calculated to assess reliability of items in this section (α = .70). 

The mean score for each indicator ranged from a low of 1.11 (SD = .928) to 

1.78 (SD = .441) out of a possible 2.00. None of the items was assessed as being fully 

implemented. Three indicators were assessed as needing some improvement, as 

indicated by 77.8 percent of the participants identifying them as being in place: 

school-to-work components include job skills training; school-to-work components 

include community services opportunities; and school-to-work components include 

work experience. Two indicators were assessed as needing significant improvement, 

as indicated by 55.6 - 66.7 percent of the staff indicating them as being in place: 

school-to-work components include career guidance and exploration; and school-to-

work components include curriculum relevant to post-school employment and 

education. Finally two indicators were assessed as needing complete set up, as 

indicated by 33.3 - 44.4 percent of the participants identifying them as being in place: 

school-to-work components include application, resume, and interview skills training; 

and school-to-work components assist students in making connections with post-

school settings. Descriptive data for this essential element are presented in Tables 27 

and 28. 

 

 



 

 

 

129 

 

 

Table 27 

 

School and Work-Based Learning: Staff Mean Responses 

Indicator n M SD 

School-to-work components include job skills 

training. 
9 1.78 .441 

School-to-work components include work 

experience. 
9 1.78 .441 

School-to-work components include career guidance 

and exploration. 
9 1.67 .500 

School-to-work components include community 

service opportunities. 
9 1.67 .707 

School-to-work components provide curriculum 

relevant to post-school employment including 

technical, social, & life-skills opportunities. 
9 1.44 .726 

School-to-work components assist students in making 

connections with post-school settings. 
9 1.33 .500 

School-to-work components include application, 

resume, and interview skills training. 
9 1.11 .928 
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Table 28 

 

School and Work-Based Learning: Strength of Indicator 

Indicator 

not in 

place 

(percent) 

in 

progress 

(percent) 
in place 

(percent) 

School to work components include job skills 

training. 
0 22.2 77.8 

School to work components include community 

service opportunities. 
11.1 11.1 77.8 

School to work components include work 

experience. 
0 22.2 77.8 

School to work components include career 

guidance and exploration. 
0 33.3 66.7 

School to work components provide curriculum 

relevant to post-school employment, including 

technical, social, & life-skills opportunities. 
11.1 33.3 55.6 

School to work components include application, 

resume, and interview skills training. 
33.3 22.2 44.4 

School to work components assist students in 

making connections with post-school settings. 
0 66.7 33.3 

 

 

 

Qualitative. Three staff members offered supplemental commentary specific 

to the area of school and work-based learning. One comment underscored the 

dilemma often experienced when programming for students with EBD, specific to 

supporting academic and/or social/emotional or life skills needs. “Amazing work-

based learning opportunities in our school; however, students are not able to access it 

if they are in reading class.” The other two comments were in unanimous support of 

the school and work-based learning opportunities at the school. One staff member 

wrote, “The Work Awareness and Transition elective is currently a strong program 

that incorporates many job skills and training, and it continues to grow because of 
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student interest and success.” The other staff member’s support was similar. “I know 

we are far beyond what is expected in this area and I believe our school exceeds that 

which is being done for middle school students.” 

Mentoring and adult involvement. Five indicators were included in this 

category asking the extent to which each of the following were in place: students area 

assigned a school-based mentor; schedule reflects time to meet with mentor; mentors 

meet or communicate with other involved adults at least weekly; involved adults meet 

with students on a regular basis; and school activities and strategies are in place to 

increase parent involvement with the school. Cronbach’s alpha was calculated to 

assess reliability of items in this section (α = .92). 

The mean score for each indicator ranged from a low of .56 (SD = .882) to 

1.11 (SD = .782) out of a possible 2.00. None of the items was assessed as being fully 

implemented, moderately developed or in need of significant improvement. Instead, 

all five indicators were assessed as needing complete set up, as indicated by 22.2 - 

33.3 percent of the participants identifying them as being in place: students area 

assigned a school-based mentor; schedule reflects time to meet with mentor; mentors 

meet or communicate with other involved adults at least weekly; involved adults meet 

with students on a regular basis; and school activities and strategies are in place to 

increase parent involvement with the school. Descriptive data for this essential 

element are presented in Tables 29 and 30. 
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Table 29 

 

Mentoring and Adult Involvement: Staff Mean Responses 

Indicator n M SD 

School activities and strategies are in place to 

increase parent involvement with the school. 
9 1.11 .782 

Mentors meet or communicate with other involved 

adults at least weekly. 
9 .67 1.00 

Students are assigned a school-based mentor. 9 .56 .882 

Schedule reflects time to meet with mentor. 9 .56 .882 

Involved adults meet with students on a regular 

basis. 
9 .56 .882 

 

 

 

Table 30 

 

Mentoring and Adult Involvement: Strength of Indicator 

Indicator 
not in place 

(percent) 

in 

progress 

(percent) 
in place 

(percent) 

Mentors meet or communicate with other involved 

adults at least weekly. 
66.7 0 33.3 

School activities and strategies are in place to 

increase parent involvement with the school. 
22.2 44.4 33.3 

Students are assigned a school-based mentor. 66.7 11.1 22.2 

Schedule reflects time to meet with mentor. 66.7 11.1 22.2 

Involved adults meet with students on a regular 

basis. 
66.7 11.1 22.2 

 

 

 

Program outcomes. A total of five items were included in this category 

asking the extent to which each of the following were in place: data is available to 
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assess promotion rates; data is available to assess sustained academic improvement; 

and data is available to assess attendance; and data is available to assess students’ 

success and return to base school. Cronbach’s alpha was calculated to assess 

reliability of items in this section (α = .82). 

The mean score for each indicator ranged from a low of 1.00 (SD = .866) to 

1.78 (SD = .441) out of a possible 2.00. None of the items was assessed as being fully 

implemented. Three indicators were assessed as needing some improvement, as 

indicated by 77.8 percent of the participants identifying them as being in place: data 

available to assess sustained academic improvement; data is available to assess 

attendance; and data is available to assess promotion rates. Two indicators were 

assessed as needing complete set up, as indicated by 33.3 - 44.4 percent of the 

participants identifying them as being in place: data is available to assess students' 

success and return to base school; and data is available specific to behavioral and 

criminal recidivism. Descriptive data for this essential element are presented in 

Tables 31 and 32. 
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Table 31 

 

Program Outcomes: Staff Mean Responses 

Indicator n M SD 

Data is available to assess sustained academic 

improvement. 
9 1.78 .441 

Data is available to assess attendance. 9 1.78 .441 

Data is available to assess promotion rates. 9 1.67 .707 

Data is available to assess students’ success and 

return to sending school. 
9 1.33 .707 

Data is available specific to criminal/ behavioral 

recidivism. 
9 1.00 .856 

 

 

Table 32 

 

Program Outcomes: Strength of Indicator 

Indicator 
not in place 

(percent) 

in 

progress 

(percent) 
in place 

(percent) 

Data is available to assess sustained academic 

improvement. 
0 22.2 77.8 

Data is available to assess attendance. 0 22.2 77.8 

Data is available to assess promotion rates. 11.1 11.1 77.8 

Data is available to assess students’ success and 

return to base school. 
11.1 44.4 44.4 

Data is available specific to criminal/ behavioral 

recidivism. 
33.3 33.3 33.3 

 

 

 

Summary 

To gain a clearer understanding of the level of implementation of evidence-

based practices in 10 programming areas at the research site (Whole-School 

Discipline; Personnel and Administration; Screening and Referral; Service 
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Coordination; Classroom Management; Behavior and Support; Instruction; School 

and Work-Based Learning; and Mentoring and Adult Involvement), individual means 

from each indicator were combined to create scaled scores for each programming 

area. The percent levels reflect the percentage of participants who indicated the 

programming area was fully implemented. The level of in place identifies a strength 

that can continue to thrive in the current practice, while in progress and not in place 

indicate areas that need attention. According to Sprague, et al., (2002), if a percentage 

is between 80-100%, the program feature is well implemented, and may only need 

maintenance. A percentage between 70-79% shows a moderately developed feature, 

and may need a small amount of attention to improve. If a score falls between 50-

69%, it is in need of improvement, and those scores under 50% are not in place and 

would require complete set up. This section summarizes the key findings of the 

ARSSA, focusing on the scaled data for means, standard deviations and percent of 

full implementation. 

 The mean scaled scores on the modified version ARSSA ranged from .68 (SD 

= .775) to 1.80 (SD = .234). Using the percent levels from the scaled scores for each 

programming category, one area was identified as being fully implemented at the 

research site. The programming area of Classroom Management yielded a full 

implementation level of 81%, with a mean score of 1.80 (SD = .234), indicating it is 

fully implemented in the school and may only need maintenance efforts for continued 

implementation at that level. Similarly, data from the respondents indicate three 

programming areas as being moderately implemented, suggesting only minor 
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improvement may be needed in each area. In the area of Screening and Referral, 76% 

of the respondents indicated it was fully implemented (m = 1.64; SD = .355). The area 

of Behavior and Support was assessed by 73% of the respondents as being fully 

implemented, yielding a mean score of (m = 1.69; SD = .270). Finally, Whole-School 

Discipline was assessed by 72% of the respondents as being fully implanted (m = 

2.59; SD = .297). 

Five programming areas were identified as needing improvement. Personnel 

and Administration was assessed by 64 percent of the participants as being fully 

implemented (m = 1.50; SD = .418). Service Coordination was assessed by 62 percent 

of the participants as being fully implemented (m = 1.60; SD = .389). and Work-

Based Learning and Program Outcomes were each assessed by 62% of the 

respondents as being fully implemented (m = 1.53; SD = .356; and m = 1.51; SD = 

.501). The programming area of Instruction was assessed by 59 percent of the 

participants as being fully implemented (m 1.53; SD = .379). The programming area 

of Mentoring and Involvement yielded the lowest scores by respondents, with only 

27% of indicating the area was fully implemented, thereby suggesting significant 

changes or a complete set-up is needed (m = .68; SD = .775). The results of this 

process are presented in Table 33. 
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Table 33 

 

Program Implementation Levels 

Category 
full 

implementation M SD 

Classroom Management 81% 1.80 .234 

Screening and Referral 76% 1.64 .355 

Behavior and Support 73% 1.69 .270 

Whole-School Discipline 72% 1.59 .297 

Personnel and Administration 64% 1.50 .418 

Service Coordination 62% 1.60 .389 

School and Work-Based Learning 62% 1.53 .356 

Program Outcomes 62% 1.51 .501 

Instruction 59% 1.53 .379 

Mentoring and Involvement 27%  .68 .775 

 

 

 

Perceptions of Students 

Data from a modified version of the Effective School Battery (ESB) were 

used to determine the perceptions of students in regard to the existence of practices 

important for programming for students with EBD, and the school’s climate (RQ2) 

(Gottfredson, 1986; Gottfredson, 1999). A total of 25 seventh grade students and 25 

eighth grade students completed the online version of the ESB. The following 

sections will provide results and specific details for each of the data sources, specific 

to the second research question. 

Effective School Battery 

The student version of the modified ESB includes two domains: Student 

Characteristics and Organizational Climate. The Student Characteristics domain 

includes four separate measures: Peer Relations; Attitudes and Psycho-Social 

Development; Self-Reported Behavior; and Social Experiences. Each measure within 
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the Student Characteristics Domain includes one or more scales. The Peer Relations 

measure includes one scale: Positive Peer Association. The Attitudes and 

Psychosocial Development measure includes six scales: Educational Expectations; 

Social Integration; Attachment to School; Belief in Rules; Interpersonal Competency; 

and Positive Self-Concept. The Self-Reported Behavior measure includes one scale: 

School Effort. Finally, the Social Experiences measure includes two scales: 

Avoidance of Punishment; and School Rewards. The second domain, Organizational 

Climate, includes only one measure: Psycho-Social Climate. The Psycho-Social 

Climate measure includes six scales: Safety; Respect for Students; Planning and 

Action; Fairness of School Rules; Clarity of School Rules; and Student Influence.  

Internal Consistency Reliability 

Cronbach’s alpha was calculated to assess reliability of all items within each 

of the domains. The overall alpha statistic for the Student Characteristics domain was 

.78. The Cronbach’s alpha was also calculated for each of the four measures within 

the domain: Peer Relations; Attitudes and Psychosocial Development; Self-Reported 

Behavior; and Measures of Social Experiences. The alpha statistic for those measures 

indicated there was not sufficient reliability for any of the measures, α = .65, α = .62, 

α = .61, and α = .46, respectively; however, for the Attitudes and Psychosocial 

Development measure, when one item, “How much education do you plan to 

pursue?” was removed, the alpha statistic increased to a level which indicated 

reliability (α = .70). Finally, the Cronbach’s alpha was calculated for each of the 

scales within the four measures. The alpha statistic, which ranged from α = .20 to α = 
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.65, did not indicate internal consistency on any of the scales. Complete information 

specific to internal reliability for the Student Characteristics domain are presented in 

Table 34. 

 

 

Table 34 

 

Student Characteristics Domain 

 
Cronbach’s 

Alpha 
N of 

items 
Student Characteristics Domain Total .78 60 

Peer Relations Measure .65 9 

Positive Peer Association Scale .65 9 

Attitudes and Psychosocial Development Measure .62 36* 

Educational Expectation Scale n/a 1 

Social Integration Scale .49 5 

Attachment to School Scale .52 11 

Belief in Rules Scale .47 5 

Interpersonal Competency Scale .37 5 

Positive Self-Concept Scale .60 11 

Self-Reported Behavior Measure .61 5 

School Effort Scale .61 5 

Measures of Social Experiences Measure .46 8 

Avoidance of Punishment Scale n/a 3 

School Rewards .20 5 

Note. * = two component variables (How do you feel about each of the following: the 

principal; and the teachers?) had zero variance and were removed from the scale 

 

 

 

The overall alpha statistic for the Organizational Climate domain was .79. 

This domain had one measure: Attitudes and Psychosocial Development. The 

Cronbach’s alpha was calculated for each of the six scales within the domain: Safety; 

Respect for Students; Planning and Action; Fairness; Clarity; and Student Influence. 

The alpha statistic, which ranged from α = .26 to α = .77 for the scales, indicated 



 

 

 

140 

 

sufficient reliability for two: Safety; and Student Influence (α = .77; and α = .77, 

respectively). Complete information specific to internal reliability for the 

Organizational Climate are presented in Table 35. 

 

 

Table 35 

 

Organizational Climate 

 
Cronbach’s 

Alpha 
N of 

items 
Organizational Climate Domain Total .79 30 

Attitudes and Psychosocial Development Measure .79 30 

Safety Scale .77 12 

Respect for Students Scale .68 3 

Planning and Action Scale .26 3 

Fairness Scale .39 3 

Clarity Scale .54 4 

Student Influence .77 5 

 

 

 

Student Characteristics 

Peer Relations. The Peer Relations measure is a broad-based measure of 

positive and negative peer influence. It includes one scale: Positive Peer Association. 

The Positive Peer Association scale is a nine-item scale that measures students’ 

relationships with their peers and offers a construct that is central to understanding 

students’ persistence in school and the dropout rate (Gottfredson 2011). Response 

options for three items were mostly true or mostly false. Positively worded statements 

were coded as one (mostly true) and zero (mostly false).  

Three questions asked participants about their friends. One statement was 

presented positively, such as, “Most of my friends think getting good grades is 
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important.” Two statements were presented negatively, such as, “Most of my friends 

don’t like school.” Each of the three statements was associated with two choices, 

mostly true, or mostly false. Positively worded statements were reverse coded from 

one to zero.  

In regard to whether their friends felt getting good grades was important, 66% 

of the student participants responded in the affirmative (M = .66; SD = .479). To the 

contrary, only 16% of the participants responded that their friends like school (M = 

.16; SD = .370). When asked if their friends try to get them to do things their teacher 

does not like, 40% of the participants selected mostly true as their response (M = .60; 

SD = .495).  

Five items asked participants to answer based on their knowledge of their best 

friend in the school. Three statements were presented positively, such as, “My best 

friend in this school is interested in school.” Two statements were presented 

negatively, such as, “My best friend in this school belongs in a gang.” Each of the 

five statements was associated with two choices, true or false. Positively worded 

statements were reverse coded from one (true) to zero (false); negatively worded 

statements were coded from zero to one. 

In regard to their best friend being interested in school, 48% responded 

affirmatively (M = .48; SD = .505); 84% indicated their best friend has regular 

attendance in classes (M = .84; SD = .370), and 74% indicated their best friend plans 

to go to college (M = .74; SD = .443). Regarding their knowledge of gang and police 

involvement by their best friend, 4% responded in the affirmative for gang 
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involvement (M = .96; SD = .198), and 20% in the affirmative for police involvement 

(M = .80; SD = .404). To the contrary, 60% of the respondents indicated that one or 

more of their friends had been picked up by the police (M = .40; SD = .495).  

One item asked participants to answer how many of their friends in school 

have been picked up by the police. Participants were provided six response options 

for this statement: don’t know, none, one, some, most, or all. Each of the five 

statements was associated with two choices, true or false. The responses of don’t 

know and none were coded as one; the other response options were coded as zero. 

Descriptive data for this scale are presented in Tables 36, 37, and 38. 

 

 

Table 36 

 

Positive Peer Association 

Are the following questions about your 

friends mostly true or mostly false? n M 
S

SD 

mostly 

true  
(%) 

mostly 

false 

(%) 

Most of my friends think getting good 

grades is important. 
5

0 
.

66 
.

479 
66.0 34.0 

Most of my friends don’t like school. 
5

0 
.

16 
.

370 
84.0 16.0 

My friends often try to get me to do 

things the teacher doesn’t like. 
5

0 
.

60 
.

495 
40.0 60.0 
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Table 37 

 

Positive Peer Association 

Please think of your best friend in this school. 

As far as you know, are the following 

statements true or false about him/her? 

 

n M SD 
true  
(%) 

false 
(%) 

      Is interested in school. 50 .48 .505 52.0 48.0 

Attends class regularly. 50 .84 .370 84.0 16.0 

Plans to go to college. 50 .74 .443 74.0 26.0 

Belongs to a gang. 50 .96 .198 4.0 96.0 

Gets in trouble with the police. 50 .80 .404 20.0 80.0 

 

 

 

Table 38 

 

Positive Peer Association 

 

n M SD 

one, some, 

most, or all  
(%) 

don’t know 
or none 

(%) 
How many of your friends have 

been picked up by the police? 50 .40 .495 60.0 40.0 

 

 

 

Attitudes and Psychosocial Development 

The Attitudes and Psychosocial Development measure attempts to assess the 

attitudes and perspectives of others. This measure includes six scales: Educational 

Expectations; Social Integration; Attachment to School; Belief in Rules; Interpersonal 

Competency; and Positive Self-Concept. 

Educational expectations. The Educational Expectations scale had only one 

item, and asked participants to identify how much education they plan to pursue. This 

scale is intended to provide an indication of the commitment participants have to a 

conventional goal and is known to predict subsequent educational attainment 
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(Gottfredson, 2011). Six response options were available to choose from: less than 

high school graduation; high school graduation; less than two years of college; finish 

a two-year college degree; or vocational, trade, or business school; finish a four- or 

five-year college degree or more. The responses were reverse coded from zero to 

five. Descriptive data for this scale are presented in Table 39. 

 

 

Table 39 

 

Educational Expectations 

 

n M SD 

less than 

high 

school 

graduation 

(%) 

high  

school 

graduation 

(%) 

less than 

two years 

of 

college 

(%) 

finish a 

two-year 

college 

degree 

(%) 

finish a 

four/five-

year 

college 

degree  

or more 

(%) 

         How much education 

do you plan to pursue? 
50 4.32 1.38 2.0 10.0 2.0 14.0 72.0 

 

 

 

Eighty-eight percent of the students indicated a plan to pursue education 

beyond a high school degree (n = 44). Of those, the option receiving the highest 

number of responses (n = 36; 72%) was finish a four- or five-year college degree or 

more. The Pearson r was used to determine the relationship between the participants’ 

responses on the Educational Expectations scale (N = 50) and their responses within 

the other scales within the Attitudes and Psychosocial Development measure (N = 

50). The correlation between these was not significant, r = .138, p = .338. 

Social integration. The Social Integration scale included five items and was 

intended to measure the degree to which people in an environment are integrated or 



 

 

 

145 

 

alienated from the social order in the school. It is presumed to be related to the 

comfort level individuals feel in the school, the ability of the environment to control 

behavior, and the psychological health of those within it (Gottfredson, 2011). 

Two items asked respondents about whether they perceived that teachers 

cared about them and if they felt they belonged in the school. Each of the two items 

were presented positively, such as, “Teachers here care about the students.” For each 

item, participants were provided response options of mostly agree or mostly disagree. 

Responses were reverse coded from one (agree) to zero (disagree). In regard to 

participants’ belief that teachers care about them, 98% (M = .98; SD = .141) answered 

in the affirmative. Regarding participants’ feeling that they belong in the school, only 

58% (M = .58; SD = .499) indicated that they mostly agreed.  

Three items targeted participants’ comfort level in the school. Each of the 

three items was presented negatively, such as, “I feel no one really cares much about 

what happens to me.” Each of the three statements was associated with two responses 

choices, true or false and were reverse coded from one (true) to zero (false). 

A total of 82% of the participants (n = 41) indicated that they mostly 

disagreed with the following statement: No one really cares much about what 

happens to me (M = .82; SD = .388). Less unanimity was seen in the following item, 

with a total of 44% of the participants (n = 22) indicated feeling awkward and out of 

place (M = .56; SD = .501). The final item, these days I get the feeling I am just not a 

part of things, yielded a response in agreement by only 22% (n = 11) of the 
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participants (M = .78; SD = .418). Descriptive data for this scale are presented in 

Tables 40 and 41. 

 

 

Table 40 

 

Social Integration 
Do you mostly agree or do you mostly 

disagree with the following 

statements? n M 
S

SD 
agree  
(%) 

disagree 
(%) 

      
Teachers here care about the students. 50 .98 .141 98.0 2.0 

I feel like I belong in this school. 50 .58 .499 58.0 42.0 

 

 

 

Table 41 

 

Social Integration 

What do you think about the following 

statements? Are they mostly true or 

mostly false? n M SD 
true 
(%) 

false 
(%) 

      I feel no one really cares much about 

what happens to me. 
50 .82 .388 18.0 82.0 

I often feel awkward and out of place. 50 .56 .501 44.0 56.0 

These days I get the feeling I’m just 

not a part of things. 
50 .78 .418 22.0 78.0 

 

 

 

Attachment to school. The Attachment to School scale indicates the average 

student’s liking for school, and includes 11 items. Two items used the response 

options of very important, fairly important, and not important from which 

participants could select. Statements were presented positively and were reverse 

coded as one (very important) or zero (fairly important; not important). Though 76% 

of the participants (n = 38) indicated the grade they get in school is very important (M 
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= .76; SD = .431), only 34% of the participants (n = 17) indicated what teachers think 

of them is very important (M = .74; SD = .479).  

Six items offered two response choices: don’t like and like. Each statement 

was presented positively, such as, “How do you feel about the following? The 

principal.” Statements were coded from zero (don’t like) to one (like). A 100% 

favorable response rate (n = 50) was attained for each of two questions, asking 

participants if they liked the principal (M = 1.00; SD = 0) and their teachers (M = 

1.00; SD = 0). A total of 92% of the participants (n = 46) indicated they like their 

clinicians/counselors (M = .92; SD = .274). Regarding the classes they are taking, 

82% of the participants (n = 41) responded in the affirmative M = .82; SD = .388). 

Finally, a total of 76% of the participants (n = 38) responded in the affirmative for 

each question asking if they like the school (M = .76; SD = .431) and the behavior 

specialists (M = .76; SD = .431).  

The remaining three items on this scale asked participants to respond using 

agree or disagree in regard to statements about their feelings for the school and for 

learning. Items were presented positively, such as, “I have a lot of respect for my 

teachers.” Responses were reverse coded from one (agree) to zero (disagree). For two 

statements, "I have a lot of respect for my teachers", and "In classes I am learning the 

things I need to know", a 94% response rate (n = 47) from the participants was 

favorable (M = .94; SD = .240), while 68% (n = 34) of the participants indicated a 

favorable response to the statement, "This school makes me like to learn" (M = .78; 

SD = .471). 
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The Pearson r was used to determine the relationship between the 

participants’ responses on the Attachment to School scale (N = 50) and their 

responses within the Attitudes and Psychosocial Development measure (N = 50). 

There was a high correlation between these, r = .722, p = .000. Descriptive data for 

this scale are presented in Tables 42, 43, and 44.  

 

 

Table 42 

 

Attachment to School 

How important is each of the 

following to you? n M SD 

very 

important 

(%) 

fairly 

important  
or  
not 

important 

(%) 

What teachers think of you. 50 .34 .479 34.0 66.0 

The grade you get in school. 50 .76 .431 76.0 24.0 

 

 

 

Table 43 

 

Attachment to School 
How do you feel about each of 

the following? n M SD 
like 
(%) 

don’t like  
(%)  

this school 50 .76 .431 76 24.0 

the principal 50 1.00 - 100 0.0 

the classes you are taking 50 .82 .388 82 18.0 

the teachers 50 1.00 .000 100 0.0 

the behavior specialists 50 .76 .431 76 24.0 

the clinicians/counselors 50 .92 .274 92 8.0 
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Table 44 

 

Attachment to School 
Do you mostly agree or disagree with the 

following statements? n M SD 
agree 
(%) 

disagree 

(%) 

I have a lot of respect for my teachers. 50 .94 .240 94.0  6.0 

This school makes me like to learn. 50 .78 .471 68.0 32.0 

In classes I am learning the things I need to know. 50 .94 .240 94.0 6.0 

 

 

 

Belief in rules. The Belief in Rules scale measures the extent to which the 

average student believes in the validity of conventional social rules. This scale 

included five items, each of which asked the participants to respond by selecting true 

or false and their answers. Each of the five statements was presented negatively, such 

as, “It’s okay to take advantage of people.” Each statement was coded as zero (true) 

or one (false).  

A total of 94% of the participants (n = 47) indicated they disagreed with the 

statement "It’s okay to take advantage of people" (M = .94; SD = .240), and 92% of 

the participants (n = 46) indicated they disagreed with the statement "Taking things 

from stores doesn’t hurt anyone" (M = .92; SD = .274). For each of two statements, I 

do not have much to lose by causing trouble in school" and "It is alright to get around 

the law if you can", an 84% response rate (n = 42) of disagree was attained (M = .94; 

SD = .370). Finally, regarding the statement "People who leave things around deserve 

it if their things get taken", 66% of the participants (n = 33) responded that they 

disagreed (M = .66; SD = .479).  
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The Pearson r was used to determine the relationship between the 

participants’ responses on the Belief in Rules scale (N = 50) and their responses 

within the Attitudes and Psychosocial Development measure (N = 50). There was a 

moderate correlation between these, r = .513, p< .001. Descriptive data for this scale 

are presented in Table 45. 

 

 

Table 45 

 

Belief in Rules 

 
n M SD 

true 
(%) 

false 
(%)  

I do not have much to lose by causing trouble 

in school. 
50 .84 .370 16.0 84 

It is alright to get around the law if you can. 50 .84 .370 16.0 84 

People who leave things around deserve it if 

their things get taken. 
50 .66 .479 34.0 66 

Taking things from stores doesn’t hurt anyone. 50 .92 .274 8.0 92 

It is okay to take advantage of people. 50 .94 .240 6.0 94 

 

 

 

Interpersonal competency. The Interpersonal Competency scale measures 

the degree to which the average student is competent in social situations. The scale 

includes five items, each of which asked participants to respond true or false for the 

answers. Each of the five statements was presented positively such as, “I know how 

to get along with teachers.” Each statement was coded as zero (false) or one (true). 

Descriptive data for this scale are presented in Table 46. 

Each of the statements in this section yielded positive responses from the 

majority of participants. The statement receiving the highest number of positive 
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responses was I know how to get along with teachers, yielding a response of true by 

96% of the participants (n = 48) (M = .96; SD .198). A total of 88% of the 

participants (n = 44) responded with true for the statement If I want to, I can explain 

things well (M = .88; SD = .328), while 84% of the participants (n = 44) responded 

with true for the statement I have a clear picture about what I am like as a person (M 

= .84; SD = .370). The statement receiving the lowest percentage of favorable 

responses (66%; n = 33) was I find it easy to talk with all kinds of people (M = .66; 

SD = .479). 

The Pearson r was used to determine the relationship between the 

participants’ responses on the Interpersonal Competency scale (N = 50) and their 

responses within the Attitudes and Psychosocial Development measure (N = 50). 

There was a moderate correlation between these, r = .561, p< .001. 

 

 

Table 46 

 

Interpersonal Competency 

 
n M SD 

true 
(%) 

false 
(%) 

I have a clear picture about what I am 

like as a person. 
50 .84 .370 84.0 16.0 

I know how to get along with teachers. 50 .96 .198 96.0 4.0 

If I want to, I can explain things well. 50 .88 .328 88.0 12.0 

I find it easy to talk with all kinds of 

people. 
50 .66 .479 66.0 34.0 

My friends regard me as a person with 

good sense. 
50 .84 .370 84.0 16.0 
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Positive self-concept. The Positive Self Concept scale indicates how the 

average student describes him/herself. This scale included a total of 11 items. One 

item, “How satisfied are you with the way you are doing in school?” offered four 

response options: very satisfied, somewhat satisfied, somewhat dissatisfied, and very 

dissatisfied. The options of very satisfied and somewhat satisfied were coded as one; 

the options of somewhat dissatisfied and very dissatisfied were coded as zero. Eighty-

six percent of the participants (n = 43) indicated being very or somewhat satisfied 

with their performance in school (M = .86; SD = .351).  

Three items offered very, somewhat, and not at all as the response options. 

Two statements were presented positively, such as, “How others see you: a good 

student.” One statement was presented negatively, such as, “How others see you: a 

disruptive student.” For the two positively worded statements, very was coded as one; 

somewhat and not at all were coded as zero. For the one statement which was stated 

negatively, very and somewhat were coded as zero; not at all was coded as one. When 

participants were asked how they believe most other students in school see them, 44% 

(n = 22) indicated very as to their being a good student (M = 44; SD = .501) and 42% 

of the participants (n = 21) indicated very as to being a hard worker (M = .42; SD = 

.499). For each of these two items, the majority of students (56% and 58%, 

respectively) responded with somewhat or not at all. Regarding whether participants 

thought others viewed them as a disruptive student, only 44% (n = 22) indicated not 

at all as their response, with the majority of responses (56%; n = 28) being somewhat 

or very (M = .42; SD = .499). 
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Seven items used true and false as the response options. Three items were 

worded positively, such as, “I am the kind of person who will always make it if I try.” 

The remaining four items were worded negatively, such as, “My teachers think that I 

am a slow learner.” The coding for true and false for the positively worded items 

were one and zero; the coding for true and false for the negatively worded items were 

zero and one. 

Two statements received a high majority of the response option of true: “I am 

the kind of person who will always be able to make it if I try” (98%; n = 49);(M = 

.98; SD = .141); and I like myself (90%; n = 45); (M = .90; SD = .303).The statement 

“My teachers think I am a slow learner” received an 88% response rate (n = 44) 

indicating false (M = .88; SD = .328), while “I do not mind breaking the rules; that is 

just the kind of person I am” received a response rate of false from 80% of the 

participants (n = 40) (M = .80; SD = .404). Seventy-two percent of the participants (n 

= 36) responded with false for “I feel I do not have much to be proud” of (M = .72; 

SD = .454), and 70% of the participants responded with false for “Sometimes I think I 

am no good at all” (M = .70; SD = .463). Finally, 68% of the participants (n = 34) 

responded with true to the statement “I am not the kind of person you would expect to 

get in trouble with the law” (M = .68; SD = .471). 

The Pearson r was used to determine the relationship between the 

participants’ responses on the Positive Self Concept scale (N = 50) and their 

responses within the Attitudes and Psychosocial Development measure (N = 50). 
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There was a moderate correlation between these, r = .504, p< .001. Descriptive data 

for this scale are presented in Tables 47, 48, 49, and 50. 

 

 

Table 47 

 

Positive Self-Concept 

 

n M SD 

very 

satisfied or 

somewhat 

satisfied  

(%) 

somewhat 

dissatisfied or 

very dissatisfied 

(%) 

      How satisfied are you with 

how you are doing in school? 
50 .86 .351 86.0 14.0 

 

 

 

Table 48 

 

Positive Self-Concept 

How do most other students in 

your school see you? n M SD 
very  
 (%) 

somewhat  
or 

not at all 
(%) 

      A good student. 50 .44 .501 44.0 56.0 

A hard worker. 50 .42 .499 42.0 58.0 

 

 

 

Table 49 

 

Positive Self-Concept 

How do most other 

students in your school 

see you? n M SD 

very 
or  

somewhat 
 (%) 

not at all  
(%) 

      A disruptive student 50 .42 .499 56.0 44.0 
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Table 50 

 

Positive Self-Concept 

 
n M SD 

true 
(%) 

false 
(%) 

I am the kind of person who will always 

be able to make it if I try. 
50 .98 .141 98.0 2.0 

My teachers think I am a slow learner. 50 .88 .328 12.0 88.0 

I do not mind breaking the rules; that is 

just the kind of person I am. 
50 .80 .404 20.0 80.0 

I am not the kind of person you would 

expect to get in trouble with the law. 
50 .68 .471 68.0 32.0 

Sometimes I think I am no good at all. 50 .70 .463 30.0 70.0 

I feel I do not have much to be proud of. 50 .72 .454 28.0 72.0 

I like myself. 50 .90 .303 90.0 10.0 

 

 

 

Self-Reported Behavior 

The Self-Reported Behavior measure includes one scale, which measures the degree 

of effort and care the average student devotes to schoolwork. 

School effort. The School Effort scale included only one item: “Compared to 

other students, how hard to you work in school?” This item offered four response 

options: much harder; harder; less hard, and much less hard. The options of much 

harder and harder were coded as one; the options of less hard and much less hard 

were coded as zero. Seventy-four percent of the participants (n = 37) responded that 

they work harder or much harder, compared to other students (M = 74; SD = 443).  

The remaining four items offered nearly always true, sometimes, and nearly 

always false as the response options. Two statements were presented positively, such 

as, “I turn in my homework in on time.” Two statements were presented negatively, 

such as, “I don’t bother with homework or class assignments.” For the two positively 
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worded statements, nearly always true was coded as one; “sometimes” and “nearly 

always false” were coded as zero. For the two statements which were stated 

negatively, nearly always true and “sometimes” were coded as zero; nearly always 

false was coded as one. A minority number of students responded with nearly always 

true for two statements: I turn my homework in on time (36%; n = 18) (M = .36; SD = 

.485); and If my teacher gives me a lot of homework I try to finish all of it (42%; n = 

21) (M = .42; SD = .499). Likewise, a minority number of students responded with 

sometimes or nearly always false for “My schoolwork is messy” (26%; n = 18) (M = 

.26; SD = .443) and “I don’t bother with homework or class assignments” (48%; n 

=24); (M = .42; SD = .499). Descriptive data for this scale are presented in Tables 51 

and 52. 

 

 

Table 51 

 

School Effort 

 n M SD 

much harder 

or harder 
(%) 

less hard or 

much less 

hard 
(%) 

Compared to other students, how 

hard do you work in this school? 
50 .74 .443 74 26 
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Table 52 

 

School Effort 

How true is this statement? n M SD 

nearly 

always true 
(%) 

sometimes 

or nearly 

always 

false 
(%) 

I turn my homework in on time. 50 .36 .485 36 64 

My school work is messy. 50 .26 .443 74 26 

I don’t bother with homework or 

class assignments. 
50 .48 .505 52 48 

If a teacher gives me a lot of 

homework, I try to finish all of it. 
50 .42 .499 42 58 

 

 

 

Measure of Social Experience 

The Measure of Social Experience included two scales: Avoidance of Punishment; 

and School Rules. This measure examined students’ experiences and perceptions in 

regard to punishment, and their perception/experience with rules in the school setting.  

Avoidance of Punishment. The Avoidance of Punishment scale includes 

three items and is designed to summarize information on how often the average 

student is punished. For each of the three items, response options included yes and 

no. Accordingly, they were coded as zero (yes) and one (no).  

A majority of participants responded no (56%; n = 28) to the statement “Did 

you have a lunch detention or after-school detention because of your behavior?” (M = 

.56; SD = .501), and also to the statement “Did you get an extra assignment as 

punishment”? (70%; n = 35) (M = .70; SD = .463). A minority number of students 
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(34%; n = 17) responded with no to the statement “Were you sent out of class as a 

consequence for your misbehavior”? (M = .34; SD = .479).  

The Pearson r was used to determine the relationship between the 

participants’ responses on the Avoidance of Punishment scale (N = 50) and their 

responses within the Social Experiences measure (N = 50). There was a high 

correlation between these, r = .875, p< .001. ). Descriptive data for this scale are 

presented in Table 53. 

 

 

Table 53 

 

Avoidance of Punishment 

In the last quarter, have any of these things  
happened to you at this school? n M SD 

yes 
(%) 

no 
(%) 

Were you sent of out of class as a 

consequence for your misbehavior? 
50 .34 .479 66 34 

Did you have a lunch detention or after-

school detention because of your behavior? 
50 .56 .501 44 56 

Did you get an extra assignment as 

punishment? 
50 .70 .463 30 70 

 

 

 

School rewards. The School Rewards scale, which includes five items, 

measures how much the average student is rewarded for his/her behavior. One item, 

“Teachers say nice things about my class work,” was preceded by the following 

question: “How often does the following happen to you at this school?” Participants 

were asked to respond using often, sometimes, or hardly ever as the answer options. 

For this item, often was coded as one; sometimes and hardly ever were coded as zero. 
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A slight majority of participants (56%; n = 28) indicated teachers “…often say nice 

things about my work.” (M = .54; SD = .503).  

The remaining four items offered yes, or no” as the response items, and were 

preceded by the following question: “In the last quarter, did any of these things 

happen to you?” Three of the four items were presented positively, such as “Did you 

get something special as a reward?” On these three items, a response of yes was 

coded as one; no was coded as zero. One of the items was stated negatively: “Your 

grade was lowered on an assignment as a punishment.” On this item, a response of 

yes was coded as zero; no was coded as one. 

Ninety-two percent of the participants (n = 46) indicated yes when asked if, 

within the last quarter, they had gotten to “…do something special as a reward” (M = 

.92; SD = .274). When asked, “Did you win an award or prize because of your work 

in school?”, 60% of the participants (n = 30) responded in the affirmative (M = .60; 

SD = .495), and when asked, “Did you help win an award or a prize for your team 

because of your work in school?” 54% of the participants (n = 27) responded in the 

affirmative (M = .54; SD = .503). Finally, when asked “Was your grade lowered on 

an assignment as a punishment?” 92% of the participants responded (n = 46) with no 

(M = .92; SD = .274). 

The Pearson r was used to determine the relationship between the 

participants’ responses on the School Rewards scale (N = 50) and their responses 

within the Attitudes and Psychosocial Development measure (N = 50). There was a 
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moderate correlation between these, r = .566,p< .001. Descriptive data for this scale 

are presented in Tables 55 and 56. 

 

 

Table 54 

 

School Rewards 

How often does the following happen 
 to you at school? n M SD 

often 
(%) 

sometimes 

or hardly 

ever 
(%) 

Teachers say nice things about my class 

work. 
50 .54 .503 54 46 

 

 

 

Table 55 

 

School Rewards 
In the last quarter, have any of these 

happened to you at your school? n M SD 
yes 
(%) 

no 
(%) 

Did you get to do something special as a 

reward? 
50 .92 .274 92 8 

Did you win an award or prize because of 

your work in school? 
50 .60 .495 60 40 

Was your grade lowered on an assignment 

as a punishment? 
50 .92 .274 8 92 

Did you help win an award or prize for your 

team because of your work in school? 
50 .54 .503 54 46 

 

 

 

Additional Correlation Analysis 

The Pearson r was used to determine the existence of statistically significant 

correlations between scales in the Student Characteristics domain. The results of all 

correlation analysis between the scales within the Student Characteristics domain are 

displayed in Table 56. 
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Table 56  

 

Correlations Among Modified ESB Measures of Student Characteristics 

 
Peer 

Relations Attitudes and Psycho-Social Development 

Self-

Reported 

Behavior Social Experiences 

 Positive Peer 

Association 

Educational 

Expectation 

Social 

Integration 

Attachment to 

School 

Belief in 

Rules 

Interpersonal 

Competency 

Positive Self-

Concept 

School 

Effort 

Avoidance of 

Punishment 

School 

Rewards 

Positive Peer 

Association 
          

Educational 

Expectation 
.073          

Social 

Integration 
-.179 -.303*         

Attachment 

 to School 
.011 -.033 -.081        

Belief in 

Rules 
.294* .335* -.243 .218       

Interpersonal 

Competency 
-.074 -.011 .169 .150 .034      

Positive Self-

Concept 
.193 -.049 .036 .314* .270 .244     

School Effort .249 .181 -.128 .288* .452** .143 .542**    

Avoidance of 

Punishment 
.356* .082 -.291* .003 .162 .028 .470** .309*   

School 

Rewards` 
.059 .027 .357* .073 .022 .114 .484** .176 .095  

* p < .05 (2-tailed) 

**p < .01 (2-tailed)
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At the p < .05 level, two instances of a low negative correlation were found to 

exist between scales: Social Integration and Avoidance of Punishment scales (r = -

.291, p = .040); and Social Integration and Educational Expectation (r = -.303, p = 

.032). A very low positive correlation was found to exist between the Positive Peer 

Association and Belief in Rules scales (r = .294, p = .039)., as well as the Attachment 

to School and School Effort scales (r = .288, p = .043). Finally, a low positive 

correlation was found to exist between the following scales: Positive Peer Association 

and Avoidance of Punishment (r = .356, p = .011); Educational Expectation and 

Belief in Rules (r = .335, p = .017); Social Integration and School Rewards (r = .357, 

p = .011); Attachment to School and Positive Self-Concept (r = .314, p = .026); and 

School Effort and Avoidance of Punishment (r = .309, p = .029). 

At the p< 01 level, four correlations were found to exist. A low correlation 

was found between the following scales: Belief in Rules and School Effort (r = .452, 

p = .001); Positive Self-Concept and Avoidance of Punishment (r = .470, p = .001); 

and Positive Self-Concept and School Rewards (r = .481, p = .000). A moderate 

positive correlation was found between Positive Self-Concept and School Effort (r = 

.542, p<.001). 

Organizational Climate Domain 

The Organizational Climate Domain is, in itself, a measure. It includes six 

scales: Safety; Respect for Students; Planning and Action; Fairness of School Rules; 

Clarity of School Rules; and Student Influence. These scales are not intended to 
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measure individuals’ characteristics; instead the focus is on the ways the environment 

is perceived and described by the people who are in it (Gottfredson, 2011). 

Safety. The safety scale included 12 items. It asked students if they feel safe at 

school and if they feel someone will hurt them at school or on their way to/from 

school. Nine items asked participants to respond using yes or no in regard to their 

feeling of safety, five of which were prefaced by the following question: “Do you 

usually stay away from the following places because someone may hurt or bother 

you?” The remaining four yes or no items were prefaced by: “Within the last quarter, 

have you…?” For each of the nine items, yes was coded as zero; no was coded as one. 

Three items were prefaced with, “How often…” and offered the response options of 

almost always, sometimes, and almost never. One of these three items was presented 

positively: “..do you feel safe at this school?” Two items were presented negatively, 

such as, “…are you afraid that someone will hurt or bother you at school?” For the 

positively worded item, almost never was coded as zero; sometimes was coded as 

one-half; and almost always was coded as one. For the two negatively worded items, 

almost always was coded as zero; sometimes was coded as one-half; and almost never 

was coded as one. Data for this scale is presented in Tables 58, 59, and 60. 

The majority of the respondents indicated that he/she did not feel compelled to 

avoid certain areas of the school out of fear of being hurt or bothered. Ninety-eight 

percent of the students indicated that he/she did not avoid any entrances into the 

school (M = .98; SD = .141). When asked about avoiding the hallways or stairs 96% 

(M = .96; SD = .198) indicated that there was not a need to avoid these places and the 
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same was true for 92% (M = .92; SD = .274) of the students when asked about 

avoiding the restroom. In regard to other places in the school and on the school 

grounds 84% (M = .84; SD = .370) and 94% (M = .94; SD = .240) respectively did not 

avoid these places out of fear of being hurt or bothered.  

Students were also asked if they had to fight to protect themselves within the 

last quarter. Eighty-eight percent (M = .88; SD = .328) of the students reported that 

he/she were not in a fight. Forty percent (M = .40; SD = .495) of the respondents 

reported that he or she had not seen a teacher threatened by a student and 60% (M = 

.60; SD = .495) had not seen a teacher hit or attacked. In regard to being suspended 

from school 64% (M = .64; SD = .485) of the students reported that they had not been 

suspended from school within the last quarter. 

When asked, how often do you feel safe at this school, Fifty-eight percent (M 

= .76; SD = .307) of the respondents reported they almost always feel safe and 56% 

(M = ..69; SD = .389) indicated they are almost never afraid of being hurt or bothered 

at school and 78% (M = .86; SD = .286) indicated they are almost never afraid of 

being hurt or bothered while on the bus. . Descriptive data for this scale are presented 

in Tables 57, 58, and 59. 
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Table 57 

 

Safety 

    
Do you usually stay away from any of the 

following places because someone might hurt 

or bother you there? n M SD 
yes 
(%) 

no 
(%) 

at any entrances into the school 50 .98 .141 2 98 

in any hallways or stairs in the school 50 .96 .198 4 96 

in the restrooms 50 .92 .274 8 92 

in other places inside the school 50 .84 .370 16 84 

other places on school grounds 50 .94 .240 6 94 

 

 

 

Table 58 

 

Safety 
Within the last quarter, while at this school,  
have you…” n M SD 

yes 
(%) 

no 
(%) 

…had to fight to protect yourself? 50 .88 .328 12 88 

…seen a teacher threatened by a student? 50 .40 .495 60 40 

…seen a teacher hit or attacked by a student? 50 .60 .495 40 60 

…been suspended from school? 50 .64 .485 36 64 

 

 

 

Table 59 

 

Safety 

     

 n M SD 

almost 

always 
(%) 

some- 

times 
(%) 

almost 

never 
(%) 

How often do you feel safe while at this 

school? 
50 .76 .307 58 36 6 

How often are you afraid that someone 

will hurt or bother you at school? 
50 .69 .389 18 26 56 

How often are you afraid that someone 

will hurt or bother you while on the bus? 
50 .86 .286 6 16 78 
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Respect for students. The Respect for Students scale is designed to assess the 

degree to which students feel the school environment either degrades them or treats 

them with dignity and respect (Gottfredson, 2011). It includes three items, each of 

which asks participants to respond using almost always, sometimes, or almost never 

for each. Two items were worded positively, such as “Students are treated with 

dignity and respect.” For these items, almost never was coded as zero; sometimes was 

coded as one; and almost always was coded as two. The remaining item, “Teachers 

do things to make students feel put down” was coded as zero for almost always, one 

for sometimes, and two for almost never. In regard to “Students are treated with 

dignity and respect” (M = 1.34; SD .626) and “Teachers treat students with respect 

and dignity” (M = 1.72; SD .497). For both of these items, an overwhelming majority 

of the participants indicated students were treated with respect and dignity sometimes 

or almost always (92% and 98%, respectively). Similarly, 98% of the participants (n 

= 49) indicated sometimes or almost never in response to “Teachers do things that 

make students feel put down” (M = 1.60; SD = .535). 

The Pearson r was used to determine the relationship between the 

participants’ responses on the Respect for Students scale (N = 50) and their responses 

within the Attitudes and Psychosocial Development measure scale (N = 50). There 

was a moderate correlation between these, r = .674, p< .001. Data for this scale is 

presented in Table 60. 
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Table 60 

 

Respect for Students 

     

 n M SD 

almost 

always 
(%) 

some- 

times 
(%) 

almost 

never 
(%) 

Students are treated with dignity and 

respect. 
50 1.34 .626 42 50 8 

Teachers treat students with respect and 

dignity. 
50 1.72 .497 74 24 2 

Teachers do things that make students 

feel “put down”. 
50 1.60 .535 2 36 62 

 

 

 

Planning and action. Like the Respect for Students scale, the Planning and 

Action scale included three items. Based on the student participants’ perspective, this 

scale was designed to assess the degree to which schools engage in experimenting 

and problem-solving, or the degree to which they resist change (Gottfredson, 2011).  

Two items offered agree and disagree as response items. For “The teachers and 

principal at this school make plans to solve problems” (M = .94; SD =.240), agree 

was coded as one; disagree was coded as zero. For the statement, “This school hardly 

ever tries anything new” (M = .88; SD = .328), disagree was coded as one and agree 

was coded as zero. Finally, for the statement, “It is hard to change the way things are 

done in this school” (M = .38; SD =.490), true and false were the response items. For 

this item, false was coded as one and true was coded as zero. Data for this scale are 

presented in Tables 61 and 62. 
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Table 61 

 

Planning and Action 

Do you mostly agree or disagree with the 

following statements about this school? n M SD 
agree 

% 
disagree 

% 

The teachers and principal at this school 

make plans to solve problems. 
50 .94 .240 94 6 

This school hardly ever tries anything 

new. 
50 .88 .328 12 88 

 

 

 

Table 62 

 

Planning and Action 

Do you mostly agree or disagree with the 

following statements about this school? n M SD 
true 
% 

false 
% 

It is hard to change the way things are 

done in this school. 
50 .38 .490 62 38 

 

 

 

Fairness. The Fairness scale included three items. Based on the student 

participants’ reports, it is designed to assess the fairness of rules, consistent 

punishment for all when rules are broken and the fairness of the principal. Two items 

were prefaced with, “How often is the school like this?” and provided almost always, 

sometimes, and almost never as the response options. For these two items, almost 

never was coded as zero; sometimes as one-half; and almost always as one. The final 

item, “Do you mostly agree or disagree with the following statement? The principal is 

fair.” offered agree and disagree as the response options. For this item, disagree was 

coded as zero; agree was coded as one. Data for this scale are presented in Tables 63 

and 64. 
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For the item, “School rules are fair”, 92% of the participants (n = 46) 

responded with sometimes or almost always (M = .76; SD = .323). Similarly, 94% (n 

= 47) indicated sometimes or almost always in response to the statement, “The 

consequences for breaking school rules are consistent” (M = .83; SD = .296). In 

regard to the statement “The principal is fair”, 98% of the participants (n = 49) 

indicated agree as their response (M = .98; SD = .141). 

The Pearson r was used to determine the relationship between the 

participants’ responses on the Fairness scale (N = 50) and their responses within the 

Attitudes and Psychosocial Development measure (N = 50). There was a moderate 

correlation between these, r = .538, p< .001. Descriptive data for this scale are 

presented in Tables 63 and 64. 

 

 

Table 63 

 

Fairness 

How often is this school like this? n M SD 

almost 

always 
(%) 

some- 

times 
(%) 

almost 

never 
(%) 

School rules are fair. 50 .76 .323 60 32 8 

The consequences for breaking school 

rules are consistent. 
50 .83 .296 72 22 6 

 

 

 

Table 64 

 

Fairness 

How often is this school like this? n M SD 
agree 
(%) 

disagree 
(%) 

The principal is fair. 50 .98 .141 98 2 
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Clarity. The Clarity scale included four items, the purpose of which was 

measure the clarity of school rules, based on the perspectives of the student 

participants. Items sought to know whether the students perceived the rules to be fair, 

whether the students were informed as to what the rules were, and whether the rules 

were enforced consistently (Gottfredson, 2011). One item, “Everyone knows what the 

school rules are”, response items were almost always, sometimes, and almost never. 

For this item, almost always was coded as one; sometimes was coded as one-half; and 

almost never was coded as zero. For the statement, “The principal runs the school 

with fair and consistent rules” the response options were agree and disagree. Agree 

was coded as one; disagree was coded as zero. The last two statements, “The teachers 

let students know what they expect of them” and “The principal lets students know 

what she expects of them”, true and false were the response options. True was coded 

as one and false was coded as zero. Data for this table are presented in Tables 65, 66, 

and 67. 

 

 

Table 65 

 

Clarity 

 n M SD 

almost 

always 
(%) 

some- 

times 
(%) 

almost 

never 
(%) 

Everyone knows what the school rules 

are. 
50 .82 .281 68 28 4 
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Table 66 

 

Clarity 

 n M SD 
agree 
(%) 

disagree 
(%) 

The principal runs the school with fair 

and consistent rules. 
50 .92 .277 92 8 

 

 

 

Table 67 

 

Clarity 

 n M SD 
true 
(%) 

false 
(%) 

The teachers let students know what they 

expect of them. 
50 .96 .198 96 4 

The principal lets the students know what 

she expects of them. 
50 .98 .141 98 2 

 

 

 

Student influence. The Student Influence scale included five items. 

According to Gottfredson (2011), the scale was designed to assess how much 

influence students have in the school, based on the understanding that students 

participation in the planning and decision-making in regard to how the school is run 

can lead to positive outcomes. One item, “Students can get an unfair rule or decision 

changed,” offered almost always, sometimes, and almost never as the response 

options, with almost never coded as zero; sometimes as one-half; and almost always 

as one. Three items included “Do you mostly agree or disagree?” as the preface 

question. One of the three items was phrased positively: “Teachers sometimes change 

their lesson plans because of student suggestions,” and was coded with zero for 

disagree and one for agree. Two of the three items were phrased negatively, such as, 
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“Students have little say in how this school is run.” For these two items, agree was 

coded as zero and disagree was coded as one. Finally, one item, “Students have 

helped to make the school rules,” participants used true or false as their response 

options. For this item, false was coded as zero; true was coded as one. 

A total of 74% of the participants (n = 37) indicated almost always or 

sometimes in response to “Students can get an unfair rule or decision changed” (M = 

.47; SD = 341). Three items yielded results that were nearly equal for agree and 

disagree. For example, in response to “Students have little say in how this school is 

run”, only 46% of the participants (n = 23) indicated disagree in their response (M = 

46; SD = .503). Similarly, 58% of the participants (n = 29) indicated agree in 

response to “Teachers sometimes change their lesson plans because of student 

suggestions” (M = .58; SD = .499). Exactly half of the student participants indicated 

disagree in response to “Students are seldom asked to help solve a problem the school 

is having” (M = .16; SD = .370). Finally, 84% of the participants (n = 42) indicated 

disagree with the statement, “Students have helped to make the school rules” (M = 

.16; SD = .370). 

The Pearson r was used to determine the relationship between the 

participants’ responses on the Student Influence scale (N = 49) and their responses 

within the Attitudes and Psychosocial Development measure (N = 49). There was a 

low correlation between these, r = .332, p = .020. Data for this scale are presented in 

Tables 68, 69, and 70. 
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Table 68 

 

Student Influence 

 n M SD 

almost 

always 
(%) 

some- 

times 
(%) 

almost 

never 
(%) 

Students can get an unfair rule or 

decision changed. 
50 .47 .341 20 54 26 

 

 

 

Table 69 

 

Student Influence 

 n M SD 
agree 
(%) 

Disagree 
(%) 

Students have little say in how this 

school is run. 
50 .46 .503 54 46 

Teachers sometimes change their lesson 

plans because of student suggestions. 
50 .58 .499 58 42 

Students are seldom asked to help solve a 

problem the school is having. 
50 .50 .505 50 50 

 

 

 

Table 70 

 

Student Influence 

 n M SD 
true 
(%) 

false 
(%) 

Students have helped to make the school 

rules. 
50 .16 .370 16 84 

 

 

 

Additional Correlation Analysis 

The Pearson r was used to determine the existence of statistically significant 

correlations between scales in the Organizational Climate domain. The results of all 
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correlation analysis between the scales within the Organizational Climate domain are 

displayed in Table 71.  

At the p < .05 level, only one positive correlation was found to exist. A low 

positive correlation was found between the scales of Safety and Fairness Scales Effort 

(r = .306, p = .030). At the p < .01 level, three instances of correlation were found to 

exist. A low level of correlation was found between the Respect for Students and 

Fairness scales (r = .363, p = .010). A low level of correlation was found between the 

Respect for Students and Student Influence scales (r = .406, p = .003). Finally, a low 

level of correlation was found to exist between the Safety and Respect for Students 

scales (r = .431, p = .002). 

 

 

Table 71 

 

Correlations Among Modified ESB Measures of Organizational Climate 

Climate Measures 

 

Safety 

Respect 

for 

Students 
Planning 

and Action Fairness Clarity 
School 

Influence 

Safety       

Respect for 

Students 
.431**      

Planning and 

Action 
-.020 .254     

Fairness .306* .363** .156    

Clarity .084 .262 .124 .208   

School 

Influence 
.260 .406** .064 .083 .033  

* p < .05 (2-tailed) 

**p < .01 (2-tailed) 
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Summary 

This section summarizes the key findings of the student version of the 

modified Effective School Battery (ESB). The student version of the modified ESB 

includes two domains: Student Characteristics and Organizational Climate. The 

Student Characteristics domain included four separate measures: Peer Relations; 

Attitudes and Psycho-Social Development; Self-Reported Behavior; and Social 

Experiences. The Organizational Climate domain includes only one measure: Psycho-

Social Climate. Each measure within the two domains includes one or more scales.  

Student Characteristics. Within the Positive Peer Relations measure and the 

Attitudes and Psycho-Social Development measure, participants indicated a belief in 

the importance of success in school. The majority of participants indicated that they 

and their friends believe earning good grades and attending classes regularly are 

important. Contrary to their indication, however, that the majority of their friends do 

not like school or are interested in school, a large majority of the student participants 

indicated they planned to continue their education once they graduate from high 

school. 

Specific to the extent to which student participants perceive that school staff 

members care about them, an overwhelmingly high majority of students indicated that 

school staff members care about them and that they care about what happens to them. 

Despite this strong sense of being cared about, only a little more than half of the 

participants indicated they feel they belong in the school. A comparable percentage of 

participants indicated they sometimes feel awkward and out of place. Similarly, when 
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asked how they like specific groups of staff members in the school, participants 

responded in the affirmative at extremely high rates. This affirmation was true in 

regard to the principal, clinicians, behavior specialists, teachers, and classes in 

general. 

Student participants consistently indicated a strong sense of self and a belief in 

the social rules within the school environment. They indicated an awareness of the 

importance of making pro-social decisions and that they may jeopardize their success 

if they do not act in accordance with this. Similarly, participants’ self-reports of social 

self-competence was also strong, in that they indicated they believe they have a clear 

understanding of who they are as individuals, they know how to get along with 

teachers within school, and they perceive that they are regarded positively by their 

peers. 

In regard students’ positive self-concept, more than half indicated that they 

believe their peers perceive them as being a disruptive student. In addition, less half 

of them believed their peers viewed them as a good student or as a hard worker. In 

significant contrast to this, however, a high majority of these participants indicated 

they are satisfied with how they are doing in school. Additionally, an overwhelmingly 

high percentage of these participants indicated a belief that will always be able to find 

success if they try. 

Within the Self-Reported Behavior measure, student participants indicated the 

degree of effort and care they devote to their school work. Only approximately one-

third of the student participants indicated that they turn their homework in on time, 
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and they produce neat and complete assignments. Slightly less than half of the 

participants reported that they do their homework or class work. A similar percentage 

of participants indicated that when assigned a lot of homework, they try to finish their 

homework.  

Within the Social Experiences measure, students reported the frequency of 

which they experienced consequences and rewards in school. Although slightly more 

than two-thirds of the participants indicated being sent out of class as a consequence 

for their behavior, less than half of the participants indicated having received an after-

school or lunch detention for their behavior in school. Less than one-third of these 

participants reported having received an extra assignment as punishment for their 

behavior. In regard to the work that they do in class, more than half of the participants 

reported receiving positive comments from their teachers. A very high percentage of 

participants indicated receiving something special as a result of the work that they 

did, and approximately two-thirds reported similar experiences when working as a 

member of a team or group. 

Organizational Climate. Within the Climate measure of the Organizational 

Climate domain, student participants overwhelmingly indicated that they feel safe 

throughout the school building –in various locations and with different groups of 

people. Although a very small percentage of students indicated having had to fight 

with others to protect themselves while in school or on the bus, and only one-third 

reported having been suspended from school, more two-thirds of them reported 
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witnessing staff members being threatened by students, and slightly less than half 

reported seeing a staff member hit or attacked by a student.  

Ninety-two percent of the participants indicated a perception that students are 

always or sometimes treated with dignity and respect in the school. Contrary to this, 

approximately one-third of the students reported that teachers sometimes say things to 

make them feel put down. Regarding problem-solving needed in the school, 

participants overwhelmingly agreed that the principal and teachers work together in 

this regard; however, nearly two-thirds of them indicated it is hard to change the way 

things are done in this school, and three-fourths indicated it is difficult for students to 

get an unfair rule changed. Further, only approximately fifty percent of the students 

indicated a perception that students have a say in how things are done in the school, 

that teachers sometimes change their lesson plans based on student suggestions, and 

that students are asked to help solve problems within the school. 

Ninety-two percent of the participants indicated a belief that the principal of 

the school is almost always or sometimes fair, the rules of the school are fair, and that 

the consequences for breaking rules are consistent. A similarly high percentage of 

students indicated a perception that the rules are clearly defined in the school, the 

principal runs the school with fair and consistent rules, and that the principal and 

teachers let students know what the expectations are. 

Perceptions of Staff 

Two data sources were used to determine the perceptions of staff members in 

regard to the existence of evidenced-based practices and the school’s climate (RQ2). 
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Data were examined from a modified version of the Effective School Battery (ESB) 

(Gottfredson, 1986; Gottfredson, 1999) as well as from interviews with select 

participants. A total of 27 staff members completed the modified version of the ESB: 

6 instructional assistants; 12 teachers; 4 behavior specialists; and 5 clinicians. The 

following sections will provide results and specific details for each of the data 

sources, specific to the second research question. 

Effective School Battery: Staff Version 

The staff version of the modified ESB includes two domains: Staff 

Characteristics and Climate. The Staff Characteristics domain includes five scales: 

Job Satisfaction; Interaction with Students; Personal Security; Classroom Orderliness; 

and Professional Development. The second domain, Climate, included six scales: 

Safety; Morale; Planning and Action; Smooth Administration; Resources; Race 

Relations; Parent/Community Involvement; Student Influence; and Avoidance of the 

Use of Grades as a Sanction. 

Internal Consistency Reliability 

Cronbach’s alpha was calculated to assess reliability of all items within each 

of the domains. The overall alpha statistic for the Staff Characteristics domain was 

.50. The Cronbach’s alpha was also calculated for each of the five scales within the 

domain: Job Satisfaction (α = .63); Interaction with Students (α = .51); Personal 

Security (α = .46); Classroom Orderliness (α = .51), and Professional Development (α 

= .39). The alpha statistic ranged from α = .39 to α = .63 for the scales. The alpha 

statistic for these scales indicated there was not sufficient reliability for any of the 
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measures. Complete information specific to internal reliability for the Staff 

Characteristics domain are presented in Table 72. 

 

 

Table 72 

 

Teacher Characteristics Domain 

 
Cronbach’s 

Alpha 
N of 

items 

Teacher Characteristics Domain Total .50 28 

Job Satisfaction Scale .63 3 

Interaction with Students .51 6 

Personal Security .46 9 

Classroom Orderliness .51 2 

Professional Development .39 8 

 

 

 

Staff Characteristics 

The Staff Characteristics domain includes five measures: Job Satisfaction; 

Interaction with Students; Personal Security; Classroom Orderliness; and Professional 

Development. The intent of this domain is to characterize groups of staff and describe 

the population in the school. It is not intended for individual assessments 

(Gottfredson, 2011). 

Internal Consistency and Reliability 

The Cronbach’s alpha was calculated to assess reliability of all items within 

each domain. The overall alpha statistic for the Teacher Characteristics domain was 

.50. The Cronbach’s alpha was also calculated for each of the nine scales within the 

domain: Safety (α = .86); Morale (α = .71); Planning and Action (α = .72); Smooth 
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Administration (α = .73); Resources (α = .18); Race Relations (α = .88); 

Parent/Community Involvement (α = -.006.); Student Influence (α = .26); and 

Avoidance of the use of Grades as a Sanction (α = .49). The alpha statistic, which 

ranged from α = -.006 to α = .88 for the scales, indicated sufficient reliability for 

Safety, Morale, Planning and Action, Smooth Administration and Race Relations. 

Complete information specific to internal reliability for the Organizational Climate 

are presented in Tables 73 and 74. 

 

 

Table 73 

 

Teacher Characteristics Domain 

 
Cronbach’s 

Alpha 
N of 

items 

Organizational Climate Domain Total .85 63 
Job Satisfaction Scale .63 3 
Interactions with Students Scale .51 6 
Personal Security Scale .46 9 
Classroom Orderliness Scale .51 2 
Professional Development Scale .38 8 

 

 

 

Table 74 

 

Teacher Organizational Climate 

 
Cronbach’s 

Alpha 
N of 

items 
Organizational Climate Domain Total .85 63 
Safety Scale .86 10 
Morale Scale .71 11 
Planning and Action Scale .72 9 
Smooth Administration Scale .73 15 
Resources Scale .18 4 
Race Relations Scale .88 2 
Parent/Community Involvement Scale -.006 6 
Student Influence Scale .26 4 
Avoidance of use of Grades as a Sanction Scale .56 2 
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Job Satisfaction. The Job Satisfaction scale included three items which 

measured the degree to which staff members liked their job. The first item asked 

participants to indicate how much they liked their job using the response options of I 

hate it, I don’t like it, I like it, and I love it. For this item, the options were coded from 

one to four (M = 3.59; SD = .501). One hundred percent of the participants (n = 27) 

indicated they like or love their job. Forty-one percent of the participants (n = 11) 

indicated they like their job, while 59% of the participants (n = 16) indicated they 

love their job.  

The second item asked participants to indicate how much time they felt 

satisfied with their job, and asked them to use the following response options: all of 

the time, most of the time, some of the time, and almost never. For this item, the 

response options were reverse coded, four to one (M = 3.11; SD = .424). Ninety-six 

percent of the participants (n = 26) indicated they like their job most or all of the 

time.  

Finally, the third item asked participants to indicate how much they liked their 

job, compared to other people. Participants were asked to use the following response 

options, which were reverse coded, four to one: no one likes his or her job better than 

I like mine, I like my job better than most people like theirs, I like my job about as 

much as most people like theirs, and I dislike my job much more than most people like 

theirs. Fifteen percent of the participants (n = 4) indicated that no one likes their job 

better than they like their own job; 63 percent (n = 17) indicated they like their job 

better than most people; and 22 percent (n = 6) indicated they like their job as much 
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as most people like their job. Descriptive data for this scale are presented in tables 75, 

76, and 77. 

 

 

Table 75 

 

Job Satisfaction 

 n M SD 
I hate it 

(%) 

I don’t 

like it 
(%) 

I like  
it 

(%) 

I love 

it 
(%) 

How do you like your job? 27 3.59 .501 0 0 41 59 

 

 

 

Table 76 

 

Job Satisfaction 

 n M SD 

Almost 

never 
(%) 

Some 

of the 

time 
(%) 

Most 

of the 

time 
(%) 

All of 

the 

time 
(%) 

How much of the time do you feel 

satisfied with your job? 
27 3.11 .424 0 4 81 15 

 

 

 

Table 77 

 

Job Satisfaction 

 n M SD 

I dislike 

my job 

much more 

than most 

people 

dislike 

theirs 

(%) 

I like my 

job about 

as much as 

most 

people like 

theirs 

(%) 

I like my 

job better 

than most 

people like 

theirs 

(%) 

No one likes 

their job 

better than I 

like mine 

(%) 

How much do you think 

you like your job 

compared to other people? 
27 2.93 .616 0 22 63 15 
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Interaction with Students. The Interaction with Students scale included six 

items. It measured the extent of out-of-class interaction that the staff member had 

with students. A high score in this scale implies many staff report friendly 

interactions with students (Gottfredson, 2011). The first item on this scale was given 

the response options of no; yes, one did; yes, two did; and yes, more than two did. 

The first two responses no and yes, one did were coded as zero while the two 

remaining responses yes, two did; and yes, more than two did were coded as one. 

Descriptive data for this scale are presented in Tables 78 and 79. 

The first item asked participants that in the last quarter have any students 

asked for their advice for problems they were having outside of class. Seventy percent 

(n = 19) of the respondents reported that at least two or more students asked for their 

advice on a problem they were having outside of school while 22% (n = 6) indicated 

that at least one student solicited their advice for a problem they were having outside 

of school.  

The remaining five items on this scale was given the response options of 

about once a quarter; several times a quarter; weekly; and more than once a week. 

The first two responses about once a quarter; several times a quarter were coded as 

zero while the two remaining responses weekly; and more than once a week were 

coded as one. When asked if they provide academic support during lunch or after-

school 26% (n = 7) of the respondents indicated they provided academic support for 

students more than once a week while 33% (n = 9) indicated they provided academic 

support several times quarterly. As far as working with students on extra curriculum 
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activities 44% (n = 12) of the respondents reported doing so about once a quarter 

while 26% (n = 7) report doing so weekly. Eighty-two percent (n =22) of the 

respondents revealed that they take students on field trips about once quarterly while 

11% (n = 3) report doing so several time a quarter. Fifty-two percent (n = 14) of the 

respondents attended students’ games or other activities at least once a quarter and 

41% (n = 11) reported attending several times per quarter. Fifty-six percent (n = 15) 

of the respondents indicated that more than once a week students discuss personal 

problems with them and a combined total of 26% (n = 7) of the students discussed 

their problems at least once per quarter.  

 

 

Table 78 

 

Interactions with Students 

 n M SD 
no 

(%) 

yes, 

one 

did  
(%) 

yes, 

two 

did 
(%) 

yes, 

more 

than 

two did 
(%) 

In the past quarter, have any 

students come to you to ask your 

advice on some problems they were 

having outside of class? 

27 3.41 .971 4 22 4 70 
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Table 79 

 

Interactions with Students 

How often do you engage in 

the following 
 activities with students? n M SD 

about 

once a 

quarter 
(%) 

several 

times a 

quarter 
(%) 

weekly 
(%) 

more 

than 

once a 

week 
(%) 

provide academic support 

during lunch or after school 
27 2.56 1.08 19 33 22 26 

work with students on extra- 
curricular activities 

27 1.96 1.01 44 22 26 7 

take students on field trips 27 1.26 .594 82 11 7 0 

go to games, dances, or other 

student activities 
27 1.56 .641 52 41 7 0 

discuss students’ personal 

problems with them 
27 3.26 .944 4 22 18 56 

 

 

Personal Security. The Personal Security scale included nine items and was 

designed to measure how safe teachers feel in school and included items pertaining to 

damage to personal property, theft of personal property, physical attacks, obscene 

remarks or gestures from students, threats, and weapons. Participants were asked to 

respond to each item using yes or no as the response items. On this scale, a response 

of yes was coded as zero, and a response of no was coded as one. Accordingly, a high 

score would imply staff members rarely experience victimization, and a low score 

would imply staff reporting obscene remarks or gestures, treats, or attacks from 

students. Descriptive data for this scale are presented in Table 80. 

All of the items in this scale were prefaced with the question, in the past 

quarter, have any of the following happen personally to you? When responding to the 
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questions regarding damage to personal property worth less or more than ten dollars 

56% (n = 15) of the respondents replied they had not experienced personal property 

damage worth less than ten dollars and 89% (n = 24) reported they had not 

experienced damage more than ten dollars.  

When responding to the questions regarding theft of personal property worth 

less or more than ten dollars 81% (n = 22) of the respondents replied they had not 

experienced theft of personal property damage worth less than ten dollars and 96% (n 

= 26) reported they had not experienced theft of personal property worth more than 

ten dollars.  

When responding to questions about being physically attacked seriously 

enough to see a doctor or not, 96% (n = 26) of the respondents acknowledged that 

they were not attacked and 41% (n = 11) admitted being attacked but not to the 

degree they had to see a doctor.  

When responding to questions about receiving obscene remarks or gestures 

96% (n = 26) of the respondents indicated in the affirmative and at least 70%      (n = 

19) of the respondents reported being threatened by a student in the last quarter. Only 

one respondent admitted to having a weapon brandished by a student. 
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Table 80 

 

Personal Security 
In the past quarter, have any of the following happened  
to you personally in this school? n M SD 

yes 
(%) 

no 
(%) 

damage to personal property worth less than $10 27 .56 .506 44 56 

damage to personal property worth more than $10 27 .89 .320 11 89 

theft of personal property worth less than $10 27 .81 .396 19 81 

theft of personal property worth more than $10 27 .96 .192 4 96 

was physically attacked and had to see a doctor 27 .96 .192 4 96 

was physically attacked but not seriously enough to see a doctor 27 .59 .501 41 59 

received obscene remarks or gestures from a student 27 .04 .192 96 4 

was threatened in remarks by a student 27 .30 .465 70 30 

had a weapon pulled on me 27 .96 .192 4 96 

 

 

 

Classroom Orderliness. The Classroom Orderliness scale included two items 

and was designed to measure the degree to which classroom disruption interferes with 

teaching and how much time is devoted to coping with disruptive students. On this 

scale, a high score indicates that classrooms are typically orderly, while a low score 

indicates student disruption interferes with teaching.  

Regarding the amount of time staff are coping with disruptive student 

behavior, response options included the following: “none of my time,” “some time 

each day,” “about half of my time,” and “most of my time.” This item was reverse 

coded, from four to one. The second item asked participants to indicate how much 

behavior from some students in the classroom kept them from teaching, using the 

response options of “a great deal,” “a fair amount,” “not very much at all,” and “not 

at all.” This idem was coded one through four. 
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A full 100 percent of the participants indicated that coping with disruptive 

behavior takes up at least a portion of each day (M = 2.37; SD = .839). Specifically, 

59 percent (n = 16) indicated disruptive behavior took up some time each day; 19 

percent (n = 5) indicated disruptive behavior consumed about half of their day; and 

22 percent (n = 6) indicated disruptive behavior consumed most of their day. 

Similarly, a total of 71 percent of the participants (n = 19) indicated students’ 

disruptive behavior kept them from teaching for at least some portion of the day (M = 

2.26; SD = .526). Descriptive data for this scale are presented in Tables 81 and 82. 

 

 

Table 81 

 

Classroom Orderliness 

 n M SD 

none of 

my 

time 
(%) 

some 

time 

each 

day 
(%) 

about 

half of 

my 

time 
(%) 

most of 

my time 
(%) 

How much of your time in the 

classroom is directed to coping with 

disruptive student behavior? 
27 2.37 .839 0 59 19 22 

 
 

 

 

Table 82 

 

Classroom Orderliness 

 n M SD 

a great 

deal 
(%) 

a fair 

amount 
(%) 

not 

very 

much at 

all 
(%) 

not at all 
(%) 

How much does the behavior of 

some students in your classroom 

keep you from teaching? 
27 2.26 .526 4 67 29 0 
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Professional Development. The Professional Development scale included 

eight items that measured the extensiveness of continuing education or in-service 

opportunities staff members participated in during the past year. Descriptive data for 

this scale are presented in Tables 83, 84, and 85. 

One item was specific to the frequency of which they participated in 

professional development courses that were a half-day or more in length, using the 

following responses: “several times a quarter,” “about once a quarter,” and less than 

once a quarter.” The response of “several times a quarter” was coded as two, while 

“about once a quarter” and “less than once a quarter” were both coded as one.  

Two items asked about the amount of in-service training had in the last twelve 

months regarding the following: teaching methods or curriculum content; and 

interpersonal and intergroup relations. The response options available for these two 

items included “none,” “about half a day,” “one to two days,” “three to four days,” 

“five to six days,” “seven to eight days,” “9 – 10 days,” and “11 days or more.” For 

this item the responses of none and “about half a day” were coded as one. 

Finally, the response options “yes” and “no” were available for final five 

items of the scale which asked staff members if they had learned much about the 

following during the school year: new materials, new kinds of texts, or supplementary 

materials; theories of teaching reading; effective methods of maintaining discipline; 

how to handle disruptive students; and how to manage heterogeneous classes. For 

each item, a response of “yes” was coded as two; “no” was coded as one. 
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A total of 15 percent of the participants (n = 4) indicated having attended a 

professional development course of a half-day or longer in duration several times 

during the quarter, while 85% of the participants (n = 23) indicated the frequency to 

be about once per quarter or less (M = 1.15; SD = .362). A total of 56 percent of the 

participants (n = 15) indicated having received training, on one or more days, during 

the school year in teaching methods or curriculum content (M = 1.56; SD = .506). 

Within that same time period, 85 percent of the participants (n = 23) indicated having 

received training, on one or more days, on interpersonal or intergroup relations (M = 

3.11; SD = 1.67).  

When asked if they had learned much about new materials, new kinds of texts, 

and supplementary materials, 67% of the participants (n = 18) indicated they had (M 

= 1.67; SD = .480). The exact same results were yielded when asked if they’d learned 

about how to better deal with heterogonous classes. Sixty-three percent of the 

participants (n = 17) indicated they learned about how to handle disruptive students 

(M = 1.63; SD = .492), and 59 percent (n = 16) indicated having learned effective 

methods of maintaining discipline (M = 1.59; SD = .501). Finally, regarding learning 

about theories of teaching reading, only 19 percent of the participants (n = 5) 

indicated they had (M = 1.19; SD = .396). 
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Table 83 

 

Professional Development 

 n M SD 

about once a 

quarter or 

less than 

once a 

quarter 

(%) 

several 

times a 

quarter 

(%) 

How often do you attend professional 

development courses that are a half-day 

or more in length? 
27 1.15 .362 85 15 

 

 

 

Table 84 

 

Professional Development 

    

How much in-service training have you 

had in each of these areas in the last 

twelve months? n M SD 

none or 

about half 

a day 
(%) 

1 -2, 3 -4,  
5 -6, 7 -8,  
9 – 10, or  
11 days  
or more 

(%) 

teaching methods or curriculum content 27 1.56 .506 44 56 

interpersonal or intergroup relations 27 3.11 1.67 15 85 

 

 

 

Table 85 

 

Professional Development 

This year, have you learned much about… n M SD 
yes 
(%) 

no 
(%) 

new materials, new kinds of text, supplementary materials? 27 1.67 .480 67 33 

theories of teaching reading? 27 1.19 .396 19 81 

effective methods of maintaining discipline? 27 1.59 .501 59 41 

how to handle disruptive students? 27 1.63 .492 63 37 

how to better deal with heterogeneous classes? 27 1.67 .480 67 33 
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Additional Correlation Analysis 

The Pearson r was used to determine the existence of statistically significant 

correlations between scales in the Teacher Characteristics domain. At the p < 05 

level, and the p < .01 level, there were no positive or negative statistically significant 

correlations found. The results of all correlation analysis between the scales within 

the Teacher Characteristics domain are displayed in Table 86.  

 

 

Table 86 

 

Correlations Among Modified ESB Measures of Teacher Characteristics 

 Job 

Satisfaction 
Interactions 

with Students 
Personal 

Security 
Classroom 

Orderliness 
Professional 

Development 
Job 

Satisfaction 
     

Interaction 

with Students 
.241     

Personal 

Security 
-.013 -.106    

Classroom 

Orderliness 
.146 -.209 .036   

Professional 

Development 
-.147 .006 .210 .291  

* p < .05 (2-tailed) 

**p < .01 (2-tailed) 

 

 

 

Psycho-Social Climate Domain 

The Climate Domain is, in itself, a measure. It includes nine scales: Safety; 

Morale; Planning and Action; Smooth Administration; Resources for Instruction; 

School Race Relations; Involvement of Parents and Community; Student Influence; 

and Use of Grades as a Sanction. These scales are not intended to measure 
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individuals’ characteristics; the focus is on the ways the environment is perceived and 

described by the people who are in it (Gottfredson, 2011). 

Safety. The Safety scale included ten items and was designed to measure staff 

members’ perception of safety within the school. Descriptive data for this scale are 

presented in Tables 87, 88, and 89. 

 

 

Table 87 

 

Safety 

 n M SD 

none 

or 

almost 

none 
(%) 

a 

little 
(%) 

some 
(%) 

fairly 

much 
(%) 

very 

much 

(%) 

In your opinion, how much 

of a problem are vandalism, 

personal attacks, and theft 

in your school? 

27 2.96 1.09 7 26 30 30 7 

 

 

 

Table 88 

 

Safety 

 n M SD 
never 
(%) 

once 

or 

twice 
(%) 

a few 

times 
(%) 

many 

times 
(%) 

nearly 

all the 

time 

(%) 

How many times did you hesitate 

to confront misbehaving students 

for fear of your own safety? 
27 4.74 .526 78 18 4 0 0 
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Table 89 

 

Safety 
At your school during school 

hours, how safe from 

vandalism, personal attacks, 

and theft, is each of the 

following places? n M SD 

very 

unsafe 
(%) 

fairly 

unsafe 
(%) 

average 
(%) 

fairly 

safe 
(%) 

very 

safe 

(%) 

your classroom while teaching 27 4.27 .944 0 7 11 30 52 

empty classrooms 27 4.59 .694 0 0 11 19 70 

hallways and stairs 27 3.89 .974 0 7 30 30 33 

cafeteria 27 4.00 1.10 4 4 26 22 44 

restrooms used by students 27 4.22 .934 4 0 22 22 52 

locker room or gym 27 3.81 1.17 0 18 22 19 41 

parking lot 27 4.44 .801 0 0 18 19 63 

reflection rooms 27 3.41 1.11 0 30 18 33 19 

 

 

 

One item asked participants how much of a problem were vandalism, personal 

attacks, and theft, using the following response options: “none;” “a little;” “some;” 

“fairly much;” and “very much.” One item asked participants how many times during 

the school year they hesitated to confront misbehaving students for fear of their own 

safety, and were provided “never,” “once or twice,” “a few times,” many times,” and 

“nearly all the time” as response options. Each of these two items was reverse coded, 

five to one.  

The remaining eight items asked participants how safe they felt from 

vandalism, personal attacks, and theft they were in a variety of areas in the school, 

including the classroom while teaching; empty classrooms; hallways and stairs; the 

cafeteria; restrooms used by students; the locker room or gym; the parking lot; and 
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the reflection rooms. Each item included “very unsafe;” “fairly unsafe;” “average;” 

fairly safe;” and “very safe” as the response items. 

Regarding vandalism, personal attacks, and theft being a problem in the 

school, 7 percent of the participants (n = 2) indicated none or “almost none” as their 

response; 56 percent of the participants (n = 15) indicated “a little” or “some” as their 

response; and 37 percent (n = 10) indicated “fairly much” or “very much” as their 

response (M = 2.96; SD = 1.09). When asked how many times staff members 

hesitated to confront misbehaving students for fear of their own safety, 78 percent (n 

= 21) indicated “never” as their response; 22 percent (n = 6) indicated “once or 

twice” or “a few times” (M = 4.74; SD = .526). No participants used the options of 

“many times” or “nearly all the time” as their response for this item. 

Eight items were in regard to how safe participants felt from vandalism, 

personal attacks, and theft in various areas of the school. In regard to their classroom 

while teaching, 82 percent (n = 22) selected “very safe” or “fairly safe;” 11 percent (n 

= 3) selected “average;” and 7 percent (n = 2) selected “fairly safe.” No participants 

selected “very unsafe” in regard to classrooms (M = 4.26; SD = .944). A total of 89 

percent of the participants (n = 24) selected “very safe” or “fairly safe” in regard to 

empty classrooms, while 11 percent (n = 3) selected “average” for the same question. 

No participants selected “fairly unsafe” or “very unsafe” for this item (M = 4.59; SD 

= .694). 

Regarding hallways and stairs, a total of 63 percent of the participants (n = 

17) selected “very safe” or “fairly safe”; 30 percent (n = 8) selected “average” and 7 
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percent (n = 2) selected “fairly unsafe.” No participants selected “very unsafe” for 

this item (M = 3.89; SD = .974). Regarding the cafeteria, a total of 67 percent of the 

participants (n = 18) selected “very safe” or “fairly safe”; 26 percent (n = 7) selected 

“average”; and 7 percent (n = 2) selected “fairly unsafe” or “very unsafe” (M = 4.00; 

SD = 1.10).  

Regarding restrooms used by students, 74 percent of the participants (n = 20) 

selected “very safe” or “fairly safe”; 22 percent (n = 6) selected “average” and 4 

percent (n = 1) selected “fairly unsafe.” No participants selected “very unsafe” for 

this item (M = 4.22; SD = .934). A total of 59 percent of the participants (n = 16) 

selected “very safe” or “fairly safe” in regard to the locker room or gym; 22 percent 

(n = 6) selected “average” and 19 percent (n = 5) selected “fairly unsafe.” No 

participants selected “very unsafe” for this item (M = 3.81; SD = 1.17). A total of 82 

percent of the participants (n = 22) selected “very safe” or “fairly safe” in regard to 

the parking lot; and 18 percent (n = 6) selected “average.” No participants selected 

“fairly unsafe” or “very unsafe” for this item (M = 4.44; SD = .801). Finally, 

regarding the reflection rooms, a total of 52 percent of the participants (n = 14) 

selected “very safe” or “fairly safe,” while 18 percent (n = 5) selected “average;” and 

30 percent (n = 8) selected “fairly unsafe.” No participants selected very unsafe for 

this item (M = 3.41; SD = 1.11). 

Morale. The Morale scale included eleven items design to measure the degree 

of enthusiasm of the school staff and the staff’s confidence in the school. All of the 

items asked participants to respond using true or false as their answer options. For six 
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items, true was coded as two and false was coded as one. For five items, reverse 

coding was used, yielding a score of one for true and two for “false.” Descriptive data 

for this scale are presented in Tables 90, 91, and 92. 

 

 

Table 90 

 

Morale 
Are the following mostly true or mostly false about your 

school? n M SD 
true 
(%) 

false 
(%) 

Students here don’t really care about the school. 27 1.81 .396 18 82 

Our problems in this school are so big that it is unrealistic to 

expect teachers to make much of a dent in them. 
27 2.00 .000 0 100 

The staff at this school is apathetic. 27 1.70 .465 30 70 

The staff at this school is frustrated. 27 1.41 .501 59 41 

The staff at this school is tense. 27 1.44 .506 56 44 

The staff at this school is unappreciated. 27 1.85 .362 15 85 

 

 

Table 91 

 

Morale 
How do you feel about the following 

statements? n M SD 
true 
(%) 

false 
(%) 

I feel my ideas are listened to and used in 

this school. 
27 1.93 .267 93 7 

I want to continue working with the kind of 

students I have now. 
27 1.93 .267 93 7 
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Table 92 

 

Morale 

Please indicate which of the following descriptors are mostly 
 true or mostly false of the staff members of this school. 

 n M SD 
true 
(%) 

false 
(%) 

cohesive 27 1.74 .447 74 26 

enthusiastic 27 1.78 .424 78 22 

satisfied 27 1.70 .565 70 30 

 

 

One hundred percent of the participants (n = 27) indicated they disagreed with 

the following statement: “Our problems in this school are so big that it is unrealistic 

to expect teachers to make much of a dent in them” (M = 2.00; SD = 0). Similarly, 85 

percent (n = 23) indicated they disagreed with the following statement: “The staff at 

this school is unappreciated” (M = 1.85; SD = 3.62); and 82 percent of the 

participants (n = 22) indicated they disagreed with the statement: “Students here 

don’t really care about the school” (M = 1.81; SD = .396). Seventy percent of the 

participants (n = 19) disagreed with the statement indicating staff at the school were 

apathetic (M = 1.70; SD = .465); and 41 percent of the participants (n = 11) disagreed 

with the statement that staff in the school were frustrated (M = 1.41; SD = .501). In 

response to each of the following two statements, “I feel my ideas are listened to and 

used in this school” and “I want to continue working with the kind of students I have 

now”, 93 percent of the participants (n = 25) indicated they agreed (M = 1.93; SD = 

.267). 
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Finally, three items asked participants if the descriptors of cohesive, 

enthusiastic, or satisfied were mostly true or mostly false about the school staff. 

Seventy-five percent of the participants (n = 20) indicated they agreed that the staff is 

cohesive (M = 1.74; SD = .447); 78 percent (n = 21) indicated agreement that the 

staff is enthusiastic (M = 1.78; SD = .424); and 70 percent (n = 19) indicated they 

agreed that the staff is satisfied (M = 1.70; SD = .465). 

Planning and Action. The Planning and Action scale included nine items 

asking staff members to report the degree to which the school is innovative in their 

approach to school planning and open to confronting rather than ignoring emerging 

problems. One item asked participants how often they worked on a planning/initiative 

team with other teachers or administrators from their school, and were offered 

“several times a month;” “about once a month;” or “less than once a month.” “Several 

times a month” and “about once a month” were coded as two, while “about once a 

month” was coded as one.  

Eight items offered true and false as the response options. Two of the items 

were coded with one for true and two for false: “the staff is conservative” and the 

staff is traditional.” Six items asked participants to respond using true or false based 

on the following statements: “the principal encourages experimentation in teaching” 

“teacher evaluation is used in improving teacher performance;” the principal plans 

well;” “the principal is progressive;” “the staff is innovative” and “the staff is open to 

change.” Reverse coding from two to one was used for each of these six items. 

Descriptive data for this scale are presented in Tables 93, 94, and 95. 
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Table 93 

 

Planning and Action 

 n M SD 

less than 

once a 

month 
(%) 

about once 

a month or 

several 

times a 

month 
(%) 

How often do you work on a planning/ 

initiative team with other teachers or 

administrators from your school? 
27 1.78 .424 22 78 

 

 

 

Table 94 

 

Planning and Action 

Which of the following descriptors are mostly true  
or mostly false about the staff at this school? 

 n M SD 
true 
(%) 

false 
(%) 

conservative 27 1.74 .447 26 74 

traditional 27 1.70 .465 30 70 

innovative 27 1.70 .465 70 30 

open to change 27 1.74 .447 74 26 

 

 

 

Table 95 

 

Planning and Action 
Are the following mostly true or mostly false 
about your principal? 

 n M SD 
true 
(%) 

false 
(%) 

The principal encourages 

experimentation in teaching. 
27 2.00 .000 100 0 

Teacher evaluation is used in 

improving teacher performance. 
27 1.81 .396 82 18 

The principal plans well. 27 1.96 .192 96 4 

The principal is progressive. 27 1.96 .192 96 4 
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In regard to working on a planning/initiative team with others staff in the 

school, 78 percent of the participants (n = 21) indicated they did so one or more times 

per month (M = 1.78; SD = .424). When considering the descriptors of conservative, 

traditional, innovative, and open to change, 74 percent (n = 20) indicated they 

disagreed with the descriptor of conservative (M = 1.74; SD = .447) and 70 percent (n 

= 19) indicated they disagreed with the descriptor of traditional (M = 1.70; SD = 

.465); 70 percent (n = 19) indicated they agreed with the term innovative as a 

descriptor for their school (M = 170; SD = .465), and 74 percent (n = 20) indicated 

agreement with the descriptor of open to change ( M= 1.74; SD = .447). 

Four items in this scale were specific to the participants’ perception of the 

principal. All participants (100%; n = 27) indicated agreement with the statement 

“the principal encourages experimentation in teaching” (M = 2.00; SD = .000), while 

96 percent of the participants (n = 26) indicated agreement that “the principal plans 

well” and “the principal is progressive” (M = 1.96; SD = .192). Finally, 82 percent of 

the participants (n = 22) indicated agreement that “teacher evaluation is used in 

improving teacher performance” (M = 1.81; SD = .396). 

Smooth Administration. The Smooth Administration scale assessed staff 

members’ perceptions of administrative style and school procedures. This scale 

included 15 items. Descriptive data for this scale are presented in Tables 96, 97, 98, 

and 99. 
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Table 96 

 

Smooth Administration 

 n M SD 

strongly 

disagree or 

disagree 

somewhat 
(%) 

agree 

somewhat  
or strongly  

agree 
(%) 

Simple, non-time-consuming 

procedures exist for the acquisition 

and use of resources 
27 1.81 .396 18 82 

 

 

 

Table 97 

 

Smooth Administration 
In your opinion, how well do the following 

groups get along at your school?     

 n M SD 
very well 

(%) 

not well or 

fairly well  
(%) 

teachers and administrators 27 1.63 .492 63 37 

teachers and instructional 

assistants 
27 1.56 .506 56 44 

teachers/instructional assistants 

and clinicians/counselors 
27 1.59 .501 59 41 

teachers/instructional assistants 

and behavior specialists 
27 1.70 .465 70 30 
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Table 98 

 

Smooth Administration 

Are the following mostly true or mostly false  
about your school? 

  n M SD 
true 
(%) 

false 
(%) 

Administrators and teachers collaborate toward making the 

school run effectively. 
27 1.70 .465 70 30 

There is little administrator/teacher tension in this school. 27 1.67 .480 67 33 

Our principal is a good representative of our school before 

the superintendent and the school board. 
27 2.00 .000 100 0 

The principal is aware of, and lets staff members/students 

know, when they have done something particularly well. 
27 1.85 .362 85 15 

Teachers and students can arrange to deviate from the 

prescribed program of the school.  
27 1.89 .320 89 11 

Teachers feel free to communicate with the principal. 27 1.93 .267 93 7 

The administration is supportive of the teachers. 27 1.96 .192 96 4 

It is hard to change established procedures here. 27 1.74 .447 26 74 

 

 

 

Table 99 

 

Smooth Administration 

Are the following statements mostly true or mostly  
false about the principal of your school? 

 n M SD 
true 
(%) 

false 
(%) 

informal 27 1.70 .465 70 30 

open to staff input 27 1.96 .192 96 4 

 

 

 

One item asked the participants to respond using the options of “strongly 

disagree,” “disagree somewhat,” “agree somewhat,” and “strongly agree.” For this 
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item, “strongly disagree” and “disagree somewhat” were coded as one, while “agree 

somewhat” and “strongly agree” were coded as two. Four items asked participants to 

respond using “very well,” “fairly well,” or “not well.” For each of these items, “very 

well” was coded as two; “fairly well” and “not well” were coded as one. Ten items 

included true or false as the response options. Of those, nine offered reverse coded 

the responses from two to one, and one coded them from one to two.  

The majority of participants (82%; n = 22) indicated “agree somewhat” or 

“agree strongly” in response to the statement that simple, non-time-consuming 

procedures exist for the acquisition and use of resources (M = 1.81; SD =.396). In 

regard to how personnel groups get along in the school, the majority of responses for 

each item was “very well;” however, this majority was not a strong majority for any 

of the items except for one. The only item receiving a response of “true,” from a 

strong majority, was the item in regard to how well teachers and behavior specialists 

get along. For this item, 70% of the participants (n = 19) responded using the “very 

well” option (M = 1.70; SD = .465). The item yielding the next highest favorable 

response was in regard to how well teachers and administrators get along. For this 

item, 63 percent of the participants (n = 17) responded “very well” (M = 1.63; SD = 

.492). Participants’ responses in regard to how well teachers and instructional 

assistants, and teachers/instructional assistants and counselors/clinicians get along 

were similar to each other. Fifty-six percent of the participants (n = 15) indicated 

“very well” regarding teachers and instructional assistants (M = 1.56; SD = .506); 59 
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percent (n = 16) indicated “very well” regarding teachers/instructional assistants and 

clinicians/counselors (M = 1.59; SD = .501). 

Of the ten items which asked participants to respond true or false about the 

administration of the school. One item had a unanimous response rate (100%; n = 27) 

indicating agreement (true) that the principal is a good representative of the school 

before the superintendent and the school board (M = 2.00; SD = .000). Similarly, 96% 

of the participants (n = 26) responded true for the item stating that the administration 

is supportive of the teachers (M = 1.96; SD = .192), and 93% of the participants (n = 

25) responded true for the item stating that teachers feel free to communicate with the 

principal (M = 1.93; SD = .267).  

Regarding teachers and students being able to arrange to deviate from the 

prescribed program of the school, 89 percent of the participants responded with true 

(n = 24) (M = 1.89; SD = .320), while 85 percent of the participants (n = 23) 

indicated true in response to the item stating that the principal is aware of, and lets 

staff/students know when they have done something particularly well (M = 185; SD = 

.362). Regarding administrators and teachers collaborating toward making the school 

run effectively, 70 percent (n = 19) responded with true (M = 1.70; SD = .465), and 

67 percent (n = 18) responded with true for the item stating that there is little 

administrator/teacher tension in the school (M = 1.67; SD = .480). Finally, 26 percent 

of the participants (n = 7) indicated false in regard to the item stating it is hard to 

change established procedures at the school (M = 1.74; SD = .447). 



 

207 

 

 

Two items were specific to the principal. When participants were asked if the 

principal was open to staff input, 96 percent (n = 26) responded with true (M = 1.96; 

SD = .192). In response to the item stating the principal is informal, 70 percent of the 

participants (n = 19) responded with true (M = 1.70; SD = .465). 

Resources for Instruction. The Resources for Instruction scale is intended to 

measure the timely availability of resources throughout the school such as equipment, 

material, learning opportunities. This scale included four items, each asking 

participants to respond using the following options: “strongly disagree;” “disagree 

somewhat;” “agree somewhat;” and “strongly agree.” Each of these four items was 

coded from one to four. Descriptive data for this scale are presented in Table 100. 

 

 

Table 100 

 

Resources for Instruction 

 

N M SD 

strongly 

disagree 

(%) 

disagree 

somewhat  

(%) 

agree 

somewhat 

(%) 

strongly 

agree  

(%) 

This school supplies me with equipment 

and materials I need for my work. 
27 3.92 .267 0 0 7 93 

This school building has the space and 

physical arrangements needed to 

conduct the kinds of programs we need. 
27 3.19 .879 7 7 44 41 

The school’s learning program extends 

to settings beyond the school’s building 

for most students. 
27 3.19 .786 4 11 48 37 

Teachers and students are able to get the 

instructional materials they need at the 

time they are needed. 
27 3.48 .643 7 0 37 56 
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An overwhelming majority of participants (93%; n = 25) indicated that 

“strongly agree” that the school supplies staff with the equipment and materials 

needed to work; the remaining two participants responded that they agreed 

“somewhat” with this item (M = 3.93; SD = .267). Also receiving an overwhelmingly 

positive response from participants was the item stating that staff and students were 

able to get instructional materials in a timely manner, with 93 percent of the 

participants (n = 25) responding using the options of “agree somewhat” and 

“somewhat agree” (M = 3.48; SD = .643). A total of 85 percent of the participants (n 

= 23) responded using “agree somewhat” or “strongly agree” in regard to the 

statement saying the school building has the space and physical arrangement needed 

to conduct programming as needed (M = 3.19; SD = .869). Finally, the item stating 

that the school’s learning program extends to settings beyond the school’s building, 

received a total of 85 percent of the participants’ (n = 25) favorable responses of 

“agree somewhat” or “somewhat agree”(M = 3.19; SD = .786). 

Race Relations. The Race Relations scale included two items. The purpose of 

which was to assess how different groups get along within the school. For each item, 

participants were able to respond using the response options of “not well,” “fairly 

well,” and “very well.” The responses of “not well” and “fairly well” were coded as 

one; “very well” was coded as two. Descriptive data for this scale are presented in 

Table 101. 
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Table 101 

 

Race Relations 

In your opinion, how well do the following 

groups get along at your school? n M SD 

very 

well 

(%) 

not well or 

fairly well  

(%) 

students of different races 27 1.70 .465 70 30 

students of different nationalities 27 1.59 .501 59 41 

 

 

 

Seventy percent (n = 19) of the participants responded with “very well” in 

regard how students of different races get along (M = 1.70; SD = .465). A total of 59 

percent (n = 16) responded with very well in regard to how students of different 

nationalities get along (M = 1.59; SD = .501).  

Parent and Community Involvement. The Parent and Community 

Involvement assessed parent involvement, based on staff responses, and included six 

items. Each item was specific to the following: parent influence on policies or 

practices; direct parent assistance; parent-teacher relationships; and/or community 

receptiveness. Descriptive data for this scale are presented in Tables102, 103, 104, 

and 105. 

 

 

Table 102 

 

Parent and Community Involvement 

 n M SD 

strong or 

very 

strong 
(%) 

none, no 

PTA/PTO, 

or weak 
(%) 

How much influence on school policies or 

school practices does the PTA/PTO have? 
27 1.11 .320 11 89 
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Table 103 

 

Parent and Community Involvement 

How often do the following occur in 

your school? n M SD 
often 
(%) 

sometimes  
or seldom 

(%) 

Parents help to decide about new 

school programs. 
27 1.00 .000 0 100 

Parents serve as tutors or aids in the 

classroom. 

27 
1.00 .000 0 100 

Community involvement is sought in 

developing the school’s goals. 

27 
1.07 .267 7 93 

 

 

 

Table 104 

 

Parent and Community Involvement 

In your opinion, how well do the 

following groups get along? n M SD 

very 

well 
(%) 

fairly 

well or  
not well 

(%) 

parents and teachers 27 1.56 .506 56 44 

 

 

 

Table 105 

 

Parent and Community Involvement 
Are the following mostly true or 

mostly false about your school? n M SD 
true 
(%) 

false 
(%) 

Parents and the community are 

receptive to new ideas. 
27 .85 .362 85 15 

 

 

One item asked about the influence on school policies the PTA/PTO had, with 

participants having the following response options: “none or no PTA/PTO;” “weak;” 

“strong;” and “very strong.” For this item, “none or no PTA/PTO” and “weak” were 

coded as one; “strong” and “very strong” were coded as two. Three items asked 
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participants to respond using “often;” “sometimes;” or “seldom” and used a coding 

structure of two for “often, and one for “sometimes” or “seldom.” One item included 

“not very well;” “fairly well;” or “very well” as the response options, in which “not 

well” and “fairly well” were coded as one, and “very well” was coded as two. Finally, 

one item included true or false as the response options. For this item, true was coded 

as one; “false’ was coded as zero. 

Only a small percentage of participants indicated “strong” or “very strong “for 

any of the three items specific to parental involvement. Regarding the influence of the 

PTA/PTO on school policies, 11 percent of the participants (n = 3) responded using 

the option of “strong” or “very strong” (M = 1.11; SD = .320). Similarly , only seven 

percent of the participants (n = 2) responded with “often” in regard to the item stating 

that community involvement is sought in developing the school’s goals. In regard to 

parents helping to decide about new programs and parents serving as tutors or aids in 

the classroom, none of the participants responded using the option of “often” (M = 

1.00; SD = .000).  

Participants’ responses were favorable regarding the staff–parent 

relationships, and parents being receptive to new ideas. Accordingly, 56 percent of 

the participants (n = 15) indicated parents and staff get along “very well” (M = 1.56; 

SD = .506), and 85 percent of the participants (n = 23) responded with “true,” 

indicating their perception that parents and the community are receptive to new ideas 

(M = .85; SD = .362). 
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Student Influence. The Student Influence scale included four items related to 

student involvement and influence in the decisions made in the school. One item 

included true or false as the response items, using reverse coding of one and zero. 

Three items included “strongly agree,” “agree,” “disagree,” and “strongly disagree.” 

For these three items, “strongly agree” and “agree” were coded as two, and “strongly 

disagree” and “disagree” were coded as one. Descriptive data for this scale are 

presented in Tables 106 and 107. 

 

 

Table 106 

 

Student Influence 
Are the following statements mostly  
true or mostly false? n M SD 

true 
(%) 

false 
(%) 

I often change my lesson plans based 

on student suggestions. 
27 .81 .396 82 18 

 

 

 

Table 107 

 

Student Influence 

 n M SD 

agree or 

strongly 

agree 
(%) 

disagree 

or 

strongly 

disagree 
(%) 

Teachers and students work together to make 

rules governing their behavior in the classroom. 
27 1.70 .465 70 30 

Students can get an unfair school rule changed. 27 1.59 .501 59 41 

Students help to make school rules. 27 1.33 .480 33 67 

 

Eighty-two percent of the participants (n = 22) responded with true in regard 

to the statement that they often change their lesson plans based on student suggestions 
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(M = .81; SD = .396). Regarding teachers and students working together to make 

rules governing their behavior in the classroom, 70 percent of the participants (n = 

19) indicated “agree” or “strongly agree”(M = 1.70; SD = .465). Participants’ 

responses were less favorable for two items. Responding to the statement that 

students can get an unfair rule changed, only 59 percent of the participants (n = 16) 

responded using the option of “agree” or “strongly agree” (M = 1.59; SD = .501), and 

in regard to the statement indicating that students help to make school rules, only 33 

percent of the respondents (n = 9) responded using the option of “agree” or “strongly 

agree” (M = 1.33; SD = .480). 

Avoidance of Use of Grades as a Sanction. The Avoidance of Use of Grades 

as a Sanction scale included two items designed to characterize the extent to which 

the practice of lowering grades is used as a sanction. For one item, respondents were 

asked to respond using true or false, with one and two used as coding. For the second 

item, “very often,” “often,” “seldom,” and “very seldom” were used as response 

options. “Very often” and “often” were coded as one; “seldom” and “very seldom” 

were coded as two. Descriptive data for this scale are presented in Tables 108 and 

109. 
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Table 108 

 

Avoidance of Use of Grades as Sanction 
Is the following statement mostly true or 

mostly false? n M SD 
true  
(%) 

false 
(%) 

When a student misbehaves in my class, I 

sometimes lower his or her grade. 
27 1.85 .362 15 85 

 

 

 

Table 109 

 

Avoidance of Use of Grades as Sanction 

 n M SD 

very 

often 

or 

often  
(%) 

seldom  
or very 

seldom 
(%) 

In your dealings with misbehaving students, how 

often do you lower their grades if misconduct is 

repeated? 
27 1.96 .192 4 96 

 

 

 

Eighty-five percent of the participants (n = 23) indicated false in response to 

the statement that when a student misbehaves in class, they sometimes lower the 

student’s grade. Likewise, in response to the frequency with which students’ grades 

are lowered when misbehavior is repeated, 96 percent of the participants (n = 26) 

indicated that they do so “seldom” or “very seldom” (M 1.96; SD = .192). 

Additional Correlation Analysis 

The Pearson r was used to determine the existence of statistically significant 

correlations between scales in the Teacher Climate domain. The results of all 

correlation analysis between the scales within the Teacher Climate domain are 

displayed in Table 110. 
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Table 110 

 

Correlations Among Modified ESB Measures of Teacher Climate 

Climate Scales 

 

 

Safety Morale 
Planning 

and Action 
Smooth 

Admin. 

Resources 

for 

Instruction 
Race 

Relations 

Parent and 

Community 

Involvement 
Student 

Involvement 

Avoidance 

of Using 

Grades as a 

Sanction 

Safety          

Morale .252         

Planning and 

Action 
.187 .580**        

Smooth 

Administration 
.042 .675** .162       

Resources for 

Instruction 
.282 .281 .384* .213      

Race Relations -.164 .287 -.041 .435* .168     

Parent/ Community 

Involvement 
.162 .309 .130 .120 .448* .166    

Student 

Involvement  
.056 .273 .100 .221 .423* .198 .277   

Avoidance of Using 

Grades as Sanction 
.245 -.107 -.279 .102 -.205 -.183 -.166 .191  

 * p < .05 (2-tailed) 

**p < .01 (2-tailed) 
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At the p < .05 level, four instances of positive correlation were found to exist. The 

Resources for Instruction scale was positively correlated with three scales. A low positive 

correlation was found between the scales of Planning and Action and Resources for 

Instruction (r = .384, p = .048). A low positive correlation was found between the scales 

of Resources for Instruction and Student Involvement (r = .423, p = .028); A low positive 

correlation was found between the scales of Smooth Administration and Race Relations 

(r = .435, p = .023). Finally, a low positive correlation was found between the scales of 

Resources for Instruction and Parent and Community Involvement (r = .448, p = .019). 

At the p < .01 level, two instances of correlation were found to exist. In both 

cases, the Morale scale was positively correlated with another. A moderate level of 

correlation was found between the Morale and Planning and Action scales (r = .580, p = 

.002). A moderate level of correlation was also found between the Morale and Smooth 

Administration scales (r = .675, p< .001.  

Summary 

This section summarizes the key findings of the staff version of the modified 

Effective School Battery (ESB). The staff version of the modified ESB includes two 

domains: Teacher Characteristics and Psycho-Social Climate. The Staff Characteristics 

domain included five separate measures: Job Satisfaction; Interactions with Students; 

Personal Security; Classroom Orderliness; and Professional Development. Each measure 

included one or more scales. The Psycho-Social Climate domain did not include any 

measures, but did include nine scales.  
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Staff Characteristics 

Job Satisfaction. Within the Job Satisfaction measure, there was unanimous 

agreement among the participants in that all indicated they liked or loved their job. 

Similarly, and overwhelming majority of the participants indicated a feeling of 

satisfaction with their job all the time or the majority of the time. Finally, when 

considering their feelings about their job, compared to how they believe other people like 

their job, a high majority of participants indicated they like their job better than others 

like theirs.  

Interactions with Students. Though there were differences in frequency of 

occurrences, nearly all members indicated interactions with students beyond those which 

occur within the day-to-day instructional time. This included providing academic support, 

helping students with extra-curricular activities, and discussing students’ personal 

problems. Nearly three-fourths of the staff reported that students have come to them for 

advice about personal problems, and more than half of the staff participants reported that 

students spoke with them about personal problems at least once a week. 

Personal Security. Staff participants reported low occurrences of damage to 

personal property and theft of personal property. They also reported low occurrences of 

physical attacks by students. However, when asked if they had been the personal target of 

obscene and threatening remarks and gestures by students, an overwhelmingly high 

majority of them reported that they had. 

Classroom Orderliness. Staff participants confirmed that disruptions are frequent 

within their classes. One hundred percent of the staff reported that class disruptions 
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consume at least a portion of their school day. Even so, almost the same amount of staff 

members reported that the behavior and disruptions had little or no impact on their ability 

to continue with instruction. 

Professional Development. One hundred percent of the participants reported that 

they attended professional development courses once per quarter of a half-day or more in 

length. Of those, 85%indicated they had participated in professional development 

targeting interpersonal/intergroup relations. More than half of them indicated 

participating in professional development specific to teaching methods and content, texts 

and supplementary materials, methods of maintaining discipline, strategies for managing 

disruptive students, and strategies for managing heterogeneous classes. Less than one 

quarter of the participants reported participation in professional development during the 

last twelve months in the area of reading instruction. 

Psycho-Social Climate. In general, when staff participants were asked to indicate 

how safe they believed various locations in the school was (i.e. hallways, classrooms, 

stairs, cafeteria, bathrooms, locker room/gym, parking lot, and reflection rooms), they 

indicated the areas were fairly safe or very safe. Nearly one hundred percent reported a 

frequency of never or only once or twice that they had hesitated to confront or approach 

misbehaving students, for fear of their own safety. 

Overall, staff participants’ reports were highly favorable regarding morale within 

the school. Participants indicated that students care about the school, teachers’ 

expectations were high, and that staff feel appreciated and that their ideas are listened to 

and used throughout the school. The vast majority of them also indicated staff were 
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cohesive, enthusiastic, and satisfied, and nearly three-fourths of the participants indicated 

staff members are not apathetic. In contrast, however, more than half indicated that staff 

were tense and frustrated. Nearly one hundred percent of the staff indicated they wished 

to continue working with the same population of students in the future. In regard to 

student groups, two-thirds or more of the participants indicated that students of different 

races and nationalities got along very well. 

A very high majority of participants indicated resources are easily accessible, and 

more than three-fourths of the staff participants indicated that at least once a month they 

work on planning initiatives with other teachers and administrators. Further, 

approximately the same amount of participants indicated they favored descriptors such as 

innovation and open to change regarding the school and the staff, while not favoring 

descriptors such as traditional and conservative. 

Regarding various groups of staff within the school, half or more of the 

participants indicated that they got along very well. Staff participants’ perception of the 

principal were very favorable, with nearly all indicated she was open to staff input, and 

that that there is open and honest communication between staff and the principal. They 

further indicated she encouraged experimentation in teaching, used teacher evaluation to 

improve teacher performance, planned well, and was progressive. One hundred percent of 

the participants indicated the principal is a good representative of the school, and that she 

is aware of, and lets staff and students know when they have done something particularly 

well. 
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Nearly three-fourths of the participants responded that administrators and staff 

work well together to ensure the school runs smoothly, and that there is little tension 

among these groups. Further, a very high percentage of participants indicated teachers 

and students can arrange to deviate from the prescribed school programming, and that the 

administration is supportive of staff. Finally, nearly three quarters of the staff indicated it 

is not difficult to change establish procedures within the school.  

Overall, staff perceptions were very favorable regarding resources for instruction, 

with the majority of the participants indicating they agreed or strongly agreed with the 

statements as presented. For all statements in this regard, more than 80 percent of the 

participants responded favorably. These responses indicated equipment and materials 

were adequately supplied, ample space and physical arrangements were provided, staff 

and students had access to materials as needed in a timely fashion, and the learning 

program extended beyond the walls of the school. 

In the area of parent and community involvement, the overall consensus of staff 

participants was that the involvement of both was low. Because of this, participants 

indicated parents and community members had little influence on policies, practices, and 

school programs. In spite of the low involvement of parents and community members, 

more than half of the participants indicated that parents and teachers do get along well, 

and that the parents and community members are receptive to new ideas. 

Staff participants’ responses indicated a high level of student influence within the 

school. More than three-fourths of the participants indicated they changed lessons/plans 

based on students’ suggestions, and that staff and students worked together to develop 
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rules governing behavior in the classroom. Further, more than half of the participants 

indicated they believe students can get an unfair rule changed. In contrast to the 

responses indicating a high level of student influence, only one-third of the participants 

agreed that students helped to make school rules. 

Staff responses to survey items indicated little use of grades as a sanction for 

misbehavior. For example, the vast majority said they do not lower students’ grades when 

misbehavior occurs in the classroom. In addition, nearly all participants reported they do 

not lower students’ grades, even when misconduct is repeated. 

Follow-Up Interviews 

The follow-up in interviews were completed to ascertain an in-depth 

understanding of staff and students’ perceptions as to the evidence-based practices in 

place at the research site. Participants were selected for follow-up interviews using the 

purposeful selection process, ensuring representation across domains. The first section 

discusses the coding process and the subsequent sections discuss the themes that emerged 

from the data, first from the staffs’ perceptions and then the students’ perceptions.  

Coding process. The student and staff interviews each consisted of ten open-

ended questions. In order to get a general sense of the information collected from the 

interviewees, all of the data from student and staff interviews were read by the researcher 

and a research assistant. They independently assigned code words or phrases that 

accurately described the meaning of the text from each of their perspective. Through a 

collaborative process the code words and phrases were categorized into segments of 

information. The initial codes were developed by connecting the segments of  
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information, the overlapping and redundant codes were reduced. Finally the 

condensed codes were collapsed into themes.  

Staff Interviews 

The staff interview questions focused on academic and social/emotional growth, 

teaching pro-social behaviors, responding to inappropriate behaviors, preparing students 

for the transition to high school, positive relationships, communication and collaboration, 

professional development, support and guidance, and parent involvement. After 

examining the data from the staff interviews, two themes were salient. The first theme 

that emerged from the data related to school culture, and included the development and 

maintenance of relationships, the facilitation of parent support, communication and 

collaboration, professional development, and guidance and support. The second theme 

that emerged was in the area of academic and social emotional growth, and included the 

facilitation of academic growth, facilitation of social emotional learning, and addressing 

inappropriate behaviors. The identified themes are presented in the following sections, 

along with supporting discussion of each. 

School culture. In a study investigating how school culture influences the 

educational services of students with significant support needs, Carroll, Fulmer, Sobel, 

Garrison-Wade, Aragon, and Coval (2011) reported that school culture is defined by the 

exemplification of patterns of behavior, values, embedded beliefs, and assumptions 

shared by the member s of the school. The greatest opportunity of building a positive 

school culture increases exponentially when those in leadership positions establish, 

embrace, and model the characteristics necessary for building a positive school culture. 
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The most prevalent characteristics mentioned by the respondents during the follow-up 

interviews were the existing trusting relationships, high expectations of learning for 

students and adults and the embodiment of physical and emotional safety throughout the 

building.  

Relationships. In their responses, all staff members spoke to the importance of 

modeling and making efforts to build relationships with students. The staff members’ 

responses conveyed the existence of these being embedded within the culture and 

extending to all stakeholders.  

First and foremost, it's done through modeling. We've worked hard to establish a 

culture of collegiality, which is evident in how we work together day-to-day. We 

extend ourselves to parents so that they can feel comfortable with us and work 

collaboratively with us for the good of their children. We greet all students as they 

arrive to school each day and we say good-bye to them when they leave. We get 

to know each other so well that we can anticipate each other's needs and the needs 

of our students. This culture of looking out for one another helps to strengthen the 

relationships we have with each other, with our students, and with our parents. 

We hope that by extension, it also helps to strengthen the parent-child 

relationships. 

Abby emphasized the importance positive relationships, particularly with regard to the 

student-staff relationships. She also addressed the importance of modeling, and the 

impact this has on students.  
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When students are struggling, for example, when we allow them to connect with 

adults with whom they have positive relationships, it helps them. We also make 

sure that the students know that although we have very high expectations for 

them, they also know that we're going to watch out for them and advocate for 

them as needed. Likewise, students see that the adults have positive and strong 

relationships. Again, though our role modeling, they benefit. 

This sentiment, specific to the strong student-staff relationships, was echoed by Dianna. 

“I think in the classroom the teachers make a real effort to build teams. I've seen that they 

prepare team activities, they encourage in all kinds of ways.” She also identified the after-

school program, lunch, and PE as times used to facilitate the positive relationships. “The 

after-school program is s a time when the students get to see the teachers in a different 

light… Also, staff makes efforts to see their kids in the cafeteria or in PE. They call home 

and make contact with parents; they get to know the family and the background.” 

Adding to this from the perspective of a clinician, Carrie referenced activities and 

events beyond the classroom, providing examples of how relationships are further 

facilitated and developed with students and their families.  

The overall culture of the school is that relationships are very important. We get 

to know our students and their families. We try to focus on what students are 

doing well and pull from their strengths. In addition, we have a strong after-

school program, a holiday store, a very popular Thanksgiving luncheon during 

which students, parents, and staff participate, International Day to recognize and 

celebrate our diverse backgrounds and cultures, and so many other things. We 
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also provide transportation for parents if they need it... We do whatever we can to 

bring everyone closer together. 

Facilitating parent involvement. Henderson and Mapp (2002) conducted an 

analysis across studies on family’s involvement in schools. Their analysis found a small 

to moderate, although statistically significant, relationship between family involvements 

and benefits for students, one of which is improved academic achievement it. Further, 

they concluded that all families regardless of their economic, racial/ethnic, and 

educational backgrounds recognize the value in having a relationship with their child’s 

school. However, some of the studies also found that some form of parent-school 

involvement, such as volunteering or attendance at school events, had little effect on 

student achievement. Westmoreland, Rosenberg, Lopez, and Weiss (2009) found that 

"family engagement has the most impact when it is directly linked to learning," Some of 

the most powerful effects parents can have on their children's academic achievement 

come from the environment they provide at home—and schools can help to encourage 

key behaviors and attitudes. 

When asked to share their perspectives on how the involvement of parents is 

facilitated at the school. Each of the staff members referenced the challenges they 

experience with regard to the facilitation of parent involvement, stemming from obstacles 

such as a lack of transportation, work issues, and poor experiences prior to coming to the 

school. The principal, Julie spoke to the importance of initially developing a relationship 

with parents, and how that leads to increased parental involvement. 
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A large majority of the parents of our students have had unfavorable experiences 

with school personnel prior to coming to our school. These experiences do not 

usually engender their desire to automatically, before getting to know us, wanting 

to be involved in our school. In addition, unlike most schools, our students come 

from the entire school district, which means that they may travel more than 20 

miles to get to/from school each day. This creates a challenge for parents, many of 

whom have limited or no transportation, or who have work obligations which 

prevent them from becoming involved in the school. In recognition of these 

realities of our parents, we put a strong emphasis on the development of positive 

relationships with them –even if only by phone or email. The development of this 

initial connection falls to my assistant principal and me, as we have the first 

contact with the parents and then make efforts to extend upon that. In almost all 

cases, our parents become partners with us –to the extent that they can be. They 

may not be actively involved with school staff, but they do develop trusting 

relationships with us, and they will work collaboratively with us to support the 

needs of their students. 

Classroom staff echoed the challenges identified by Principal Julie, but offered 

strategies they use to facilitate parent involvement. Cheryl said, “First, we establish 

contact early in the school year and we maintain that contact regularly during the school 

year, whether it's by phone, email, or in person. We are always open to meetings with 

parents, too.” She also referenced the activities which are unique to the school. “There 

are the special events, like the Thanksgiving luncheon… This helps parents to feel like 
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our school is a home and that this is a positive community to which they are connected, 

even though they are spaced out geographically.” 

Staff noted that many of the parents have their own personal challenges and a 

limited capacity to become engaged in a healthy and useful way. “We really don't have a 

lot of help from parents. Some of it is because many of the parents are not in a place 

where they are able to provide help. Emotionally, some of the parents are where the 

children are. They need as much help as the children do.” And, as Lynne explained, even 

though many of the parents were not actively involved in the school, she felt they felt 

comfortable and supported: “…I think the parents feel welcome, and they are open to us 

calling on them if we need to.” Further, she referenced the usefulness of the weekly 

emails that are sent to parents, as well as non-academic activities to which parents are 

invited. 

The weekly emails are helpful because they keep the parents in the loop and they 

know they can email back or they can call us. We have a holiday store which 

provides clothes, toys, and other things for the parents -they love that. We look at 

parents who are in need, and we invite them in. They get an invitation to come to 

the school one evening where they can get the items they want/need for their 

children. We wrap the gifts up for the parents and put labels on them -it looks just 

like they purchased the items for them. We also run a separate store for the 

students where they can purchase items for their families and they love it, too. It's 

all free of charge. 
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Communication and collaboration. As noted by Leithwood and Steinbach 

(1995), excellent schools value the insights and perceptions of all staff members and 

parents. All stakeholders should have the opportunity to partake in the decision making 

process. This genuine form of communication and collaboration allows the stakeholders 

to have some influence over the outcome of decisions which eventually leads to greater 

motivation and commitment.  

 The responses of staff members indicated that though there is an expectation that 

staff members will engage in and maintain consistent and ongoing communication with 

each other and with the parents, they also indicated they believe this to be important. 

Principal Julie provided a global perspective as to the topic of communication, starting 

with the meeting that is held at the start of each work day. 

In our setting, communication and collaboration are essential. We start each day 

with a morning meeting. This meeting is so that we can communicate to all staff 

important information for the day, and helps to ensure things don't slip through 

the cracks. We also have several email/posting message systems which are used 

extensively. Face-to-face communication is also essential, and I see staff members 

engaged in this way often. Teachers collaborate on the development of lessons 

and teams work together to problem-solve student issues. Staff members work 

closely to problem-solve the day-to-day challenges of the work. Face-to-face, by 

phone, or electronically, most staff members are very consistent with their level of 

communication, working to ensure stakeholders are kept in the loop as 

appropriate. 
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Cheryl conveyed an understanding which was very similar to that which was 

conveyed by Principal Julie. “I think that the staff at our school are expected to 

communicate with each other well, to communicate with students well, and to 

communicate with parents well.” Tying the communication to the collaborative aspect of 

the work she does, Cheryl elaborated further: 

“…we have to work together; we have to develop materials together as 

departments, use the same assessments to help improve learning. Behaviorally, 

we're always willing to share strategies that work with students, and to take 

advice from our colleagues in the same way. As far as having a team of students 

and looping with students, the communication and relationships with 

parents/home is really increased. Our parents come to see our school's staff as 

positive figures in their lives and in the lives of their students -which is often very 

different than their previous experiences- and it's because of the amount of 

communication and the extent of communication we provide to/about our 

students. 

Not only did Cheryl speak to how the communication leads to increased collaboration 

with staff members; she also identified how communication helps to facilitate positive 

relationships with parents, as well as a level of trust they come to know, which develops 

as a result of the communication and consistency. 

Similar to the others who were interviewed, Abby spoke to the openness and 

honesty that is in existence at the school. “If a student has an issue, we can talk openly 

and honestly with our colleague staff members. We are encouraged to have conversations 
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-to talk to one another- so that we can all work as members of a school-wide team.” Like 

Julie, Abby also referenced additional methods of communication which exist in the 

school. “We have our daily morning meetings. And electronically, we have the Center 

Post, the Principal's Corner, and even staff member sharing sites on the server for 

resources. There are so many ways that we learn.” 

Professional development. Regarding the importance of professional 

development and the correlation to the leadership of the school, Harwell (2003) stated, 

“Professional development can succeed only in settings, or contexts, that support it.” 

Hartwell also emphasized the role of leaders in establishing such contexts and the 

significance of educators’ beliefs as they engage in professional learning. Accordingly, 

there is a sense of the urgency of providing teacher professional development that 

changes teacher behaviors in ways that lead to improved student achievement for every 

student. The overall philosophy of professional development in the research site was 

outlined by Principal Julie: 

Even though most of what we offer within the school is not new to me, I always 

approach it is an opportunity to reinforce what I know or to enhance my 

knowledge. It’s also a way to build the collective capacity of our staff members. 

We typically have one or two focus areas or initiatives for the year. This year, one 

of our initiatives involves primary and wrap-around teams choosing professional 

books to read together, discuss, and present to our staff. This type of professional 

development is important because it facilitates staff members working together as 

a member of a team, while enhancing the skill set and professional competence –
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individually and collectively. In many ways our professional development is 

embedded in our day-to-day work –collaborative learning teams, for example- 

and although this does, without a doubt, help to increase each staff members’ 

professional skill set and competency, when the process is embedded and not 

formal, they don’t always realize it is happening and therefore may not be as 

purposeful or reflective about it. In recognition of this, we are trying to be sure we 

have more formalized opportunities available to staff on a regular basis. We also 

try to be sure there are a variety of options available so that staff members can 

select what they are interested in or what they believe they need. Some things are 

mandatory; others are not. We hold the belief that we must always strive to grow 

in this regard, and I believe the majority of staff members share this sentiment 

The responses offered by the staff members interviewed provided insight into 

their thinking about professional development at the school. Their responses were 

reflective based on their own experiences, and supported Julie’s commitment to 

providing opportunities to staff. The administrators’ decision to not always require that 

all staff participate was supported by Milton. “Principal Julie is very development-

oriented. She doesn't force us to do stuff, but opportunities are available to take 

advantage of as wanted/needed. And she is very supportive; she lets us know about 

opportunities available outside of our school.” Milton elaborated further on a current 

professional development initiative which is in place at the school, professional book 

groups: 
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We don't have meetings just for the sake of having meetings…there's always a 

purpose for the meeting or activity. This year we started with professional book 

groups where everyone in the school is reading a book related to our work. It's 

done on our primary and wrap-around team…which is nice because everyone 

comes out of it with a different point of view…and that really helps. Mandt 

training in another example of professional development offered and because it’s 

for everybody, it helps us to understand the cycles that our kids are going through, 

it's automatically put into place and we gain a better understanding of it. The 

professional development opportunities have been a big help to me. Sometimes I 

after the trainings I realize what I should or shouldn’t have done, and why. 

Like Milton, Betty spoke favorably about the professional book clubs. “… It's 

been very helpful and has had an immediate impact. We've implemented things we've 

learned.” Connected to that, Betty connected the professional development to 

opportunities to learn and grow from colleagues with whom she might not otherwise be 

working with closely. “We like it that we’re working with some staff members who are 

not on our team because we are getting to work with them in a different capacity”. 

From Lynne’s perspective, she spoke to the importance of the team-building 

activities which have been offered within the school. “I've loved the team-building 

activities that we've had. They've helped a lot because we have to work together and 

figure things out together. We really get to know each other well.” She also referenced 

the embedded opportunities for growth, which were also referenced by Julie; however, 

she also referenced the fact that there are times when staff members are not as committed 
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as others which, in her perspective, takes away from the experience. “The grade level 

content meetings are very helpful... For me, I don't feel that everyone is as focused as 

they should be on those, bringing to them, what they could. That can make it a bit of a 

challenge.” 

From the perspective of a behavior specialist, Dianna’s comments underscored 

the importance of having a variety of options and not mandating the involvement of 

everyone if the topic is not applicable. “It varies, depending on what it is; most of the 

time it's an eye-opener and very helpful, but sometimes I find that I wonder how I will 

use that –like teacher assessments. They didn’t seem to apply to me.” After further 

contemplation, however, Dianna did say that she can learn from most all of the 

professional development offered, even if in a different capacity. “For the most part, I 

think there's something you can take from almost every opportunity for professional 

development.”  

Like all other staff members interviewed, Abby enjoyed the opportunities for 

professional development and felt she had grown professionally as a result of her 

involvement in them. “My capacity as an educator has increased tremendously because of 

what I have learned here.” That said, she also alluded to the need for even more 

opportunities in this regard. “We do have opportunities for professional development in 

our school, but probably not as many as we should.” 

Guidance and support. Under the auspices of the school culture theme emerged 

staff members’ perceptions of the importance of the support and guidance provided by 

colleagues and administrators. The response provided by Principal Julie, for example, 
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was global in nature, but provided insight as to why and how support is provided to and 

by staff:  

Probably more than in most schools, and perhaps due to the nature of our student 

population, we have an open-door policy for our staff and for our parents. We 

recognize the impact of working in such an intense environment, so our 

availability to others is important. Sometimes it seems we spend too much time 

with adults and not enough time with staff; however, it seems to be a necessary 

evil in that we must not neglect the emotional needs of the adults who are 

supporting our students. Overall, our school staff members are extremely close 

and they rely on each other for professional support and personal friendship. 

There are designated leaders for grade levels and content areas, and then there are 

the leaders who silently ascend to the position as a result of their strong leadership 

within the school. 

Julie also spoke to the day-to-day support that is available to staff:  

Without a doubt, everyone knows that on the toughest of days, there will be 

colleagues there to support you. Even more important, however, at least from my 

perspective, is that in the midst of the day-to-day work we do, there is evidence of 

direct and indirect support of one another, as well as collaboration. This helps to 

ensure we are able to keep focused and remain on course. As for the guidance that 

is provided to staff, we try to allow them the autonomy to make decisions as to 

how they work as professionals, provided they stay within the established 
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parameters that we set for them. If we see problems or have concerns, we will 

speak to them directly and provide what is needed facilitate a solution. 

Carrie’s response supported the perspective shared by Julie in regard to the 

administrative support of staff. “Our administrators are so supportive in this school; I'm 

always amazed at how involved they are and how responsive they are.” She further 

echoed Julie’s comments in regard to how the staff members work together to provide 

support for one another. “School-wide, I think we all try to be there for each other. We 

feel like we can count on each other here and so we never fear that we will be judged.” 

Lynne expressed a feeling of support from the administration and clinicians, 

which helps her to recover from the tough days. “The administrators are always there to 

listen and provide support, as are the clinicians. It's been a big help that we can come 

together at the end of the day to talk about what happened and how things went.” Like 

her colleagues, Betty shared the sentiment that staff members do a good job of supporting 

each other. “I think everyone in the school is very supportive of one another and believes 

that everyone has the best intentions. People step in to help whenever they notice 

something is needed…” Similarly, Karen expressed a feeling of support from her 

colleagues. “I look to colleagues for guidance for pacing and teaching to be sure I'm on 

track, and people come to me for guidance; it's nice to have it work two-ways. We all 

have strengths, but not always in the same ways.” She further elaborated on the concept, 

expressing a perspective which was in alignment of what Julie said in regard to providing 

staff with professional autonomy. “I feel I'm trusted by my administrators and that they'll 

tell me what I need to know and I feel that I can go to them if I need anything.” 
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Milton spoke extensively as to support and guidance available to him, speaking 

primarily of his day-to-day work as a teacher, rather than his need for emotional support 

and guidance. 

Starting with the colleagues, there are some amazing individuals in this school 

and they are always willing to share their materials and ideas… And if we newer 

ones bring ideas to the table they're always willing to listen. So, we just kind of 

share everything; we pool all of the information and resources –lessons and 

activities that people have created- onto our Staff Share site on the server so I can 

go in and look at what three or four teachers have done with 7th grade science 

units, even two or three years ago. It might be applicable, and maybe I might want 

to use some of it and it may be that I don't. The department chairs are good 

because they keep us on track and make sure we get the information we need 

from the county and they make sure we have everything we need.  

As for the administrators, I love them because they let us do what we believe we 

are supposed to do. They've hired us and have expectations of us, but they let us 

do what we feel we need to do. They don't micromanage. They have expectations 

and we know what they are, and they let us do our thing. If we get close to the 

line they might come in with some suggestions but they are very supportive of us. 

It's not heavy-handed and they're not doing things to just fill a bucket or check off 

a box -they do everything for a purpose. 
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Like Betty, Randy spoke to the importance of support from team members; 

working through things together, rather than going through things alone; and having 

perspective which is positive and open.  

From my perspective, we're a team; we're a family. Our support of one another 

comes down to sharing and collaboration. The only way to keep a clear head in 

the challenging setting in which we work is to keep a clear head and rely on your 

team of colleagues to work through things. We can't do it all if we're by ourselves. 

So when you're not doing well, or not feeling good about something, we know the 

importance of having good and honest dialog with colleagues. For the most part, 

that's how all of us operate -without judgment. 

Academic and social/emotional growth. Greenberg et al. (2003) emphasized 

that the fundamental mission of schools is to educate students to be knowledgeable, 

responsible, socially skilled, healthy, caring, and contributing citizens. This mission can 

be best realized when purposeful attention is devoted helping students learn and grow 

simultaneously in the academic and social emotional arenas. Successful schools ensure 

that all students master reading, writing, math, and science. They also foster a good 

understanding of history, literature, arts, foreign languages, and diverse cultures. 

However, most educators, parents, students, and the public support a broader educational 

agenda that also involves enhancing students’ social– emotional competence, character, 

health, and civic engagement. In addition to producing students who are culturally 

literate, intellectually reflective, and committed to lifelong learning, high-quality 

education should teach young people to interact in socially skilled and respectful ways; to 
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practice positive, safe, and healthy behaviors; to contribute ethically and responsibly to 

their peer group, family, school, and community; and to possess basic competencies, 

work habits, and values as a foundation for meaningful employment and engaged 

citizenship 

Facilitating academic growth. All staff members interviewed spoke to the high 

academic expectations held by teachers, and a belief in the significance of differentiated 

and varied approaches to facilitate student learning. Principal Julie spoke to the 

importance of a strong instructional program, concurrent with meeting the 

social/emotional and mental health needs of students:  

We've worked hard in our school to create an environment where there is a 

healthy balance between academic growth and social/emotional growth. And 

although our students are placed with us as a result of the intensive needs which 

are specific to mental health and/or behavioral issues, we are still a school and we 

recognize that our students are entitled to the enriching learning experiences, just 

like all students who do not have an identified disability area. 

Examples of the belief in high expectations, and a culture of academic focus were 

conveyed by staff members in every position. Betty, a teacher in her sixth year at the 

school, spoke to some of the mechanisms used to ensure students’ academic growth 

including individualization, common assessments, intervention sessions in which 

students’ specific needs were targeted, hands-on activities, and connections to real-life 

situations: 
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We take the approach that every child is going to learn differently so I think that 

teachers, for the most part, do a good job of meeting students where they are at 

while pushing them so they can learn the grade level content. We've made a lot of 

progress within our English and math curriculum teams to have more common 

assessments and to look at the data to see what is and isn't working. I also think 

that our intervention plan is also a good thing because we’re targeting specific 

areas in which individual students aren’t learning at the level we believe they 

should and if the students aren't learning it for some reason from their base 

teacher, they're able to be exposed to another teacher’s approach which will 

hopefully result in more learning. To meet the different learning styles of my 

students I do a lot of variations; I teach the same thing three or four different ways 

so that one of those ways will work for each student. School-wide, we also do a 

lot of hands-on activities and real-life activities to make it more realistic for the 

students . 

Abby, an instructional assistant spoke to teachers’ recognition of the importance 

of understanding how students learn. “Different types of learning styles are met by the 

variety of ways. The teachers recognize and respect the students so it doesn't matter if the 

student can't tell time or if the student knows the atomic number of an element.” Abby 

also spoke to the teachers’ skill and competence in content and pedagogy, facilitating the 

academic growth. “The teachers know the content and know how to teach it, but also are 

able to make connections with the student.” 
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Regarding the importance of monitoring student learning and providing multiple 

opportunities for learning, the perspectives of Randy and Karen were in alignment with 

the others who were interviewed. As to the approach to academic intervention and 

opportunities for additional help as needed, Randy said, “…intervention classes…which 

are very focused on reading and math; we also have guided study time every day, where 

students can go to get re-teaching and more time to work on an assignment.” He further 

elaborated by adding, “…and on my team we also offer after-school help once a week. In 

general, we closely monitor all students’ academic achievement.” Specific to his content 

area, math, Randy said, “In math, for example, we closely monitor students' progress. We 

give frequent assessments of what each student is learning, which give us a quick 

snapshot of where they are and what they're doing.” Karen elaborated even further: 

We have a school-wide intervention period, which shows our commitment to 

academic growth. It wasn't always that way, but we've created a culture where 

everyone knows the importance of academics for all students. The guided study 

option each day is also important because it allows the students who didn't get 

their work done, a place to do their work, but with adult assistance. Obviously, we 

have a strong emphasis on reading in this school, as evidenced by the reading 

classes, silent sustained reading each morning, and having pleasure reading as an 

option during homeroom times. 

Like Randy, Cheryl spoke to the practice of formative data gathering and analysis. “We 

make sure to use formative assessments to see how much students are learning and how 
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we can improve upon their learning; we try to see where the breakdown in learning is so 

we can re-teach or intervene.” 

Carrie, one of the psychologists at the school, spoke to her respect for the culture 

of high expectations at the school, and her surprise that in a school with students who 

have such significant emotional and mental health needs, that academics were such a 

strong focus: 

As a school psychologist, when I knew I was coming to a school specifically 

designed to support students with emotional disabilities, I didn't have very high 

expectations as to the instructional and academic program of school; I thought the 

focus would be on behavior and the emotional needs. This school does such a 

good job of conveying the message that academic growth is just as important as 

the behavioral and social/emotional growth. 

Finally, Cheryl summarized the overall high expectations regarding academic 

achievement when she said, “I think that students know, without a doubt, that academics 

and learning come first, and that's the expectation. It’s a common understanding of 

everyone here, and I think that's helped us to improve the academics of our school 

school-wide.” 

Facilitating social/emotional learning. The emphasis on social/emotional 

learning was conveyed throughout the interviews with all staff, regardless of the question 

being asked. Directly and indirectly, the importance of understanding the 

social/emotional needs of students was referenced by virtually every staff member who 

was interviewed. Equally as prevalent were the examples staff members provided as to 
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how this area is addressed in the school. Julie spoke about the social/emotional learning 

seminars while also providing a justification for them and explanation of them: 

Our students often come to us with huge deficits in this area and so embedded and 

very important within our culture is an emphasis on social and emotional learning. 

Within the overall culture which emphasizes and supports this area, we have 

implemented, school-wide, social/emotional learning seminars for all students 

four days a week. In these seminars, students learn about things such as elements 

of character, how the brain chemistry is influenced through problem-solving and 

various emotions, different aspects of mindfulness, conflict management, 

friendship development and maintenance, etc. The seminars are thirty minutes in 

length, four days a week and they last from ten to twelve days per session. Day-

to-day, we are very student focused and are aware of each one's strengths and 

needs so we can respond to them and provide support based on our understanding 

of these. 

Betty’s comments were in support of the seminars. “I think the addition of the 

SEL classes every day is a big…and it helps them to reflect more on where they are at 

and how they can grow emotionally -it's really good.” Betty also spoke to the importance 

of this focus area extending beyond the SEL seminars. “Obviously, their problems in this 

area are a big part of why they are here, but when we focus on their strengths and 

purposefully help them learn more about themselves, we are promoting the emotional 

growth.” Likewise, Randy spoke to an extension of this emphasis in the weekly group 

counseling sessions for students, as well on an as-needed basis. “We also reinforce this 
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through weekly group sessions, led by the students’ clinicians. They work talk with the 

kids about specific skills they need to work on and they support kids when they're in 

crisis”. 

 All staff members gave specific examples of how the pro-social behaviors are 

taught in the school. They indicated that this is purposeful, begins as soon as students 

arrive at the school, is evident day-to-day in the processes and procedures that are in 

place, and includes modeling from adults and opportunities for students to practice the 

pro-social skills which are being taught. Julie spoke to the overall focus, and provided 

examples of how the teaching of pro-social skills is done for students who first come to 

the school in the summer.  

As a PBIS school, we recognize and believe in the importance of actually 

teaching skills and desired behaviors, and then providing strategic opportunities to 

practice those desired behaviors. For us, this starts during our summer program, 

during which we have a designated class period twice daily in which new students 

are taught the rules and expectations of the school and are provided opportunities 

to practice the behaviors associated with this. In regard to the bus, for example, 

we have a bus and driver brought to our school so we can actually simulate a bus 

ride situation and practice the behaviors which are expected which students get 

on/off the bus and while they are riding the bus. We practice walking through the 

hallway, we practice going to the cafeteria and getting our lunches, etc. After the 

summer program, we continue to reinforce pro-social behavior through modeling 

and by providing students with explicit feedback; we articulate for them what they 
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are doing well, and if they are doing things they should not be doing we identify 

alternative options that are available to them. We try very hard to maintain focus 

on what is going well, rather than always addressing what students are doing 

wrong. 

Regarding the modeling of appropriate behaviors, Betty said, “We do a lot of 

modeling. We try really hard to treat students the way we want them to treat us and they 

feel it's more a fair relationship and they know there are high expectations, but we're also 

there to support them and scaffold for them”. Further, she spoke to how the skills are 

taught. “We do a lot of scaffolding and teaching of replacement behaviors. If we just tell 

them their behavior is not right, they don't necessarily know what they should do so we 

try to teach them replacement behaviors.” 

Karen identified several ways in which pro-social skills are taught to students, 

including the social/emotional learning seminars, WOW! recognitions, the voucher 

system, and ongoing consultation and collaboration with staff.  

The SEL classes help us to teach students what is expected, as well as the WOW! 

recognitions students receive when they are going above and beyond what is 

expected. The point sheets are also a good mechanism for providing feedback for 

students, as are the conferences and consultations that occur with students after 

inappropriate behaviors, during which time the positive and pro-social alternatives 

are discussed.  
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Dianna extended on this, giving examples of how clinicians and behavior specialist work 

to support students’ development of pro-social behaviors. She also spoke to the global 

ways which are embedded within the school culture.  

The clinicians target certain areas in group counseling… We also have a targeted 

bullying program, and I know that has generally worked to lessen behavior in the 

school. The behavior specialists work with specific students on specific behaviors 

and develop individual behavior plans to help them change behaviors. We have 

the whole voucher system, which teachers can use to target specific areas in 

which students need to work. They use the vouchers to have conversations with 

the students about where they are meeting their goals and where they are not 

meeting goals. I also think the WOW! system we have to encourage students to go 

above and beyond, as well as the individual classroom programs to encourage 

students to meet their goals or a classroom specific goal, they are both very 

helpful to us in our quest to help students develop better social behaviors. And 

again, the individual relationships students have with staff and the mentoring and 

guidance that occurs as a result… We try to hit it from a lot of different angles. 

Randy’s response to this question was similar to the other staff members. In addition to 

the work of the staff resources available, he provided examples of mechanisms in place 

which facilitate the pro-social behaviors in students.  

We have all kinds of built-in incentives, too. We have the weekly Lounge, which 

is a big, big thing for our kids. We also have the positive behavior support 

activities such as the monthly WOW! activities -a way of recognizing those who 
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demonstrate exceptional behaviors. When all else fails, we have staff -counselor, 

behavior specialist, administrator- who assist. And almost always, those 

interventions are successful. We try to avoid the negative if we can. 

Facilitating pro-social behaviors. Without exception, staff members were 

consistent in their explanation of how inappropriate behaviors are addressed in the 

school. Principal Julie’s response to this interview question provided an overall picture of 

how the school staff members respond to behaviors –minor and major. She also 

addressed the importance of consistency in this regard. 

Low level behaviors are generally addressed through redirection and reminders 

and are easily resolved on the spot and without incident; however, if these low 

level behaviors continue even after the redirection, students may be asked to take 

five in the reflection room. If, at that time, the behavior continues to be an issue, a 

member of the behavior specialist team is called to take over. That person may 

work to problem-solve with the student in the reflection room or opt to take the 

student to the counseling resource center. For the behaviors which are more 

disruptive, dangerous, or chronic, the behavior specialist team members and/or 

administrators are called immediately. Ultimately, the exact response to any given 

behavior or incident may vary slightly depending on the specifics of the situation 

and the strengths and limitations of the student; however, without question there 

is clarity for students as to what is expected, and what they can anticipate in 

regard to adults' responses. Most importantly, students know that maintaining a 

safe and orderly building is our priority. 
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Specific to consistency across the school, Milton’s response was in direct alignment with 

Julie’s. “Inappropriate behaviors run the gamut from simple distraction, all the way up to 

behaviors which can get students expelled. We try to have standards and we try to have 

consistent standards throughout the school.” Likewise, Randy articulated the consistency 

that exists across the school; however, he also noted that there is individualization, 

depending on the situation and the needs of the student.  

It depends on the student and it depends on the situation and context. Most of the 

time, low-level behaviors are addressed through the voucher system. By the time 

students are here for about a month, they understand the system and that it's 

school-wide, and it's embedded into everything we do. When they earn or not earn 

points, they understand why that is; there is typically very little argument from the 

students about this. Carrie’s response to this question referenced the variety of 

ways in which inappropriate behaviors are addressed, and emphasized the 

importance of communication and collaboration as part of the process of 

addressing inappropriate behaviors. 

We try to talk things out within the classroom; we also have the counseling 

resource center where students can talk things through in a more private area. We 

also meet regularly as an administrative/clinical team to discuss how to support 

students, based on the data we have -we look at the function of the behavior for 

this. From there we share the ideas with the teachers to see if they might be 

feasible. 
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Dianna focused on the importance of preventative efforts to reduce the display of 

inappropriate behaviors. She also made reference to the importance of continued 

professional development to facilitate staff members’ increase in capacity to utilize 

effective strategies in the face of conflict and frustration. 

There's a hierarchy of interventions. When the classroom staff follows those, the 

behaviors are able to be managed within the classroom. The management is all 

about being preventative. There is a range of interventions that we do…the 

reminders, exclusions, counseling and conferencing, and also the development of 

behavior plans -informal or formal… We may need to look at more professional 

development for staff in terms of creating/developing more strategies and increase 

our repertoire because when it gets intense, we sometimes fall back on where we 

feel safe and comfortable and that's the "I'm a grown-up, I'm in charge, and you're 

going to do what I say" attitude, and that's not always effective. 

Summary 

Embedded within the staff members’ responses was a high degree of 

commonality in regard to their philosophical belief about the work they do at the school. 

There was also a noteworthy level of agreement as to staff members’ perspectives about 

how the colleagues work together for the good of students. Staff members provided a 

variety of detailed examples which supported the perspectives they offered.  

Without exception, all staff members conveyed a belief in the importance of high 

academic expectations, as well as the importance of students being taught in a variety of 

ways and provided multiple opportunities to learn the content. Focused instruction, which 
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included hands-on activities and real-life connections, as well as targeted intervention, 

were key variables in the belief of the staff members. Also salient among the 

commonalities expressed by staff members was a belief in unconditional support and 

instruction of students, based on their individual strengths and needs. With this as the 

foundational belief, staff members described the many ways in which students’ academic, 

social/emotional, and behavioral needs are addressed. This included a purposeful focus 

on social/emotional learning –taught in a daily class, and throughout the school day; 

teaching and practicing pro-social behaviors; and working in a proactive manner which 

favors students’ strengths rather than focusing on the negatives which exist.  

Staff members were unanimous in the perspectives they shared regarding the 

climate and culture of the school, the foundation of which is deeply layered by staff 

members’ efforts to develop positive and healthy relationships with students, as well as 

with parents. In addition, it is clear that staff members feel supported by the 

administration and their colleagues, and that they can rely on others to help them through 

tough times.  

Staff members conveyed an appreciation for the professional development 

opportunities offered to them. Additionally, they shared that although the participation of 

all staff members was not always mandated by their principal, they consistently conveyed 

a belief that these opportunities result in professional growth and increase their skill set 

and competence levels. Also noted by some was the belief that more frequent 

opportunities would be welcomed in their quest to continue learning. 
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Though the active participation of parents is not common at the school, staff 

members were consistent in their belief that they participate to the extent they believe 

themselves to be capable. Even without the active involvement of most parents, staff 

members conveyed a belief in the importance of extending themselves to parents, 

whether providing support and resources for them, or maintaining consistent 

communication via phone calls and email. As a result of this, they held a belief that 

parents felt connected to the school and were able to develop a level of trust in staff 

members.  

All staff members spoke articulately and consistently as to the processes and 

procedures in place to facilitate a smooth and successful transition to high school for all 

students. These processes were focused on ensuring information was gathered and shared 

so that both students and staff felt more comfortable as they embark on their high school 

journey. This process also provided comfort for staff from whom students were 

transitioning; knowing that extensive information had been provided to the high school 

staffs helped teachers feel reassured that the transition would be smooth. 

Students 

The student interview consisted of ten open-ended questions that focused on 

students’ perceptions about the following: their comfort level in the school; how they 

learn the rules; how staff members show they care; how inappropriate behavior is 

addressed by staff; procedures to ensure safety; academic growth; social/emotional 

growth; systems to reinforce positive student behavior; preparation for high school 

transition; and support from peers and staff. After examining the data from the student 



 

251 

 

interviews, three themes were salient. The first theme that emerged from the data related 

to school climate, and included the areas of relationships and a sense of belongingness. 

The second salient theme that emerged was specific to the academic support provided to 

students. The third theme was specific to the social/emotional support provided to 

students. The identified themes are presented in the following sections, along with 

supporting discussion of each. 

School climate. There is universal agreement among educators as to the importance of a 

positive school climate, particularly as it relates to relationships and academic and 

social/emotional growth of students. As noted by Cleveland, Powell, Saddler, and Tyler 

(2008), it is the school’s culture which provides the most significant foundation for 

student achievement. The importance of a positive school climate is underscored by 

Wang and Dishion (2011), who reported that students’ sense of competency will often 

emerge in an environment that is fair and consistent, and provides appropriate academic 

support and expectations. 

Sense of belongingness. Students’ responses to the question asking them how 

they were made to feel comfortable in the school offered a unique insight into the 

perspectives of students at the research sight and of their middle school experience. 

Jerry’s response conveyed his perception regarding commitment of the school staff 

toward his success, even when he was not committed to his own success.  

Students are made to feel comfortable in this school by having extra supports, and 

having peers that they could trust to help them get through a bad day even when 

things were looking like they would never get better; by the staff showing that 
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they actually care for the students; by proving to the students that you are willing 

to work with us to help us be successful in school; and by showing us that school 

is not impossible if you put your mind to it. It's extremely different here since 

some schools don't want to take the time to help contribute to your success, but at 

Jefferson School I personally felt like you guys put in more effort than I was 

willing to put in at that point in time when the previous schools would not put in 

that amount of effort to help me or the other students be successful. At my 

pervious schools I felt like nobody cared about me or was willing to help me be 

successful, but at Jefferson the staff showed me that they truly cared about me and 

that they were willing to help me be successful even if I didn't contribute to my 

own success which this helped prepare me for high school . 

Martin concurred with the sentiments of his classmate, but added another dimension of 

support in that even when staff members were frustrated or didn’t know how to help, 

students always felt cared about: 

 First of all, everyone is just nice. Even when an adult is mad or thinks our 

behavior is bad, the kids always know we're cared about. The adults in this school 

are much nicer than any school I've ever been to. And when kids have problems, 

no one freaks out. It's like everyone just goes with the flow and tries to help out 

with the situation. Sometimes they can't do anything about the problem -because 

it might be from home or, just life in general, but it was always nice to know that 

they were trying . 
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Relationships. All of the students reported that the staff members treated them in 

a fair and dignified manner. Sally provided a philosophical point of view and offered a 

recent example of how she felt cared about.  

When teachers are giving a direction or correction, they're doing it to discipline 

you and to make you be a better person; to develop better character and not make 

the same mistake over and over again. They want you to become better and not 

worse. The teachers also show they care by saying good morning and saying 

good-bye, stuff like that. Just a couple of weeks ago someone was saying 

something to me -something not good- and another teacher -from 8th grade- came 

right up to help. He took care of the situation and the student who was being mean 

went with the teacher to CRC. All the staff shows they care around here. Here, 

everyone cares and everyone will step in to help. 

Sally’s thoughts were echoed by other students. Annie spoke about the bonds 

shared between staff and students. “The bond between staff and students varies, but each 

staff member treats each student equally even if the students think one is being treated as 

an angel and they're the bad guys.” She further offered, “Each teacher wants to draw out 

the best of their students and will give them their full support to see them succeed” . 

Jerry extended the sentiments shared by fellow students: 

The staff shows the students that they care by treating the students with respect 

even if the students treat them poorly or they are having a bad day, they are 

always there to support you when you need help. They don't judge you for what 

you do or who you are, they treat the students like anybody should be treated. 
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They put the students before themselves. They come to work every day knowing 

that there will be a challenge but they still want to help the students, and by 

showing the kids the right way of doing things in society rather than the 

negatives. They would rather have the students go out into society ready to help 

the younger generation and help us learner to be a positive role model for not only 

the younger generation but the older generation as well.  

Overall, one of Martins’ responses summed up the sentiments of the respondents in 

regard to their overall sense of belongingness and feeling of safety: 

 Oh, there are plenty of people around if something creeps up. They go out of 

their way to let us know that they're going to do everything they can to keep us 

safe from stuff like drugs, harassment, fighting -stuff like that. They know they 

can't necessarily stop it if they don't know it's going to happen, but they do 

everything they can once they know there is a problem. 

Sally spoke specifically about her teachers and the positive impact they have had 

on her while at the school. 

Everything makes me feel good in this school -my teachers, especially. They 

motivate me, encourage me. This school has been awesome. Teachers make you 

feel safe, and if you're not doing what you're supposed to be doing they tell you to 

help you out. If you're not feeling safe you tell them and they'll pull you out and 

say, "Is everything okay?" In other schools they don't usually do that . 

Greg discussed the resources available at the school. “The classes are smaller and 

there are fewer students and two teachers in each class so students can get all the help 
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they need. They also have clinicians and behavior specialists -people they can talk to if 

they are having problems.” In comparison to previous experiences, Greg added a point 

for clarification: “My other schools had more students and less people to help us out, 

emotionally and behaviorally”. 

In regard to how they felt supported by staff, Annie’s response was global in 

nature. “Everyone at the school has always supported me and has kept giving me good 

advice and helped me, even when I was feeling down on myself” . Sally’s spoke to how 

her teachers provide her with timely and meaningful feedback; however, she was also 

cognizant of trying to help her friends. “My teachers give me feedback on what I'm doing 

well and when I'm not doing well. I try to help my friends by giving them the same kind 

of feedback.” Again, Jerry’s insightful response speaks of his awareness of his personal 

growth and development:  

 I was supported by the staff by them encouraging me to do the right thing even 

on a bad day where I was cursing at them, walking out of the school, breaking 

pencils, being totally out of control, and occasionally using self-harm to calm 

down when I was depressed or angry. The staff taught me that self-harm is never 

the answer to your problems, because it might make the situation feel better in 

your mind for a moment but the problem doesn't go away, it just prolongs it . 

Finally, Martin closed out the final interview question with a statement of personal 

responsibility: 

My peers definitely supported me, but not always in a good way. It wasn't always 

their fault; I just didn't do what I was supposed to be doing. But the adults were 
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always there. They may have been tough on me, but I always knew that they 

cared . 

Academic and social/emotional support. In addition to behavioral needs, which 

include internalizing and externalizing behaviors, as well as social skills deficits, students 

with EBD are known to often have comorbid academic needs (Lane et al., 2005). In 

addition, students with EBD who do not receive intervention are likely to experience 

negative outcomes within the school setting and beyond, which underscores the 

importance of empirically validated interventions to meet their academic and 

social/emotional needs (Lane et al., 2005). 

Academics. Regarding the support received to facilitate academic growth, student 

participants provided very similar insights in that they all mentioned their teachers had 

high expectations and provided hands-on, fun, and engaging activities for them. Specific 

to the notion of making learning fun and hands-on, Jerry stated, “They try to make the 

classes interesting and hands-on if possible.” Greg added, “They add fun activities to 

make it interesting and we occasionally watch documentary videos that help us to learn 

the material. I really like how they incorporate fun into just about every subject”. In 

regard to having high expectations as well as providing fun and engaging activities 

Martin was the most succinct in his response:  

The teachers work really hard to be sure we learn. Mr. K jokes around a lot, and 

that works for me. And if it's not working, or if kids just aren't getting it -or not 

doing their work- Ms. S will swoop in and pull us back to the back table to give 
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us her own version of the lesson. Pretty much in every class, teachers make it 

clear that learning isn't optional. 

Like Martin, Sally spoke with obvious admiration and respect for her teachers:  

My teachers are so awesome. They make learning fun and they teach it in a way 

that we can understand. We like being in class. Sometimes we do fun activities 

and we always practice what we learn. They have high expectations and that 

makes us want to learn and to do well. We like it when our teachers are proud of 

us . 

Social/emotional growth. In regard to how behavior was recognized and 

validated in the school, respondents mentioned different elements of the Positive 

Behavior Intervention Supports (PBIS) system in place at the school as key to the 

reinforcement of positive student behaviors. Jerry’s statement is a characteristic example 

of student responses: 

Student lounge is a good reinforcement because it helps you get away from your 

7th & 8th period class for one day a week if you earn 90 points or above every 

day of the week including Friday. Another reinforcer for positive behavior was 

earning time with a teacher who you like and want to spend time with. Earning 

time with a school staff member who you like is another good reinforcement 

because if you have adults who you can trust at school you’re more likely to turn 

to them when you have a problem rather than facing it yourself and risking getting 

into trouble. 
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All student participants made notice of staff members utilizing a positive 

approach to addressing the inappropriate behavior. Sally, Greg and Martin offered the 

following comments, respectively. “They usually give a clear direction. They always 

correct the behavior and try to be sure the other person feels safe.” “They usually start by 

talking to them about the behavior. If the student continues, they may take a time-out, 

where they can think what they've done.”  “They show students the positive way of 

handling their problems. They don't want to see the students getting into trouble after 

what their parents, school and counselors did to help them become a positive part of 

society” .The students also made mention of having access to CRC as a place for them to 

regain perspective and where more serious matters are addressed. Sally, for example, 

mentioned, “…but if it's a threat or something like that, they will make sure the student 

has to leave the class and take care of things in CRC”. Greg noted, “…if the behavior 

continues, they may go to the CRC where they may stay for up to three periods and talk 

to adults about what they did and why they did it.” The most poignant comment about 

this came from Martin: 

Well, like I said, it's pretty much the same all though the school. I mean, some 

teams are stricter than others, but the rules are the rules. Sometimes I think we got 

away with too much -I know I did. I knew the rules, but for some reason I just 

didn't always do what I was supposed to do. I guess because it was fun to act up. 

Their consistency and follow through were the most helpful. We know what to 

expect from them. 
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As to how students learn the rules of the school, student participants offered 

different responses. Martin stated, “It starts when kids come here for the summer 

program before the regular school year starts. They teach us simple stuff like how to walk 

down the hall properly, the process in the cafeteria…stuff like that.” Greg said, “When 

we first get here, and three times a year, we go over the Students' Rights and 

Responsibilities so everyone learns the rules and knows what's expected of them” . 

Annie’s response was nonchalant and matter-of-fact: “Some students learn the rules the 

easy way, which is learning them on the first day of school or something; and some 

students learn the hard way and break rules to learn consequences.” 

Martin offered another matter-of-fact response specific to the consistency of staff 

responses when rules were broken, articulating the staff members’ focus on clarity and 

meaningful feedback. “When kids break rules, teachers explain to them what it is that 

they should be doing. We pretty much knew what teachers would say when we acted out, 

and what the consequence would be -if there was a consequence.” Greg’s responded with 

a similar perspective. “We are rewarded if we follow rules and we are not rewarded if we 

do not. Depending on how serious the behaviors were, they would have to be out of class, 

but they're still doing their work”. Annie, response offered support for what Martin and 

Greg stated, but also included words of caution. “According to my witnessing of my 

classmates getting in trouble, and my own experiences, teachers were consistent with 

severe rule-breaking but the most subtle of bullying went unnoticed by some teacher.” 

Overall, the student respondents offered insightful responses to the question. Sally 

encapsulated her growth in light of being aware of not only herself but others as well: 
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I'm more observant and sensitive. I've always been sensitive, but I wasn't always 

observant so I didn't always notice things about others. Everyone is in this school 

for a reason so it's important to notice how others are doing and feeling so you 

can be helpful to them and to yourself. I don't think I could have made the growth 

in other schools. 

 Jerry was more introspective in his response and summarized his incremental growth in 

more personal terms: 

 I have grown socially, because I used to want to go hide away from people but 

now I am slowly learning to come out of my hiding place. I used to hide because I 

was depressed, mad at the world, and feeling like I was alone. But I learned that if 

you hide from your problems, the problem will keep getting worse and worse and 

worse until you can't take it anymore. I have grown emotionally since my time at 

this school; I am not as quick to respond to the negative situations that I am put 

into. I take the time to think about how I'm going to react and what the 

consequences are for my actions and what might happen to me if I decide to get 

violent . 

Reflectively, Martin spoke about how his unexpected growth improved his relationships 

with others and his self-awareness: 

I used to think that I hadn't grown, but I have. I have more friends and I have 

better relationships with teachers. I am definitely more aware of myself now. I 

have a better understanding of who I am and what my personality is like. Deep 



 

261 

 

down I know that I really can do just about anything I want in life; it's just a 

matter of doing it. 

Outcome Data 

Two sources of data were used as indicators of academic and social-emotional 

growth of rising 9
th

 grade students during the 2008-09, 2009-10, and 2010-11 school 

years. For each of the identified years, scores were compared only for those students 

whose data was available in both sixth grade and in eighth grade. Paired sample t-tests 

were used to compare students’ scores from the required end-of-the-year state tests in 

English/reading and math, on which a passing score is 400 or higher. Data were included 

only for those students for whom test scores were available for both 6
th

 and 8
th

 grades. In 

addition, Individualized Education Program (IEP) placement data were used as indicators 

of social and emotional growth. 

Academic Growth. At the conclusion of the 2008-09 school year, the mean 

scores of 8
th

 grade English/reading and math were higher than the mean scores for 

English/reading and math in 6
th

 grade. For each of the two areas, English/reading and 

math, a paired samples t-test was conducted to determine whether the difference in mean 

score, comparing 6
th

 grade to 8
th

 grade, was significant. In English/reading, results 

showed there was a statistically significant difference between the scores, comparing 6th 

grade (M = 401.17, SD = 74.42) and 8
th

 grade (M = 421.29, SD = 77.88); t(47) = 2.51, p = 

.015. In math, the paired samples t-test also showed a statistically significant difference in 

the scores, comparing 6
th

 grade (M = 332.75, SD = 79.24) and 8
th

 grade (M = 419.21, SD 

= 95.10); t(47) = 7.14, p< .001. 
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At the conclusion of the 2009-10 school year, the mean score for 8
th

 grade 

English/reading was lower than the mean score for the same tests in 6
th

 grade, while the 

mean score in math was higher. In English/reading, results of a paired-samples t-test 

showed that the decrease in mean scores was not significant when comparing 6
th

 grade 

(M = 414.92, SD = 79.11) and 8
th

 grade (M = 411.06, SD = 75.41); t(50) = .557, p = .580; 

however, in math, the paired samples t-test for math scores did show a significant 

difference, comparing 6
th

 grade scores (M = 361.14, SD = 93.54) and 8
th

 grade scores (M 

= 398.31, SD = 97.42); t(50) = 3.85, p< .001. 

At the end of the 2010-11 school year, the 8
th

 grade mean scores were higher than 

the mean scores in 6
th

 grade, in both English/reading and math. Results of a paired-

samples t-test for English/reading scores showed there was not a significant difference in 

the scores, comparing 6
th

 grade (M = 407.62, SD = 68.46) and 8
th

 grade (M = 417.60, SD 

= 66.23); t(41) = .879, p = .385. A paired samples t-test for math scores showed that 

although the results approached significance, the differences was not statistically 

significant, comparing 6
th

 grade (M = 361.45, SD = 85.32) and 8
th

 grade (M = 394.19, SD 

= 97.92); t(41) = 1.90, p = .063. Results for all three school years are presented in Table 

111. 
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Table 111 

 

Standardized Test Scores: 2008-09 Though 2010-11 

  6
th
 grade 8

th
 grade 

 n M SD M SD 

Reading      

2008-09 48 401.17 74.42 421.29 77.88 

2009-10 51 414.92 79.11 411.06 75.41 

2010-11 42 407.62 68.46 417.60 66.23 

Math      

2008-09 48 332.75 79.24 419.21 95.10 

2009-10 51 361.14 93.54 398.31 97.43  

2010-11 42 361.45 85.32 394.19 97.92 

 

 

 

Social and emotional growth. Descriptive frequencies were used to determine 

whether or not the IEP indicated a less restrictive placement for rising 9
th

 grade students. 

For 8
th

 grade students, for each of the three school years, 2008-09, 2009-10, and 2010-11, 

data showed that there was an increase each year in the percentage of students placed in a 

less-restrictive setting for their freshman year in high school: 33.3%; 47.1%; and 57.1%, 

respectively, based on the decisions made by the IEP teams. Data for each year is 

presented in Tables 112 and 113, and Figures 1 and 2. 

 

 

Table 112 

 

Least Restrictive Environment Determination 

 2008-09 2009-10 2010-11 

 n % n % n % 

less restrictive setting 16 33.3 24 47.1 24 57.1 

same/more restrictive setting 32 66.7 27 52.9 18 42.9 
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Table 113 

 

IEP Team Placement Determination 

 2008-9 2009-10 2010-11 

 n % n % n % 

base 02 04.2 06 11.8 07 16.7 

comprehensive services site 14 29.2 18 35.3 17 40.5 

public day 31 64.6 24 47.1 17 40.5 

private day 01 02.1 02 03.9 01 02.4 

residential 00 00.0 01 02.0 00 00.0 

 

 

 

 

 
Figure 1. Comparison of placement settings, as determined by the IEP team, for 9

th
 grade 

during three consecutive school years. 
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Figure 2.  Comparison of placement settings (by type) for ninth grade, as determined by 

the IEP team, for there consecutive school years. 

 

 

 

Summary 

This section summarizes the key findings of the outcome data specific to 

academic growth in the areas of English/reading and math, and social/emotional growth. 

Analysis of the English/reading scores revealed mixed results. Comparing 6
th

 grade to 8
th

 

grade, the mean scores in 8
th

 grade were higher on two of the three years analyzed; 

however, the difference in scores was significant during only one comparison year. In 

math, the 8
th

 grade mean scores were higher than the 6
th

 grade mean scores on each of the 

three years analyzed. The difference in scores was statistically significant for two years, 

and approaching significance on the third year. Regarding placement for 9
th

 grade, an 

increasing percentage of students were placed at less-restrictive sites for each year, 

ranging from 33% to 57% of the 8
th

 grade students being placed at a less-restrictive site 

for the 9
th

grade.  
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CHAPTER FIVE: DISCUSSION 

This chapter presents a discussion of the major findings from a doctoral 

dissertation study which was conducted in a public day school for middle school students 

with significant emotional and behavioral disorders (EBD). The purpose of this study was 

to identify and examine programming practices that are important for students with EBD. 

Secondary purposes of the study were to identify the extent to which practices identified 

as important for students with EBD were in place at the research site, and to examine 

outcome data as they pertained to the academic and social/emotional growth of the 

students.  

Major findings from this research are presented in this chapter. Major findings 

from student data as they related to school climate are described and included the sub-

categories of safe environment, positive relationships with staff; and support for learning. 

The second major student finding related to future aspirations of the students and is also 

described. The first major finding from the staff data related to school climate and also 

included the sub-categories of morale, collaboration and communication, and behavior 

management. The second major finding from staff data related to support for learning and 

included two sub-categories: academic supports; and social skills instruction. The third 

major finding from the staff data related to the transition process. The final major finding 

of the staff data concerned areas in need of strengthening that included mentoring, and 
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parent and community involvement. The major findings from the literature are also 

summarized and linked to the major and student and staff findings in the present case. 

Major Student-Reported Findings 

The first major finding, based on student reports, was specific to school climate. 

This concept included several sub-categories, including safety, positive relationships with 

staff, and support for learning. The second major finding, based on student reports, 

pertained to students’ aspirations regarding their educational plans beyond high school. 

Data specific to each of these areas is provided in the sections that follow. 

School Climate 

There exists universal agreement among researchers that a positive school climate 

is essential for the success in an educational setting. Embedded environmental supports 

and structures provide a foundation for a healthy school climate. School climate is 

defined by the National School Climate Council (2007) as “…the quality and character of 

school life… based on patterns of students’, parents’ and school personnel’s’ experience 

of school life, and reflects norms, goals, values, interpersonal relationships, teaching and 

learning practices, and organizational structures.” Accordingly, a positive school climate 

fosters the development and learning necessary for success in society. Included in a 

positive school climate are norms, values and expectations that support a feeling of 

emotional/physical/social safety; engagement and respect of others; stakeholders working 

together to develop, live, and contribute to a shared school vision; educators modeling 

and nurturing attitudes that emphasize the benefits and satisfaction of learning; and 
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involvement of all stakeholders in the operation of the school and care of the school 

environment (National School Climate Council, 2007). 

Consistent with other researchers (e.g. Alberta, 2004; Dunlap et al., 2001; Neel et 

al., 2003; Simpson et al., 2011) who emphasized the importance of environmental 

supports and structures, student reported findings in this study were in alignment with 

environmental supports which are identified in the published literature as being important 

in the support of students with EBD. In this regard, the most salient student reported 

findings, as they align with the published literature, include a safe environment; positive 

relationships with staff; support for learning; and an emphasis on social/emotional 

growth.  

Safe environment. Student reported findings in this study indicated an overall 

feeling of safety and security within the school setting. A strong majority indicated they 

felt safe in and around the school building and on the bus, and that they had little fear of 

being hurt or bothered in either setting. Additionally, an examination of student data on 

the ESB clearly indicated the existence of clarity and consistency at the research site in 

regard to what is expected from students. Nearly all of the students indicated agreement 

in regard to the principal running the school with fairness and consistent rules. Almost all 

students also indicated that the principal and teachers let students know what is expected. 

The importance of feeling safe in school was supported by Bosworth et al. (2010), 

who reported that feeling safe is a fundamental human need, and is an essential element 

of school climate. This assertion was based on the findings of a survey they conducted, 

which included 22 focus groups with students and faculty in 11 elementary schools. The 



 

269 

 

researchers concluded that the perceptions of students and staff regarding safety in school 

were directly correlated to school climate. Further, they found that students felt safest in 

school when they perceived that adults were caring and helpful, the rules were clear and 

consistently applied, and when overt unsafe behaviors were minimal.  

The findings in this study, specific to safety, are also supported by research data 

presented by Samdal et al. (1998), based on an international survey of more than 16,000 

11-, 13-, and 15-year old students. This survey, called the Health Behaviour and School-

Aged Children Survey, examined students’ perception of school and classroom climate. 

The results of the survey indicated that the students’ perception of feeling safe was one of 

the three most salient factors regarding students’ satisfaction with school.  

Positive relationships with staff. The patterns of norms, goals, values and 

interactions that shape relationships in schools provide an essential foundation for school 

climate (Cohen & Geier, 2010). Thapa (2013) reported that the connectedness to one 

another is one of the most important aspects of relationships in school. Quantitatively and 

qualitatively, student reported findings in this study indicated strong positive 

relationships between students and staff. There was unanimous consensus in regard to 

students reporting that they liked their teachers and principal, with a very high majority 

of them also reporting that they liked the behavior specialists and clinicians who worked 

with them. In addition, nearly all of the students reported a feeling that teachers in the 

school cared about the students. Likewise the majority indicated a belief that the people 

in the school care about what happens to the students who attend the school. Further, 
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there was near-unanimous agreement in that students reported having a lot of respect for 

their teachers.  

These quantitative findings indicate a positive connectedness between staff and 

students, and was underscored in significance and depth by the qualitative comments 

offered through the follow-up interviews, during which all students reported that the staff 

members treated them in a fair and dignified manner and that they felt cared about by the 

staff in the school. Within this context, students spoke about the bonds shared between 

staff and students, with it evident that they felt students were treated with fairness and 

respect. 

The positive relationships between students and staff, which are indicated by the 

results of this study, are in alignment with what has been published in the literature. For 

example, the results of the National Longitudinal Study of Adolescent Health, which 

surveyed 36,000 students in grades seven through twelve, indicated that school-

connectedness was found to be the strongest protective factor to decrease behaviors such 

as substance abuse and absenteeism, and it was second in importance, after family 

connectedness as a protective factor against emotional distress, disordered eating, and 

suicidal ideation and attempts (Nonnemaker et al, 2003; Resnick et al., 1997; Resnick, et 

al.,1993). In addition, in a study conducted by Klem and Connell (2004), in which 

student records and survey data of more than 4,000 students in six elementary schools 

and three middle schools were analyzed, a salient finding was the correlation between 

student engagement and the relationships they have with their teachers.  
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Most research regarding the importance of positive relationships among students 

and staff has not been specific to students with EBD. With that in consideration, it is 

encouraging that the results of this study, in which all student participants were identified 

as having emotional and/or behavioral problems, indicated that the positive relationships 

existed among students and staff. The student findings regarding positive relationships 

with staff is particularly significant given there is limited findings in published literature 

indicating that students with EBD are able to build and maintain significant relationships 

with peers or adults over an extended period of time. 

Support for learning. The importance of a strong academic program has 

frequently been identified as an essential component of programs for students with EBD 

(e.g. Alberta, 2004; Boreson, 2006; Dunlap, et al., 2001; Neel et al., 2003; Simpson, et 

al., 2011). Historically, research has indicated that programs for students with EBD place 

an emphasis on behavior control more so than rigorous academic programs (e.g. Simpson 

et al., 2011). Students with EBD often exhibit broad academic deficits across multiple 

areas, including low levels of task engagement and task completion, limited content 

knowledge and serious gaps in their ability in reading, mathematics and writing (Lane et 

al. 2005; Lane et al., 2008). Research regarding achievement gains in the content areas of 

reading and math, specific to students with EBD, has been inconsistent at best, and often 

does not yield optimistic findings. Lane et al. (2005), for example, found that the 

academic gains for students with EBD were not as great as those of their same-aged peers 

with and without disabilities. Specifically, when the progress of 72 elementary and 

secondary students with high incidence disabilities in self-contained classes and self-
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contained school sites was compared, 72% of whom had EBD as their primary 

handicapping condition, results indicated little academic progress for students in either 

setting. Anderson et al. (2001) compared the academic progress over five years of 103 

elementary students with EBD and LD. Results of their study showed that although both 

groups had reading and math scores below the norm, students with LD showed 

significant gains in reading, whereas there was little change in the reading scores of 

students with EBD. Using two groups of high school students with ED (n = 45) and LD 

(n = 49), Lane et al. (2006) compared nine measures in academic, social, and behavioral 

domains. Although the results indicated that students with EBD did not perform at 

significantly lower levels than did students with LD, both groups performed significantly 

below grade level.  

Data from the current study revealed that although the emphasis on the facilitation 

of positive behavior was clearly an important feature of the research site, there was also 

an indication of a very strong emphasis on the importance of a strong 

instructional/academic program for all students. Support for this was evident in data 

collected from the ESB, as well as from interviews. Outcome data also support this 

assertion. Using the ESB, for example, nearly all of the student participants indicated a 

belief that teachers were teaching them what they needed to know. Further, students 

indicated a belief that their teachers have high expectations of them 

In the current study, during the 2008-09, 2009-10, and 2010-11 school years, 

students’ 8
th

 grade English/reading test scores were compared to their 6
th

 grade 

English/reading test scores. Scores were compared only for those students who were 
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enrolled at the research site for at least two years. For two of the three years school years 

in which the scores were analyzed, the mean English/reading score increased: however, 

the difference in scores was significant during only one comparison year, 2008-09. More 

favorable results were found in the area of math, in which the 8
th

 grade mean scores were 

higher than the 6
th

 grade mean scores on each of the three years analyzed. Further, the 

difference in scores was statistically significant for two years, and approaching 

significance on the third year. Though not consistent across comparison years or content 

areas, results of this study are promising; particularly in light of historic research 

indicating students with EBD do not make substantial academic progress in any setting 

(Lane, 2005). 

Future Aspirations 

As students become older, the expectation of individuals increase in regard to 

independence, the assumption of a more active role in educational planning, and 

communicating one’s strengths and needs (Field, Martin, Miller, Ward, & Wehmeyer, 

1998). Particularly salient in the student findings were the student-indicated intentions for 

life after high school, which were in contrast to historical research about students with 

EBD. Statistics indicate, for example, that more than 50% of students with EBD aged 14 

and older drop out of school, and are more likely to be incarcerated or not employed after 

high school (i.e. Lane et al., 2008; U.S. Department of Education, 2002). Additionally, 

the enrollment rates of students with EBD in postsecondary education are below most 

other disability groups and lower than their peers without disabilities, and students with 

EBD typically have lower employment rates compared to other young adults with 
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disabilities and are more likely to be arrested and incarcerated (Wagner, Newman, 

Cameto, & Knokey, 2009).  

In the current study, future aspirations of students were captured on the 

Educational Attainment and Positive Peer Association scales of the ESB. Particularly 

encouraging was that almost all of the student participants reported they intended to 

complete two or more years of post-secondary education, with a large majority also 

indicating the intent to complete a four-year college degree or more, and a belief that that 

their best friend in the school also intends to go to college. The results of this study, 

illustrating students’ optimistic anticipation of continued education beyond high school 

support the assertions made by other researchers (e.g. Carter, Lynne Lane, Crnobori, 

Bruhn, & Oaks, 2011; Field et al., 1998) who have written about the importance of the 

teaching of self-determination skills in students with or at risk of EBD.  

Carter, Lane, Crnobori, Bruhn, and Oaks (2011) conducted a systematic review of 

school-based intervention studies addressing nine elements of self-determination for 

students with and at risk for EBD. Results of their review of 81 studies indicated an 

increased focus on self-determination over the last decade. The primary emphasis 

common throughout the studies was on self-determination as an intervention component, 

with self-management and self-regulation strategies the most prevalent. Noted, however, 

was the limited attention to other components which enhance self-determination in 

individuals, such as choice-making strategies, decision-making, and problem-solving. 

The review also highlighted the existence of little attention on the outcome data specific 

to self-determination interventions.  
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Benitez, Lattimore, and Wehmeyer (2005) examined the effectiveness of a 

support model to instruct youth with EBD to self-direct the problem-solving processes 

and promote self-determination skills. The support model was designed to enable the 

individuals to set employment/career related goals; develop and implement a plan toward 

goal attainment; and adjust and evaluate progress toward meeting those goals. 

Major Staff-Reported Findings 

The first major finding, based on staff reports, was specific to school climate. This 

area included the subcategories of morale, communication and collaboration, and 

behavior management. The second major finding was specific to supports for learning, 

and included academic supports and social skills instruction. Transition processes was the 

third major finding, facilitating students’ preparation and success when moving from 

eighth grade into high school. Finally, the fourth major finding was specific to areas in 

which strengthening was needed, and included mentoring and parent involvement. 

Discussion specific to each of these areas is provided in the sections that follow. 

School Climate 

A sustainable positive climate fosters the development and learning necessary for 

success in society and includes norms, values and expectations that support a feeling of 

emotional/physical/social safety; engagement and respect of others; stakeholders working 

together to develop, live, and contribute to a shared school vision; educators modeling 

and nurturing attitudes that emphasize the benefits and satisfaction of learning; and 

involvement of all stakeholders in the operation of the school and care of the school 

environment (National School Climate Council, 2007). Researchers have indicated that 
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safety, relationships, teaching and learning, and institutional environment are four areas 

of school climate which should be monitored and assessed (Cohen & Geier, 2010). 

Evidence of these elements of a positive school climate was indicated quantitatively and 

qualitatively, in staff-reported data in the ESB and the ARSSA, as well as in the follow-

up interviews. 

Morale. With little variation, data from staff clearly indicated a positive 

environment in which a high level of morale abounds among the staff. For example, 

without exception, all staff participants indicated they like or love their job; of those, 

more than half reported that they love their job. All but one participant indicated they are 

satisfied with their job, and all of them indicated they like their job as much or more than 

others like or love their job. Further, without exception, participants indicated they feel 

the challenges they face are doable, and all but two indicated they intend to continue 

working with the same population of students in the future. 

These findings of high morale and overall job satisfaction at the research site are 

encouraging. Data from the current study indicated that a strong majority of the 

participants had earned a Master’s Degree or higher. Further, the average length of time 

at the research site was more than six years, and the average number of years in the field 

was more than twelve years. Though there is an understanding of the connection between 

well-trained and qualified staff and positive student outcomes (e.g. Alberta, 2004; 

Simpson et al., 2011), there remains a shortage of qualified professionals in nearly all 

school districts nationwide (Berget & Burnette, 2001). This shortage is especially true in 

the area of EBD (Kelly et al., 2006), and compounded by the fact that more than 30,000 
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special education teacher positions are filled by teachers who do not have full 

certification (Blake & Monahan, 2007; U.S. Department of Education, OSEP, 2000). 

Further, as reported by Henderson et al. (2005), when compared to special education 

teachers in other areas, teachers of students with EBD had fewer years of teaching 

experience than did their colleagues, were less credentialed, and were more likely to be 

working with emergency certification than were their colleagues who were working in 

other disability areas.  

Collaboration and communication. Communication and collaboration, as well 

as healthy relationships among stakeholders, are emphasized by many (e.g. Alberta, 

2004; Dunlap et al., 2001; Neal, et al., 2003; Simpson et al., 2011). Ongoing 

communication and collaboration were salient within the context of interview dialog. 

Staff members spoke to a culture in which communication with colleagues, students, and 

parents was embedded within the school. Staff also identified numerous ways in which 

they collaborated to support students’ learning –academically, socially/ emotionally, and 

behaviorally. Staff members referenced personal and professional growth as a result of 

the communication and collaborative processes. As noted by Dunlap et al. (2011) 

collaboration is essential in this area, as is the coordinated sharing of resources. Aligned 

with this is a sense of mutual trust and respect among stakeholders, consensus-based 

decision-making, and shared goals.  

Behavior management. Staff-reported data from the ARSSA indicated strengths 

in the area of behavior management, including the following areas: clearly defined 

expectations; verbal praise and appreciation for students; verbalization of expectations; 
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nonverbal guidance during instruction; and staff informing students when expectations 

are not being met. For each of these areas, a strong majority of staff participants assessed 

them as being fully implemented. The importance of a strong support system for the 

management of behaviors of students with EBD is supported by other researchers in the 

field (e.g. Alberta, 2004; Dunlap, et al., 2001; Neel, et al., 2003; Simpson et al., 2011). 

These authors have also emphasized many of the indicators identified in the ARSSA 

program feature of Classroom Management, such as flexible programming, the physical 

layout of the classroom setting, clear expectations, the availability of immediate and 

uniform feedback, consistency in routines, and focused intervention. In each of these 

areas, a strong majority of staff responses indicated full implementation, with three being 

assessed as fully implemented by all participants. 

Support for Learning 

 Support for learning was an overarching theme in many regards. Virtually all staff 

members spoke of the efforts made by staff, school-wide, to ensure academic 

achievement on the part of the students. Staff also emphasized the importance and 

strength of the social skills training which is embedded within the school. Finally, they 

discussed, at length, the ways in which students are provided opportunities to learn and 

grow as a way to prepare them for the transition to high school as well as to non-school 

opportunities.  

Academic supports. The importance of a strong academic program has 

frequently been identified as an essential component of programs for students with EBD 

(e.g. Alberta, 2004; Boreson, 2006; Dunlap, et al., 2001; Neel et al., 2003; Simpson, et 
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al., 2011). Historically, research has indicated that programs for students with EBD place 

an emphasis on behavior control more so than rigorous academic programs (e.g. Simpson 

et al., 2011). Data from the current study revealed that although the emphasis on the 

facilitation of positive behavior was clearly an important feature of the research site, there 

was also an indication of a very strong emphasis on the importance of a strong 

instructional/academic program for all students. Support for this was evident in data 

collected from the ARSSA and ESB, as well as interviews. Using data from the ARSSA, 

for example, a strong majority of the participants indicated that each student has a 

balanced schedule of activities which included academic, social, and vocational 

curriculums. Further, all of the participants indicated in progress or in place in regard to 

instructional lessons based on formal lesson plans; objective data collection systems; 

outcome-based curriculum and content reflecting the needs identified by student 

assessments; and curriculum modifications and accommodations to support the needs of 

students. Further, using the ESB, all but two the student participants indicated a belief 

that teachers were teaching them what they needed to know.  

Analysis of interview transcripts revealed consistency in regard to staff 

participants’ perceptions about the high quality instructional program at the research site. 

All staff members interviewed, for example, referenced the culture of an academic focus 

at the school in which high academic expectations were held by teachers, as well as a 

belief in the significance of differentiated and varied approaches to facilitate student 

learning. In addition, several staff spoke to the importance of understanding students’ 

learning styles and adjusting instructional practices accordingly. These sentiments were 
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congruent with information provided through interviews in the Quinn et al. study, in 

which staff members spoke to high academic expectations for all students (Quinn et al., 

2006). 

Social skills instruction. Evidence of social skills deficits is common among 

students with EBD. These deficits, often evident in externalizing behaviors, can include 

general noncompliance, verbal and physical aggression, poor peer interactions, and 

defiance of authority figures (Patterson, Jolivette, & Crosby, 2006). The importance of 

social skills training is undisputed; however, as reported by Maag (2006) and Lane et al. 

(2005), the outcomes of social skills training for students with EBD are modest at best. 

Based on his review of the literature in the area of social skills training, Maag suggests 

that the social skills training be combined with replacement behavior training, and based 

on functional assessments as a standardized aspect of the process.  

The data from this study clearly indicate a school-wide recognition of the 

importance of social skills training, as it is embedded into the culture of the school. It is 

embedded in the four-day-a-week social/emotional learning seminars, as well in the day-

to-day practices specific to PBIS and the ways in which staff work to support students’ 

social/emotional needs. In regard to programming practices important for students with 

EBD, all of the ARSSA participants indicated that systems were in place or in progress at 

the research site to teach expectations to students. Further, all of the ARSSA participants 

also indicated the following were in place or in progress at the research site: systems to 

reward expected behaviors; systems to respond when expectations are not met; and a 

school-wide behavior support team in place.  
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Several staff members referenced the importance to understanding what drives 

behaviors and the importance of teaching replacement behaviors as a mechanism to 

facilitate increased demonstration of pro-social behaviors among students. Within their 

interviews, staff members indicated that this is purposeful and is evident day-to-day in 

the processes and procedures that are in place. They also indicated that this includes 

modeling from adults and opportunities for students to practice the pro-social skills which 

are being taught.  

 Though the published research indicates a need for a formalized assessment 

process when teaching social skills, to students with EBD, there was no an indication of 

such process at the research site. However, it is noted that some staff did indicate a 

stronger and more strategic approach was needed in regard to assessing the social skills 

of each individual student, as well as in providing opportunities for application of the 

skills. The opinions of these staff members are in alignment with what Simpson et al. 

(2011) said in regard to teaching social skills: “…must be matched to the desired 

outcomes, carefully calibrated to desired outcomes, and provide students with 

opportunities to practice in natural settings.” 

Transition Processes 

The regulations of IDEA state that transition practices should be based on one’s 

strengths, preferences, interests, and needs, and include comprehensive services to 

develop skills related to employment, postsecondary education, and independent living 

skills (IDEA, 2007). Data in this study, specific to transition planning, was acquired from 

the ARSSA and interviews. Data from the ARSSA indicated strengths in the area of 
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transition planning for students in that all of the ARSSA participants indicated the 

following school-to-work components as being in progress or in place: jobs skills; work 

experience; career guidance and exploration; and assisting students with making 

connections with post-school settings . Qualitatively, participants referenced the strength 

of the opportunities available at the school which directly align with the importance of 

transition activities to prepare students for post-secondary opportunities; however, also 

noted was a notable limitation of the work-based learning opportunities at the school 

which occurs for students who have the greatest academic deficits. Participants 

interviewed also spoke of the process used to prepare students for the transition to high 

school. This process included the information from students, teachers, clinicians, and 

staff, provided to high school staffs prior to the start of the school year in which the 

students were to be in the ninth grade. Also included were transition meetings, during 

which students were provided the opportunity to speak with high school staff members.  

Summary 

The preceding sections presented a discussion of the programming practices 

found to be salient at the research site. These identified practices are in alignment with 

the practices identified in published research as being important for students with EBD. 

The first finding specific to school climate included safety, positive relationships, morale, 

collaboration and communication, and behavior management systems. The second salient 

finding was specific to support for learning and included academic and social skills 

instruction. The third salient finding was specific to transition processes. An additional 
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salient finding in the study related to students’ positive aspirations for the future. The 

commonalities are presented in Table 114.  

 

 

Table 114 

 

Sources of Programming Elements Table 

Salient Findings at  

the Research Site 

Programming 

Elements Emphasized 

in the Research 

Data Sources Supporting 

Evidence for Elements 

Student 

Data 

Teacher 

Data 

Climate    

Safety x x  

Positive Relationships x x  

Morale  x  x 

Collaboration and 

communication 
x  x 

Behavior management systems x  x 

Future Aspirations  x  

Support for learning    

Academic support x x x 

Social skills instruction x  x 

Transition processes x  x 

 

 

 

Areas in Need of Strengthening 

When considering what the published research says in regard to the supports 

identified as being helpful for students with EBD, two broad areas were identified in this 

study as needing strengthening: mentoring and parent and community involvement. 

Discussion about each area is provided in the following sections. 
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Mentoring 

Within published literature, mentoring has been identified as an effective 

intervention to promote positive social and academic outcomes for at-risk students and 

students with EBD, and has been attributed to positive outcomes in the areas of 

availability to learning, transition, school attendance, and academic performance 

(Vannest et al., 2008). Mentoring has also been associated with improvements in self-

esteem, attitudes toward school, and peer/parental relationships (Rhodes, Reddy, 

Roffman, & Grossman, 2005).  

Though the benefits of mentoring are widely assumed, there is little published 

research, specific to the EBD population, validating this (Vannest, et al., 2008).  

For example, the Vannest et al. study (2008), to examined the effects of pre-service 

undergraduate teacher mentors on daily classroom social and academic behaviors for 16 

students with EBD in an alternative school setting, yielded varied results. Data revealed 

improvement in 6 of the 16 students; however, a worsening of behavior was indicated for 

seven of the students. A limitation of the study related to the chronic exhibition of poor 

behaviors demonstrated by the students with EBD, which may have prevented the 

mentor-protégé relationship from positively influencing improved daily classroom 

behaviors. 

Staff-provided data from the current study indicated the area of mentoring as a 

relative weakness, as just over one-quarter of the staff participants completing the 

ARSSA indicated this area as being fully implemented. This finding was similar to the 

findings of the study completed by Quinn et al. (2006). In both the current study, as well 
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as in the Quinn study, the low level of assessment of the programming feature of 

Mentoring and Adult Involvement may be explained in consideration of the settings in 

which the studies were conducted. Given the assumption that in alternative site settings, 

where the student-staff ratio is lower, and the adult involvement higher than in less-

restrictive settings, it is possible that the concept of mentoring and adult involvement is 

inherent to the program and may, therefore, result in less formal structures being put in 

place for this purpose, thereby yielding lower ratings on the ARSSA. In addition, it is 

important to consider that, unlike the Vannest et al. study (2008), there was no direct 

mentoring intervention measured in either the current study or the Quinn et al. (2006) 

study. 

Parent and Community Involvement 

Researchers have consistently identified parental involvement as being an 

essential component in the success of students with EBD (e.g. Henderson & Mapp, 2002; 

Simpson et al., 2011). Involvement of parents has been found to be positively associated 

with increased achievement and academic performance, improved self-regulation, fewer 

discipline problems, stronger homework and study habits, improved work orientation, 

more positive attitudes toward school, and higher educational aspirations (Fan & Chen, 

2001). Mo and Singh (2008) provided evidence of the influence of parental involvement 

on students’ engagement in school and overall school performance in a study whose data 

found that parents who were highly involved were more likely to motivate students to be 

more engaged.  
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In the current study, the area of parental involvement was found to be relatively 

weak, based on data from the ARSSA and staff ESB. Data from the ARSSA indicated 

that more than three-quarters of the participants indicated that activities and strategies 

were in place to increase parental involvement was in progress or in place. On the ESB, 

all participants responded with sometimes or seldom in regard to the following: parents 

helping to decide new school programs; and parents serving as tutors in the classroom. 

Further, a strong majority responded with none, no PTA/PTO, or weak in regard to the 

influence on school policies and practices held by the PTA/PTO. 

Although data from the ARSSA and ESB were not favorable, an analysis of the 

interview data from staff provided greater insight into the obstacles which limited 

parental involvement at the research site. First, several staff members indicated a 

perception that parents did not want to be involved in the school, primarily due to past 

experiences which were not positive. Other researchers (e.g. Wagner et al., 2005) have 

confirmed that parents of students with EBD are less satisfied and less involved in school 

activities than are parents of students with other disabilities. In particular, Wagner et al. 

reported that across grade levels, students with EBD are less likely to have parents who 

volunteer at school and less likely to have parents who attend school events. Staff 

members also identified life-circumstances and other obstacles which impede the ability 

of parents to be involved at the school, including a lack of transportation for many 

parents, work commitments preventing participation in day or evening activities, and 

poor experiences prior to coming to the school.  



 

287 

 

Despite these challenges, however, staff communicated ways in which they seek 

to obtain involvement from parents, even if not face-to-face. This was accomplished 

initially through the development of relationships with them, first at the initial IEP 

placement meeting, and subsequently by utilizing phone and email for correspondence. 

Teachers also referenced making frequent phone calls and regular email correspondence 

to ensure parents are informed of progress. Several staff provided further examples of 

ways in which relationships and connections with parents are made via the annual 

Thanksgiving luncheon and the holiday store, during which parents were able to select 

gifts, free of charge, to give to family members during the holiday season.  

Link with the Research Literature Indicators of Effective Programming for EBD 

 This section summarizes the major findings from the research literature citing 

critical elements for effective programming for students with EBD and then compares 

those elements with the findings in the present case. Table 115 identifies each major 

programming element, predominant researchers and key features. Also presented are the 

data sources used to assess the strength of each programming element at the research site, 

and the strength of each area based on the data.  
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Table 115 

 

Key Programming Elements 
Programming Elements: 

Published Research & Current Study 

 Data Sources:  

Current Study 

 Findings:  

Current Study 

Published Research Current Study 
 

ESB ARSSA Interview Outcome 

 Strength/ 

Area for Improvement 

Academic Support 
Alberta (2004) 

Anderson et al. (2001) 

Boreson (2006) 

Dunlap et al. (2001) 

Lane et al. (2002) 

Lane et al. (2005) 

Lane et al. (2006) 

Lane et al. (2008) 

Neel et al. (2003) 

Simpson et al. (2011) 

Wehby et al. (2005) 

 emphasis on the importance of strong 

academic program 

 teachers have high expectations of students 

 students taught grade-level curriculum & 

relevant information 

 academic growth in the content areas 

examined (math & reading) 

 

 X 

 

X 

X 

 

X 

 

 X 

 

X 

X 

 

X 

 

 

 

 

 

 

X 

 

Strength 

Behavioral Support    
Alberta (2004) 

Boreson (2006) 

Bradshaw et al. (2010) 

Dunlap et al. (2001) 

Gresham (1991) 

Jones et al. (2010) 

Lane et al. (2011) 

Lane et al. (2012) 

Neel et al. (2003) 

Simonsen et al. (2010) 

Simpson et al. (2011) 

Sugai & Horner (2006) 

 clearly defined expectations 

 positive behavioral supports 

 flexible programming 

 availability of immediate & uniform 

feedback 

 consistency in routines 

 focused intervention 

 facilitation of pro-social behaviors 

 X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

  

Strength 

Transition Support    
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Alberta (2004) 

Boreson (2006) 

Kilburn & Critchlow (1998) 

Kincaid (1996) 

Lane (2011) 

Madaus et al. (2011) 

Neel et al. (2003) 

Scanlon (2013) 

Wagner & Davis (2006)  

 career guidance and exploration 
 assisting students with making connections 

with post-school settings 
 emphasis on the importance of transition 

activities to prepare students for post-

secondary opportunities 

  X 

X 

 

X 

 

 

X 

 

X 

 

  

Strength 

Social Skills Training    

Caldarella & Merrell (1997) 

Gresham et al (2001) 

Kauffman (2001) 

Simpson et al. (2011) 

 social skills training  

 day-to-day practices, processes, and 

procedures 

 X 

 

X 

 

X 

X 

  

Strength 

Qualified and Committed Professionals    

Alberta (2004) 

Bergert & Burnette (2001) 

Blake & Monahan (2007) 

Cooley & Yovanoff (1996) 

Hendersen et al. (2005) 

Ingersoll (2001) 

Kozleski et al. (2000) 

McLesky et al. (2004) 

Simpson et al. (2011) 

 longevity of staff at research site 

 high percentage of staff hold advanced 

degrees 

 expectation that staff engage in consistent 

and ongoing communication with all 

stakeholders 

 professional development is directly aligned 

with student learning 

 

 X 

X 

 

 

 

 

X 

 

 

X 

X 

 

 

X 

 

 

X 

  

Strength 

Environmental Supports (Climate)    

Alberta (2004) 

Blum (2005) 

Bosworth et al. (2010) 

Cohen & Geier (2010) 

Dunlap et al. (2001) 

Dunlap et al. (2001) 

Ghaith (2003) 

Klem & Connell (2004) 

McNeely et al. (2003) 

Neel et al. (2003) 

Resnick et al. (1997) 

Rosenfield et al (2000) 

Samdal et al. (1998) 

Simpson et al. (2011) 

Skinner & Belmont (1993) 

 overall feeling of safety and security  

 positive relationships among students and 

staff  

 positive environment and high levels of 

morale 

 ongoing and as-needed guidance and support 

provided to staff by administration 

 

 X 

X 

 

X 

 

 

 

X 

X 

X 

 

X 

 

X 

 

 

Strength 
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Collaboration and Communication    

Boreson (2006) 

Chesapeake Institute (1994) 

Dunlap et al. (2001) 

 

 communication with 

colleagues/students/parents embedded 

within the school 

 personal and professional growth as a result 

of communication and collaboration 

 trust and respect among stakeholders 

 consensus-based decision-making and shared 

goals 

     

 Strength 

Parent and Community Involvement    

Alberta (2004) 

Chesapeake Institute (1994) 

Christenson & Carlson (2005) 

Fan & Chen (2001) 

Henderson & Mapp (2002) 

Hoagwood et al. (2007) 

Mo & Singh (2008) 

Simpson et al. (2011) 

Wagner et al. (2005) 

Westmorland et al. (2009) 

 

 ongoing efforts to develop/maintain 

working relationship with parents 

 obstacles (lack of transportation, work 

issues, lack of trust between school and 

families) hinder the facilitation of parental 

involvement 

 promotion of academic and non-academic  

school related activities that directly 

involves/invites parents to the school 

  X 

 

X 

 

 

 

 X 

 

X 

 

 

 

X 

 

Area for 

Improvement 
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Academic Support 

 Though a strong academic program is consistently identified as an essential 

programming element in programs for students with EBD (e.g. Alberta, 2004; Boreson, 

2006; Dunlap et al., 2001; Neel et al., 2003; Simpson et al., 2011), historical research 

indicates that in programs for students with EBD there exists a stronger emphasis on 

behavior management than on providing rigorous academic programs (e.g. Simpson et 

al., 2011). However, a strong academic program is consistently identified. Contrary to 

what has been widely reported in this regard, but in support of what is recommended, 

qualitative and quantitative data from this study indicated that there was a strong 

emphasis on the importance of a strong academic and instructional program for all 

students at the research site. Specifically, participants indicated that lessons were based 

on formal lesson plans, designed based on the grade level curriculum; objective data 

collection systems were used; instruction was adjusted based on the needs of students as 

indicated by formative and summative assessments; and accommodations and 

modifications were in place as needed to support individual student needs. Further, there 

was universal agreement among participants who were interviewed that the school 

culture includes an academic focus in which high academic expectations were embedded.  

Behavioral Support 

Data from the current study indicate that the essential programming element of 

behavior management was clearly evident at the research site. Like many other 

researchers who emphasized the importance and benefit of a sound behavior management 

system (e.g. Boreson, 2006; Dunlap et al., 2001; Jones et al., 2010; Lane et al., 2011; 



 

292 

 

Lane et al., 2012; Simpson et al., 2011), data from the current study indicates the same. 

Qualitative and quantitative data from this study indicated many examples of the 

existence of a consistent behavior management system which is used to facilitate a safe 

school environment, including systems to facilitate positive behavior; reward expected 

behaviors; respond to violations of expectations; monitor discipline data; and teaching 

expectations. Participants also discussed elements of the embedded systems in the school 

which facilitated students’ improvement in the area of self-regulation and in personal 

accountability. This finding is in alignment with what Neal et al. (2003) and Alberta 

(2004) have promoted in regard to the importance of systems of behavior management 

which facilitate students taking responsibility for their own behavior. 

As espoused by many researchers (e.g. Bradshaw et al., 2010; Lane et al., 2011; 

Sugai & Horner, 2009), students and staff were consistent in their reports of a hierarchy 

of interventions being in place at the research site, including preventative measures and 

purposeful and strategic teaching of desired pro-social behaviors. In addition, data from 

this study were consistent with what has been promoted by researchers such as Alberta 

(2004), Bradshaw et al. (2010), Lane et al. (2011), Lane et al. (2012), Neal et al. (2003), 

and Simpson et al. (2011), who emphasized the importance of utilizing school-wide and 

individualized systems which facilitate pro-social behaviors, to include data collection 

and analysis, students’ pro-social behavior is promoted through the emphasis of positive 

and proactive measures, de-escalation strategies, and designed to meet individual, small- 

and large-group needs of students.  
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Transition Support 

 Transition planning to assist students with disabilities to access post-secondary 

opportunities has been identified as an essential programming component for students 

with EBD (e.g. Alberta, 2004; Boreson, 2004; Lane et al., 2011; and Neal et al., 2003). 

Though transition planning for students with disabilities has been a requirement for more 

than two decades, published research suggests that students with EBD are often not 

participants in this process, and that nearly three-fourths of transition plans did not 

include a course of study to achieve goals related to post-secondary endeavors (Wagner 

and Davis, 2006), data from the current study suggested otherwise. Quantitatively and 

qualitatively, data from this study indicated that transition planning was an area of 

strength, particularly in the areas of education and training specific to job skills, work 

experience, career guidance and exploration, and making connections to post-school 

settings. This focus on transition from one grade/setting to another is in alignment with 

what has been espoused by researchers in the field (e.g. Alberta, 2004; Boreson, 2006). 

Further, this process is also in alignment with what has been suggested by Scanlon 

(2013), as it facilitates the opportunity for students to demonstrate self-awareness of their 

interests, strengths, and needs, as they engage in the dialog associated with the transition 

process. This person-centered planning process is congruent with what has been 

suggested by National Center on Secondary Education and Transition (2004) and Kincaid 

(1996). Promising is the fact that the involvement of students in the transition process at 

the research site is contrary to what has been reported by other researchers (e.g. Wagner 

& Davis, 2006) who reported that although most students with EBD attend transition 
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meetings, approximately one-third of them did not participate in discussions/decisions 

about transition.  

Social Skills Training 

Consistently reported in the published research is the importance of social skills 

training (e.g. Caldarella & Merrell, 1997; Gresham et al., 2001; Kauffman, 2001; 

Simpson, 2011). This focus on social skills for students with EBD is because this 

population often has difficulties stemming from social skills deficits (e.g. Gresham et al., 

2001; Kauffman, 2001; Simpson, et al., 2001). Data from this study were in support of 

the importance of social skills training. Specifically, both student and staff participants 

indicated social skills training as a valued and embedded component of the school 

culture, and included regularly scheduled social/emotional learning seminars, day-to-day 

practices specific to PBIS and individual and group support of students' social/emotional 

needs.  

Data from this study indicated universal agreement among participants in regard 

to supporting the development and understanding of social skills training. In particular, 

staff participants referenced the importance of having a school-wide approach to teaching 

social skills to students, which included needs-based actions, based on student needs. 

Further, staff members described the importance of providing students with support and 

guidance to apply pro-social behaviors in different circumstances and in a variety of 

settings. These findings are consistent with how Neel et al. (2003) and Boreson (2006) 

identified as being important, in that social skills training is curriculum taught formally 
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and informally, based on the needs of students, and tied to feedback, and opportunities 

for generalization. 

Qualified and Committed Professionals 

Within the published literature, the existence of qualified and committed 

professionals who are experienced and knowledgeable was of the most salient of 

recommended programming elements for students with EBD (i.e. Alberta, 2004; 

Hendersen et al., 2005; Ingersoll, 2001; Kozleski et al., 2000; Simpson, et al., 2011). 

Researchers reporting on the findings of national studies specific to this area (i.e. 

Henderson et al., 2005) have shown that compared to teachers of students in other 

disability areas, teachers of students with EBD often are less likely to have Master’s 

degrees, have less years of experience teaching, less likely to be fully certified, and more 

likely to have emergency certification.  

The results of the current study indicated more favorable outcomes in all regards, 

as compared to what is reported in published research. Overall, for example, a large 

majority of staff participants in the current study had earned a Master's degree or higher. 

Of those working as instructional assistants, a large majority of them had earned a 

Bachelor's degree or higher, while those who were employed at the teacher-level or 

higher (teacher, behavior specialist, clinician/counselor, administrator), nearly all had 

earned a Master’s degree or higher. Further, without exception, all working at the 

teacher-level or higher also had acquired certification, with none of them having 

emergency certification. Additionally, this same group of participants had an average of 

13.2 years of experience working in the field.  
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Environmental Supports 

 In regard to the overall climate of the school, elements of environmental supports 

were evident qualitatively and quantitatively, and included such areas as classroom 

organization, resource availability, communication systems, preventative measures and 

interventions, and relationships with others (e.g. Alberta, 2004; Boreson, 2006; Dunlap et 

al., 2001; Neel et al., 2003; Simpson et al., 2011).  Specifically, the results of the staff 

version of the ESB provided many salient examples of positive school climate, as 

evidenced by a high or very high majority of the participants responding in the 

affirmative: appreciated by administrators; autonomy of teachers; input considered for 

change; processes to access resources; feedback from the principal; and a believe that 

they like their job more than others like their job, or a belief that no one likes their job as 

much as they do.  Additionally, there was unanimous consensus among students who 

were interviewed in regard to their affection for their teachers, and the principal, with a 

very high majority of them also reporting that they liked the behavior specialists and 

clinicians who worked with them. Additionally, these students reported a belief that their 

teachers cared about them and that there was an overall concern for the well-being of the 

students in the school. These are indicators of a strong feeling of school connectedness 

which is, according to Thapa (2013), one of the most important aspects of relationships in 

school, and found to second in importance, after family connectedness. 

Collaboration and Communication 

 In alignment with Leithwood and Steinback (1995), who reported on the 

importance of one form of communication and collaboration, in which stakeholders 
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having the opportunity to be involved in the decision-making process, the overwhelming 

majority of staff participants indicated that that communication and collaboration was a 

strong element of the school, and that their involvement in the decision-making process 

was encouraged and welcomed by the administration. 

Overall, as suggested by Dunlap et al. (2001), staff members identified many 

aspects of communication and collaboration as embedded within the school culture and 

day-to-day practices, including the coordinated sharing of resources, a feeling of mutual 

trust and respect among colleagues, shared goals, and consensus-based decision-making. 

These examples of strong processes of communication and collaboration likely help to 

facilitate an overall healthy school climate and students’ perceptions of safety, being 

treated fairly, and that teachers are supportive of them (e.g. Alberta, 2004; Dunlap et al., 

2001; Neal et al., 2003; Samdal et al., 1998; Simpson et al., 2011). Further, as advocated 

by many researchers (e.g. Alberta, 2004; Dunlap et al., Simpson et al., 2011), staff 

members’ responses to interview questions spoke to a culture in which communication 

with colleagues, students, and parents was embedded within the school and they 

identified the ways in which colleagues collaborated to support students’ success.  

Parent and Community Involvement 

 Though the importance of parental involvement in a child’s schooling, and the 

positive impact of that involvement on academics and emotional well-being is well 

documented (e.g. Christenson & Carlson, 2005; Hoagwood, Olin, Kerker, Kratochwill, 

Crowe, & Sake, 2007; Kohl, Lengua, & McMahon, 2000), the area of parental and 

community involvement was identified as an area of relative weakness at the research site 
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of the current study. Though the majority of staff participants indicated that activities and 

strategies were in place in the school to increase parental involvement, data also indicated 

a low level of parental involvement in areas such as helping to determine new school 

programs and serving as tutors in the classroom. Further, data indicated little influence of 

the PTA/PTO on school policies or practices. Factors such as distance from the school, 

lack of personal transportation, and family obligations were identified as obstacles to 

increased parental involvement in the school. Another potential obstacle identified 

parents’ past experiences with schools as being a contributor to low parental 

involvement/influence, which is in alignment with what other researchers (e.g. Wagner et 

al., 2005) have identified, as parents of students with EBD are less likely to volunteer at 

school and less likely to attend school events. 

Limitations 

The current study was a modified replication and extension of a study conducted 

by Quinn and Poirier (2006), the purpose of which included the identification of 

components of systems that effectively meet the diverse needs of children with 

disabilities for whom traditional school settings do not work. The primary purpose of this 

study was to identify and examine programming practices that are important for students 

with EBD. Secondary purposes were to identify the extent to which practices identified as 

important for students with EBD were in place at the research site, and to examine 

outcome data as they pertained to the academic and social/emotional growth of the 

students. There are several limitations to this study which may limit the extent to which 

the findings can be generalized to the overall population. These limitations include the 
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following: assessing program elements; small sample size; data sources, participants, and 

characteristics of students with EBD. 

Assessing program elements. Although growing consensus is noted among 

researchers in regard to programming elements known to support students with EBD, 

there exists little published literature in which there is an assessment as to the existence 

of these in programs and schools for students with EBD. There is also little published 

research specific to the efficacy of these elements when they are in place. Though the 

current study provides data specific to the programming elements at the research site 

which are in support of students with EBD, and the extent to which they are in place at 

the site, further research is needed in this regard to add to the existing information 

available. 

Small sample size. Second, the overall sample size of this study was relatively 

small. Although there were 81 participants in all, only 9 were included on the ARSSA, 

and 16 for the interviews. The participants generating this small sample were drawn from 

only one setting and were not randomly selected. Therefore, replication and extension of 

this type of study is warranted, in both inclusive and self-contained programs and 

schools.  

Data sources. Data gathered from the ARSSA was only from one source. The 

ARSSA allows participants to use direct observation, interviews, and archival data as 

sources of information; however, in the present study, participants provided programming 

assessment information based only on their perceptions, formed by experiences within 

the school setting. The participants for the ARSSA in the current study were selected 
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through a purposive process because such process assumes that the participants selected 

would provide information-rich, detailed and thorough responses, thereby giving the 

greatest insight into the perspectives of the participants (Maxwell, 2005; Patton, 2005). 

Further, because the ARSSA in this study was conducted without participants conducting 

observations and gathering data from other sources, participants’ assessment of essential 

programming elements may have been limited. Future researchers utilizing the ARSSA 

should consider including data gathered through observations and interviews, as well as 

archival data. 

Characteristics of participants. All of the 51 student participants in this study 

were placed at the research site because of significant emotional/behavioral needs; 64% 

had co-morbid disabilities (e.g. learning disabilities; other health impairments; autism) or 

were identified as having a primary disability other than an emotional/behavioral 

disorder. The significance of their emotional/behavioral needs, as well as the co-morbid 

disability areas is important for consideration when evaluating the results of this study. 

This conclusion is drawn because many factors can influence their emotional availability 

and stability at any given time. Further, many of the students had significant academic 

deficits. Although assistance was available when completing the ESB, it is unknown to 

what extent the emotional vulnerability and academic deficits impacted the information 

provided by the students.  

Educational Implications 

The current research study extends on the work of Quinn et al. (2006) by utilizing 

data within a public day school provided as part of the continuum of services offered by 



 

301 

 

the school district. By doing so, this study is the first of its kind to include an in-depth 

examination of programming elements existing within a public day school for students 

with EBD. 

The participants of the current study included an administrator, 

clinicians/counselors (psychologists, social workers, school counselor), behavior 

specialists, and instructional assistants, which was an extension of the work of Quinn et 

al., whose study included administrators, teachers, students, and parents. Including a 

wider sampling of staff members in this study facilitated a deeper understanding of the 

perspectives of key stakeholders within the public day school which was studied. 

Further, data collection and analysis from Quinn et al. (2006) was restricted to 

current perceptions of the participants of the study and historical data of students. The 

current study included data specific to the least restrictive environment (LRE) selected 

for students as they transitioned from the research site to ninth grade. By including data 

specific to placement when students transitioned to high school, a correlation can be 

made between the essential components and climate of the research site with the 

academic and social/emotional growth of students who attended the school. 

Conclusions 

As indicated by the National School Climate Council (2007) school climate 

reflects norms, goals, values, interpersonal relationships, teaching and learning practices, 

and organizational structures of the school. Clearly, the data from this study suggest 

reason for optimism for this vulnerable population of middle school students with EBD. 

Salient among the findings is the positive climate which exists within the research site. 
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As previously stated, school climate is critical in a number of ways, including social, 

emotional, intellectual and physical safety, positive youth development, mental health 

and healthy relationships, higher graduation rates, school connectedness and engagement, 

academic achievement, social, emotional and civic learning, teacher retention; and 

effective school reform (National School Climate Council).  

The positive academic and social/emotional outcome data yielded in this study is 

promising; particularly because the results are, in many ways, contrary to much of the 

published research, which indicates students with EBD in more restrictive settings are 

less likely to make progress in either area. Outcome data in this study indicate growth 

academically, as well as socially/emotionally.  

Without exception, staff participants spoke favorably and extensively as to the 

processes in place to prepare students for the transition to high school, as well as for life 

after high school. In particular, the work-based learning opportunities were highlighted 

by staff as being important to students day to day, but also as a way to provide them skills 

and preparation for the work force when they get older. Further, staff spoke about the in-

depth communication provided to teachers about students’ strengths/needs/interests –

when transitioning to the school as well as when transitioning from the school to high 

school. Likewise, they revealed a keen awareness of the importance of the transition 

process and preparedness for stability in life and the transition to high school. It was clear 

from the perspectives they shared that this was emphasized early on at the school and that 

they were provided many opportunities to be empowered through these opportunities. 
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This perspectives shared by staff and students was overwhelmingly positive in 

regard to transition processes as ways to prepare students for future school experiences as 

well as post-secondary  and life experiences. These processes are in alignment with what 

is recommended in published research in regard to developing a greater self-awareness 

and in preparing students for high school (Alberta, 2004; Boreson, 2006; Scanlon, 2013). 

It is also in alignment with the IDEA regulations in regard to preparation for life after 

high school (IDEA, 2007). 

Given the dismal statistics regarding school and post-secondary performance of 

students with EBD, it is both interesting and encouraging that 88% of the students in this 

study indicated they planned to pursue education beyond a high school diploma. Though 

the reasons for the students’ optimism and goals for their future, it is particularly 

encouraging, given the high drop-out rate for students with EBD. It is possible that a 

correlation could be made between the students’ forward thinking about their future and 

the processes and supports in place at the research site. Further research in this regard 

may shed more light on the matter and help us to better understand how to best provide 

the foundation of supports which will lead to improved results for this vulnerable 

population.  

Overall, the results of this study may provide future researchers with a starting 

point in regard to understanding the programming elements identified in the research as 

being helpful for students with EBD. Further, the insights and reflections conveyed in 

this study may guide researchers in designing future studies, the purpose of which will be 

to further articulate information specific to programming elements identified in the 
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research for students with EBD, as well as the extent to which the programming 

components are influencing students’ academic and social/emotional growth. Finally, 

further research is needed to include authentic assessment to determine the extent to 

which identified programming elements are effective for students with EBD. 
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Appendix A: ESB(m): Students 

 

THE EFFECTIVE SCHOOL BATTERY (MODIFIED): STUDENTS 
 

The Effective School Battery is a survey that asks you about you and your school. We want to know 

how you feel about your school, yourself, and your activities.  

We need your honest answers to the questions in this survey. We want to find out what it is like to 

go to your school. We also want to find out what students in your school think and do. There are no 

wrong answers. This is not a test.  
 

ABOUT YOU 

1. Are you: 
o female 
o male 

2. How old were you on your last birthday? 
o 11 years or younger 
o 12 years 
o 13 years 
o 14 years 
o 15 years 

3. How do you describe yourself? 
o White  
o Black 
o Hispanic 
o Multi-Racial 
o Asian 
o Middle Eastern 
o Other 

4. What grade are you in? 
o 7

th 
o 8

th 

5. What team are you on? 
o Team 7-1 
o Team 7-2 
o Team 7-3 
o Team 8-1 
o Team 8-2 
o Team 8-3 

6. How satisfied are you with the way you are doing in school? 
o very satisfied 
o somewhat satisfied  
o somewhat dissatisfied 
o very dissatisfied 
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7. Compared to other students, how hard do you work in this school? 
o much harder 
o harder 
o less hard 
o much less hard 

8. How do most other students in this school see you? 
 

o a good student      
o a disruptive student 
o a hard worker 

very 
___ 
___ 
___ 

somewhat 
___ 
___ 
___ 

not at all 
___ 
___ 
___ 

9. How much education do you plan to pursue? 
o less than high school graduation 
o high school graduation 
o vocational, trade, or business school after high school 
o less than two years of college 
o finish a two-year college degree 
o finish a four- or five-year college degree or more 

HOW DO YOU SPEND YOUR TIME? 

10. How true are the following statements? 
 

 

 
o I turn in my homework on time. 
o My schoolwork is messy. 
o I don’t bother with homework or class assignments. 
o If I receive a lot of homework, I try to finish all of 

it. 

nearly  
always  

true 
___ 
___ 
___ 
___ 

 
some-

times 
___ 
___ 
___ 
___ 

nearly 

always 

false 
___ 
___ 
___ 
___ 

YOUR FRIENDS 

11. Are the following questions mostly true or mostly false about your friends? 
 

o Most of my friends think getting good grades is important. 
o Most of my friends don’t like school. 
o My friends often try to get me to do things the teacher doesn’t like. 

yes 
___ 
___ 
___ 

no 
___ 
___ 
___ 
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12. Please think of your best friend in this school. As far as you know, are the 

following statements true or false about him or her? 
 

o Is interested in school. 
o Attends classes regularly. 
o Plans to go to college. 
o Belongs in a gang. 
o Gets in trouble with the police. 

yes 
___ 
___ 
___ 
___ 
___ 

no 
___ 
___ 
___ 
___ 
___ 

13. How many of your friends have been picked up by the police?   

o don’t know 
o none 
o one 
o some  
o ? 
o all 

 

  

YOUR SCHOOL 

14. How often is your school like this? 
                                             almost                                                                         

always 
a. Students are treated with dignity and respect.                  ___ 
b. Everyone knows what the school rules are.                    ___ 
c. The school rules are fair.                                 ___ 

d. The consequences for breaking school rules are consistent.___ 
e. Students can get an unfair rule or decision changed.           ___ 

some- 

times 
___ 
___ 
___ 
___ 
___ 

almost 

never 
___ 
___ 
___ 
___ 
___ 

15. Do you mostly agree or disagree with the following statements about Jefferson 

School? 
 

a. Students have little say in how this school is run. 

b. Teachers sometimes change lesson plans because of student 

suggestions. 
c. The teachers and principal at Jefferson School make plans to solve 

problems. 

d. This school hardly every tries anything new. 
e. Students are seldom asked to help solve a problem the school is 

having. 

f. The principal is fair. 
g. The principal runs the school with fair and consistent rules. 

agree 
___ 
___ 

___ 

___ 

___ 

___ 
___ 

 

disagree 
___ 
___ 

___ 

___ 

___ 

___ 
___ 
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16. Are the following statements mostly true or mostly false about this school? 

 

a. The teachers let students know what they expect of them. 
b. The principal lets students know what she expects from them. 
c. Students have helped to make the school rules. 
d. It is hard to change the way things are done in this school. 

 

 

true 
___ 
___ 
___ 
___ 

false 
___ 
___ 
___ 
___ 

17. How often does the following happen to you at this school? 

 

 

a. Teachers say nice things about my work. 

 
often 
___ 

some- 
times 
___ 

hardly 

ever 
___ 

18. In the last quarter, have any of these things happened to you at this school? 

 

a. Did you get to do something special as a reward? 

b. Were you sent out of class as a consequence for misbehavior? 
c. Did you have a lunch detention or after-school detention because 

of your behavior? 
d. Did you get an extra assignment as punishment? 

e. Did you win an award or prize because of your work in school? 
f. Was your grade lowered on an assignment as punishment? 
g. Did you help win an award or prize for your team because of 

your work in school? 

yes 
___ 
___ 
___ 

___ 
___ 
___ 
___ 

no 
___ 
___ 
___ 

___ 
___ 
___ 
___ 

19. How much of the time is Jefferson School like this? 
 

 

a. Teachers treat student with respect and dignity. 
b. Teachers do things that make students feel “put down”. 

almost  
always 

___ 
___ 

some- 
times 
___ 
___ 

almost 
never 
___ 
___ 

20. How important is each of the following to you? 
 

 

a. What teachers think about you. 
b. The grade you get in school. 

very 
important 

___ 
___ 

fairly 
important 

___ 
___ 

not 
important 

___ 
___ 

21. The following questions are about how you feel about Jefferson School. How do 

you feel about each of the following? 
 

a. This school. 
b. The principal. 

c. The classes you are taking. 
d. The teachers. 
e. The behavior specialists. 
f. The clinicians/counselors. 

don’t like 
___ 
___ 
___ 
___ 
___ 
___ 

like 
___ 
___ 
___ 
___ 
___ 
___ 
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22. Do you mostly agree or mostly disagree with the following statements? 
 

a. I have a lot of respect for my teachers.  
b. Teachers here care about the students. 
c. I feel like I belong in this school. 
d. This school makes me like to learn. 

agree 
___ 
___ 
___ 
___ 

disagree 
___ 
___ 
___ 
___ 

23. Do you usually stay away from any of the following places because someone might 

hurt or bother you there? 
 

a. Entrances to the school. 
b. Any hallways or stairs in the school. 
c. Any school restrooms. 

d. Other places inside the school building. 
e. Other places on school grounds 

yes 
___ 
___ 
___ 
___ 
___ 

no 
___ 
___ 
___ 
___ 
___ 

24. Within the last quarter while at Jefferson School, have you: 

 

a. Had to fight to protect yourself? 
b. Seen a teacher threatened by a student? 

c. Seen a teacher hit or attacked by a student? 
d. Been suspended from school? 

yes 
___ 
___ 
___ 
___ 

no 
___ 
___ 
___ 
___ 

25. The following questions ask about how often do you feel safe in the school and on 

the way to school. 
 

a. How often do you feel safe at this school? 
b. How often are you afraid that someone will hurt or bother 

you at school? 
c. How often are you afraid that someone will hurt or bother 

you on the bus? 

almost  
always 

___ 
___ 
___ 

some- 
times 
___ 
___ 
___ 

almost 
never 
___ 
___ 
___ 

 

WHAT DO YOU THINK? 

26. Do you think these statements are mostly true or mostly false? 
 

a. I am the kind of person who will always be able to make it if I try. 
b. I do not have much to lose by causing trouble in school. 
c. My teachers think that I am a slow learner. 
d. I do not mind breaking the rules, that’s just the kind of person I am. 

e. I am not the kind of person you’d expect to get in trouble with the law. 

true 
___ 
___ 
___ 
___ 
___ 

false 
___ 
___ 
___ 
___ 
___ 

27. What do you think about the following statements? Are they mostly true or 

mostly false? 
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a. It is all right to get around the law if you can. 
b. I have never disliked anyone. 
c. People who leave things around deserve it if their things get taken. 

d. I feel no one really cares much about what happens to me. 
e. I have a clear picture of what I am like as a person. 
f. It is easy to get along with nasty people. 
g. I often feel awkward and out of place. 
h. I have read several whole books every day. 
i. I sometimes get angry. 

j. I know how to get along with teachers. 
k. Sometimes I think I am no good at all. 
l. If I want to, I can explain things well. 

m. I like to have fun. 

true 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

false 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

28. Here are some more things people think different ways about. Do you think they 

are mostly true or mostly false? 
 

a. I find it easy to talk with all kinds of people. 
b. My friends regard me as a person with good sense. 
c. Taking things from stores doesn’t hurt anyone. 

d. I feel I do not have much to be proud of. 
e. It is okay to take advantage of people. 
f. In classes, I am learning the things I need to know. 
g. These days I get the feeling that I’m not just a part of things. 
h. I like myself. 

true 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

false 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

 

THANK YOU FOR YOUR HELP! 

29. I am willing to participate in a follow-up interview if asked. 
o yes 
o no 
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Appendix B: ESB(m) -Students: Explanation of Modifications 

 

 



 

313 

 

Appendix C: ESB(m): Staff 

 

THE EFFECTIVE SCHOOL BATTERY (MODIFIED): STAFF 

The Effective School Battery is a survey that asks you about you and your school. We want to 

know how you feel about your school, yourself, and your activities. This survey is part of a school 

climate assessment –a way of learning about a school’s climate and about the feelings and 

characteristics of people who work in and go to the school. We want to find out what it is like to go 

to your school. 

1. Are you? 
o male 
o female 

2. How do you describe yourself? 
o White 
o Black 
o Hispanic 
o Multi-Racial 
o Asian 
o Middle Eastern 
o Other  

3. What is the highest level of education which you have completed? 
o less than a Bachelor’s degree 
o Bachelor’s degree 
o Bachelor’s degree plus coursework 
o Master’s degree 
o Master’s degree plus coursework 
o doctoral degree 

4. What is your current position in the school? 
o instructional assistant 
o teacher 
o behavior specialist 
o clinician/counselor 

5. How many years of experience do you have in this type of position? 
o less than 5 years 
o 5 – 9 years 
o 10 – 15 years 
o more than 15 years 

6. How much influence on school policies/practices does the PTA/PTO have? 
o none or no PTA/PTO 
o weak 
o strong 
o very strong 
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7. How often do the following occur in your school? 
o Parents help to decide about new school 

programs. 
o Parents volunteer to serve as tutors/aides in 

classes. 
o Community involvement is sought in 

developing the school’s goals. 

 
often 
___ 
___ 
___ 

 
sometimes 

___ 
___ 
___ 

 
seldom 

___ 
___ 
___ 

8. Are the following statements mostly true or mostly false? 

 

 

 
o I often change my lesson plans based on 

student suggestions. 
o When a student misbehaves in my class, I 

sometimes lower his/her grade. 
o Any student who really tries can get a 

satisfactory grade in my class. 
o The students in my class cannot be expected 

to do well academically. 
 

 
true 

___ 

___ 

___ 

___ 
 

 
false 

 

___ 

___ 

___ 

___ 

not 

applicable 

to me 

___ 

___ 

___ 

___ 
 

 

RESOURCES 

 

  
strongly  

agree 
 

agree  
somewhat 

disagree 

somewhat 
strongly 

disagree 

9. The school supplies me with the material  
and equipment I need for work. 

10. The school building has the space and  
physical arrangements needed to conduct  
the kinds of programs we need. 

11. The school’s learning program extends to 

settings beyond the school building for  
most students. 

12. Simple non-time-consuming procedures  
exist for the acquisition and use of  
resources. 

13. Teachers and students are able to get the 

instructional materials they need at the 

time they are needed. 

___ 
 

 
___ 

 

___ 
 

 
___ 

 

___ 
 

___ 
 

 
___ 

 

___ 
 

 
___ 

 

___ 

 

___ 
 

 
___ 

 

___ 
 

 
___ 

 

___ 

 

___ 
 

 
___ 

 

___ 
 

 
___ 

 

___ 
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14. How well do you like your job? 
o I hate it. 
o I don’t like it. 
o I like it. 
o I love it. 

15. How much of the time do you feel satisfied with your job? 
o All of the time. 
o Most of the time. 
o Some of the time. 
o Almost never. 

16. How much do you think you like your job compared to other people? 
o No one likes his or her job better than I like mine. 
o I like my job better than most people like theirs. 
o I like my job about as well as most people like theirs. 
o I dislike my job much more than most people like theirs. 

17. How often do you work on a planning/initiative team with other teachers or 

administrators from your school? 
o Several times a month 
o About once a month 
o Less than once a month 

18. How often do you attend professional development courses that are a half a day or 

more in length? 
o Several times a quarter 
o About once a quarter 
o Less than once a quarter 

19. How much in-service training have you had in each of these areas in the last 12 

months? 

 

 

 

a. Teaching methods or 

curriculum content 
b. Interpersonal or intergroup 

relations 

 

 

 

 

 

 

 

 

 

 

 

 

 
none 
___ 

___ 

about 

half a 

day 
___ 

___ 

 
1-2 

days 
___ 

___ 

 
3-4 

days 
___ 

___ 

 
5-6 

days 
___ 

___ 

 
7-8 

days 
___ 

___ 

 
9-10 

days 
___ 

___ 

11 or 

more 

days 
___ 

___ 

20. In some school years, a teacher learns a lot about education, while in other years a 

teacher doesn’t learn much. This year, have you learned much about: 
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a. new materials, new kinds of texts, supplementary 

materials? 

b. theories of teaching reading? 
c. effective methods of maintaining discipline? 
d. how to handle disruptive students? 
e. how to better deal with heterogeneous classes? 

yes 
___ 

___ 
___ 
___ 
___ 

 

 

no 
___ 

___ 
___ 
___ 
___ 

 

 
INTERACTION WITH STUDENTS 

21. in the past quarter, have any students come to you to ask your advice on some 

problems they were having outside of class? 
o No. 
o Yes, one did. 
o Yes, two did. 
o Yes, more than one did. 

22. How often do you engage in the following activities with students? 
 

 

 

 

a. Provide academic support during lunch or after 

school. 
b. Work with students on extracurricular activities. 
c. Take students on field trips. 

d. Go to games, dances, or other student activities. 
e. Discuss students’ personal problems with them. 

 

about 

once a 

quarter 

 

___ 

 

___ 

___ 

___ 

___ 

 

 

several 

times a 

quarter 

 

___ 

 

___ 

___ 

___ 

___ 

 

 

 

 

weekly 

 

___ 

 

___ 

___ 

___ 

___ 

more 

than 

once 

per 

week 

___ 

 

___ 

___ 

___ 

___ 
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SCHOOL RULES AND DISCIPLINE 

23. Teachers and their students work together to make rules governing behavior in 

the classroom. 
o strongly disagree 
o disagree 
o agree 
o strongly agree 

24. Everyone knows what the school rules are. 
o strongly disagree 
o disagree 
o agree 
o strongly agree 

25. Students can get an unfair school rule changed. 
o strongly disagree 
o disagree 
o agree 
o strongly agree 

26. Students helm to make school rules. 
o strongly disagree 
o disagree 
o agree 
o strongly agree 

27. The school has a written polity that covers most discipline problems. 
o strongly disagree 
o disagree 
o agree 
o strongly agree 

28. Guidelines for handling discipline are followed by both teachers and 

administrators in this school. 
o strongly disagree 
o disagree 
o agree 
o strongly agree 

29. In your dealings with misbehaving students, how often do you lower their grades 

if the conduct is repeated? 
o very seldom 
o seldom 
o often 
o very often 
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HOW DIFFERENT GROUPS GET ALONG 

30. In your opinion, how well do the following groups get along at your school? 

 

 

a. students of different races 
b. students of different nationalities 
c. teachers and administrators 

d. teachers and instructional assistants 
e. teachers/instructional assistants and 

clinicians/ counselors 
f. teachers/instructional assistants and behavior 

specialists 
g. parents and teachers 

 

not  
well 
___ 
___ 
___ 
___ 

___ 

___ 

___ 

fairly  
well 
___ 
___ 
___ 
___ 

___ 

___ 

___ 

very  
well 
___ 
___ 
___ 
___ 

___ 

___ 

___ 

does not 

apply 
___ 
___ 
___ 
___ 

___ 

___ 

___ 

STUDENT CHARACTERISTICS 

31. Of the students you teach, what percentage would you say are of low ability? 
o less than 10% 
o 10 – 25% 
o 26 – 50% 
o 51 – 75% 
o more than 75% 

32. Of the students you teach, what percentage have behavior problems? 
o less than 10% 
o 10 – 25% 
o 26 – 50% 
o 51 – 75% 
o more than 75% 
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PERSONAL SAFETY 

33. In your opinion, how much of a problem are vandalism, personal attacks, and 

theft in your school? 
o none or almost none 
o a little 
o some 
o fairly much 
o very much 

34. How much of your time in the classroom is directed to disruptive behavior? 
o none of my time 
o some time each day 
o about half of my time 
o most of my time 

35. How much does the behavior of some students in your classroom (talking, 

fighting, etc.) keep you from teaching? 
o a great deal 
o a fair amount 
o not very much at all  
o not at all 

36. Since the school year started this year, how many times did you hesitate to 

confront misbehaving students for fear of your own safety? 
o never 
o once or twice 
o a few times 
o many times 
o nearly all the time 

 

37. In the past quarter, have any of the following happened to you personally in this 

school? 

  

a. damage to personal property worth less than $10.00 

b. damage to personal property worth more than $10.00 
c. theft of personal property worth less than $10.00 
d. theft of personal property worth more than $10.00 
e. was physically attacked and had to see a doctor 
f. was physically attacked but not seriously enough to see a 

doctor 
g. received obscene remarks or gestures from a student 
h. was threatened in remarks by a student 
i. had a weapon pulled on me 

yes 
___ 
___ 
___ 
___ 
___ 

___ 

___ 
___ 
___ 

 

no 
___ 
___ 
___ 
___ 
___ 

___ 

___ 
___ 
___ 
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38. At your school during school hours, how safe from vandalism, personal attacks, 

and theft is each of the following places? 

 

 

 

a. your classroom while teaching 
b. empty classrooms 
c. hallways and stairs 
d. the cafeteria 
e. the restrooms used by students 

f. locker room or gym 
g. parking lot 
h. reflection rooms 

 
very 

unsafe 
___ 

___ 

___ 

___ 

___ 

___ 

___ 

____ 

___ 

___ 

___ 

___ 

___ 

___ 

___ 

__ 

 
fairly 
unsafe 

___ 

___ 

___ 

___ 

___ 

___ 

___ 

 

 

 
average 

___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

 
fairly 
safe 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

 
very 
safe 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

does 
 not 

apply 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

SCHOOL CLIMATE 

39. Are the following statements mostly true or mostly false about your school? 

 

a. Administrators and teachers collaborate toward making the 

school run effectively. 

b. There is little administrator-teacher tension in this school. 
c. Our principal is a good representative of our school before 

the superintendent and the board. 
d. The principal encourages experimentation in teaching. 
e. Teacher evaluation is used in improving teacher performance. 

f. The principal is aware of and lets staff members and students 

know when they have done something particularly well. 
g. Teachers or students can arrange to deviate from the 

prescribed program of the school. 

h. Teachers feel free to communicate with the principal. 
i. The administration is supportive of teachers. 
j. It is hard to change established procedures here. 
k. Students here don’t really care about the school. 

l. Our problems in this school are so big that it is unrealistic to 

expect teachers to make much of a dent in them. 
m. Parents and the community are receptive to new ideas. 

true 
___ 

___ 

___ 

___ 
___ 
___ 
___ 

___ 
___ 

___ 

___ 

___ 

___ 

___ 

 

 

 

 

false 
___ 

___ 

___ 

___ 
___ 
___ 
___ 

___ 
___ 

___ 

___ 

___ 

___ 

___ 

 

 

40. How do you feel about the following statements? 
 

a. I feel my ideas are listened to and used in this school. 
b. I want to continue working with the kind of students I have 

now. 

 

 

 

true 
___ 
___ 

 

false 
___ 
___ 
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41. Are the following statements mostly true or mostly false about the principal of 

your school? 

a. fair 
b. firm 
c. informal 

d. open to staff input 
e. permissive 
f. planful 
g. progressive 
h. strict 

1. tough 

  

42. Please indicate which of the following descriptors are mostly true of the staff 

members of Jefferson School and which are mostly false about the staff members 

of this school. 

 

a. apathetic 
b. cohesive 
c. conservative 
d. enthusiastic 

e. frustrated 
f. innovative 
g. open to change 
h. satisfied 
i. tense 

j. traditional 
k. unappreciated 

true 
___ 

___ 

___ 

___ 

___ 

___ 

___ 

___ 

___ 

___ 

 

false 
___ 

___ 

___ 

___ 

___ 

___ 

___ 

___ 

___ 

___ 

 

  

 
43. I am willing to participate in a follow-up interview if asked. 

o yes 
o no 

 

 

 

 



 

322 

 

Appendix D: ESB(m) -Staff: Explanation of Modifications 
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Appendix E: ARSSA(m) 

 

AT-RISK STUDENT SERVICES ASSESSMENT 

The At-Risk Student Services Assessment (ARSSA) is used to define the extent to which 

evidence-based practices for at-risk students in a school program are well implemented. 

Thank you for your time and attention to this assessment; your feedback is greatly 

appreciated 

1. Program Feature: Whole School Discipline 

 
o The School’s mission statement and expectations are clearly 

defined for all staff and students. 
o There are systems in place to teach expectations to students. 
o There are systems in place to teach expectations to staff members. 
o There are systems in place to reward expected behaviors. 
o There are systems in place to respond to violations of expectations. 
o There is a written crisis plan distributed to all students and staff 

members. 
o There is a crisis intervention team in place. 
o Positive law enforcement is present in the school. 
o There are systems in place for monitoring discipline data. 
o There is a school-wide behavior support team in place. 
o There is a whole-School discipline action plan in place. 
o Regular meetings are scheduled. 
o There are adequate resources allocated to support the program. 

not in 

place 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

in 

progress 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

in 
place 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

2. Program Feature: Personnel and Administration 

 
o Job descriptions promote flexible teaching roles. 
o Job descriptions delineate position specific responsibilities  
o Coaching and training are available to administrators, program 

staff, teachers, volunteers, and related service personnel and 

personnel are provided at least annual training in Positive 

Behavioral Support. 
o Coaching and training are available to administrators, program 

staff, teachers, volunteers, and related service personnel and 

personnel are provided at least annual training in positive behavior 

assessment 
o Coaching and training are available to administrators, program 

staff, volunteers, and related service personnel, and personnel are 

provided at least annual training in crisis intervention. 
o Coaching and training are available to administrators, program 

staff, teachers, volunteers, and related service personnel and 

personnel are provided at least annual training in service 

coordination. 

not in 

place 
___ 
___ 

 
___ 

 
___ 

 
___ 

 
___ 

 
___ 
___ 

in 
progress 

___ 
___ 

 
___ 

 
___ 

 
___ 

 
___ 

 
___ 
___ 

in 
place 
___ 
___ 

 
___ 

 
___ 

 
___ 

 
___ 

 
___ 
___ 



 

324 

 

o Coaching and training are available to administrators, program 

staff, teachers, volunteers, and related service personnel and 

personnel are provided at least annual training in active learning / 

instructional strategies. 
o Personnel are provided annual performance evaluations. 
o Monthly staff meetings are scheduled and held. 

3. Program Feature: Screening and Referral 
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o All students are screened via the IEP process. 
o Student profiles provide information regarding internalizing and 

externalizing adjustment problems. 
o Student profiles provide information about the reasons students are 

attending the school. 
o Student profiles provide information about previous placement. 
o Student profiles provide information about current services 

designated on the IEP and outside services as appropriate. 
o Student profiles provide information about the studen’s medical or 

other archival data. 
o Student profiles provide information about the student’s academic, 

behavior, and service coordination. 
o Student profiles provide information about the student’s strengths 

and interests. 
o Student profiles provide information about the student’s academic 

levels. 
o Student profiles provide information about the student’s class 

schedule. 
o Student profiles provide information about the student’s social 

skills needs with adults and peers. 
o Student profiles provide information about the student’s life skills 

assessment. 
o Student profiles provide information about the student’s vocational 

assessment (if needed). 
o Student profiles provide information about the student’s functional 

behavioral assessment (if needed). 
o Student profiles provide information about the student’s service 

coordination needs. 
o Student profiles provide information about the student’s case notes. 

not in 

place 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

 

in 
progress 

___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

 

in 
place 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

4. Program Feature: Service Coordination 

 
o The school has a defined system for communicating with parents 

and community agencies for transition and program planning. 
o Parents are informed of transition procedures and of resources 

available to help with the transition process. 
o A written plan is developed to support the movement of a student 

from one school setting to another. 
o Sending and receiving teams collaborate to share information and 

to develop the student’s transition plan. 

not in 

place 
___ 
___ 
___ 
___ 
___ 
___ 

 

in 
progress 

___ 
___ 
___ 
___ 
___ 
___ 

 

in 
place 
___ 
___ 
___ 
___ 
___ 
___ 
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o All stakeholders receive information on preparation for transition, 

program planning, and potential behavior emergencies. 
o Alternative and regular education teachers collaborate to share 

information and to build a support plan for students in regular 

environments. 
o Wrap-around service coordination is in place. 

___ 
___ 

___ 
___ 

___ 
___ 

5. Program Feature: Classroom Management_ 

 
o Teachers move around the room while teaching. 
o Teachers use a variety of teaching techniques (modeling, lecture, 

Q & A, small group, practice and review). 
o Physical space is set up to allow for safe movement. 
o Teachers’ desks are in appropriate locations (view class, allow for 

student interaction). 
o Behavioral expectations are posted in the classroom. 
o Supplies are accessible. 
o Routines are clearly outlined. 
o Procedures for noncompliance are in place and clearly outlined. 

not in 

place 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

in 
progress 

___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

in 
place 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

6. Program Feature: Behavior and Support 

 
o Programs are in place to increase attendance. 
o Verbal praise and appreciation is given. 
o Teachers make eye contact with students. 
o Teachers verbalize expectations for student behavior. 
o Teachers use non-verbal signals to redirect students while teaching. 
o Transition times are brief and structured. 
o Staff state expectations and consequences before beginning 

lessons, and repeat throughout. 
o Staff tell students when expectations are not being met. 
o Staff implement consequences as outlined when earned. 

not in 

place 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

in 
progress 

___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

in 
place 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

7. Program Feature: Instruction 

 
o Low student-staff ratio (10:1 or less). 
o Each student has a personal schedule that reflects identified 

learning and social goals. 
o Each student has a balanced schedule of activities to include 

academic, social skills, leisure, and vocational  
o Each student participates in a variety of different instructional 

activities to include individual, seatwork, group discussion, and 

group activities. 
o Students are provided support and feedback for using positive 

social skills and behavioral choices in regular school settings. 
o The curriculum is outcome-based and content reflects needs 

identified by assessment information. 

not in 

place 
___ 
___ 
___ 

 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

in 
progress 

___ 
___ 
___ 

 
___ 
___ 
___ 
___ 
___ 
___ 
___ 

in 
place 
___ 
___ 
___ 

 
___ 
___ 
___ 
___ 
___ 
___ 
___ 
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o Curriculum modifications or adaptations support the instructional 

needs of targeted students. 
o Instructional lessons are based on formal lesson plans or written 

instructional programs. 
o Objective data collection systems are in place. 
o Instructional programs are modified if the student has two 

consecutive days of little or no improvement. 
o Curriculum includes social skills training. 
o Curriculum includes study skills training. 

___ 
___ 

___ 
___ 

___ 
___ 

8. Program Feature: School and Work-Based Learning 

 
o School-to-work components include career guidance and 

exploration. 
o School-to-work components include job skills training (work tasks 

and social skills). 
o School-to-work components include community service 

opportunities. 
o School-to-work components include application/resume/interview 

skills training. 
o School-to-work components include work experience. 
o School-to-work components provide curriculum relevant to post-

school employment and education, including technical, social, and 

life skills opportunities. 
o School-to-work components assist students in making connections 

with post-school settings. 

not in 

place 
___ 
___ 
___ 
___ 
___ 

 
___ 
___ 

in 
progress 

___ 
___ 
___ 
___ 
___ 

 
___ 
___ 

in 
place 
___ 
___ 
___ 
___ 
___ 

 
___ 
___ 

9. Program Feature: Mentoring and Adult Involvement 

 
o Students are assigned a school-based mentor. 
o Schedule reflects time to meet with the mentor. 
o Mentors meet or communicate with other involved adults at least 

weekly (teacher, parent, and administrator). 
o Involved adults meet with student on a regular basis (at least 

weekly). 
o School activities and strategies are in place to increase parent 

involvement in school. 

not in 

place 
___ 
___ 
___ 
___ 
___ 

in 
progress 

___ 
___ 
___ 
___ 
___ 

in 
place 
___ 
___ 
___ 
___ 
___ 

10. Program Feature: Program Outcomes 

 
o Data is available specific to criminal and behavioral recidivism 

both in the program and upon returning to sending school. 
o Data is available to assess sustained academic improvement. 
o Data is available to assess attendance. 
o Data is available to assess promotion rates. 
o Data is available to assess students’ success in returning to sending 

school as measured by longevity. 

not in 

place 
___ 
___ 
___ 
___ 
___ 
___ 

in 
progress 

___ 
___ 
___ 
___ 
___ 
___ 

in 
place 
___ 
___ 
___ 
___ 
___ 
___ 
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Appendix F: ARSSA(m): Explanation of Modifications 

 

Screening and Referral  

SR 1 All students are regularly screened 

for initial program eligibility 

All students are screened via the IEP 

process. 

SR 2 Screening tools identify youth with 

internalizing and externalizing 

adjustment problems. 

Student profiles provide information 

regarding internalizing and 

externalizing adjustment problems. 

SR 3 Intake forms provide information 

about student reasons for attending. 

Student profiles provide information 

about reasons for the student 

attending the school. 

SR 4 Intake forms provide information 

about the previous placements. 

Student profiles provide information 

about the previous placements. 

SR 5 Intake forms provide information 

about current services and contact 

people. 

Student profiles provide information 

about current services designated on 

the IEP, and outside services as 

appropriate. 

SR 6 Intake forms provide information 

about medical or other archival data. 

Student profiles provide information 

about the student’s medical or other 

archival data. 

SR 7 Intake forms provide information on 

academic, behavior, and services 

coordination within thirty days of 

placement. 

Student profiles provide information 

about the student’s academic, 

behavior, and service coordination 

upon student arrival. 

SR 8 Intake forms provide information on 

student’s academic levels. 

Student profiles provide information 

about student’s academic levels. 

SR 9 Intake forms provide information 

about the student’s class schedule. 

Student profiles provide information 

about the student’s class schedule. 

SR 10 Intake forms provide information 

about the student’s social skills needs 

with adults and peers. 

Student profiles provide information 

about the student’s social skills needs 

with adults and peers. 

SR 11 Intake forms provide information 

about the student’s life skills 

assessment 

Student profiles provide information 

about the student’s life skills 

assessment. 

SR 12 Intake forms provide information 

about the student’s vocational 

assessment, if needed 

Student profiles provide information 

about the student’s vocational 

assessment, if needed. 

SR 13 Intake forms provide information 

about the student’s functional 

Student profiles provide information 

about the student’s functional 

behavior assessment, if needed. 
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behavior assessment, if needed 

SR 14 Intake forms provide information 

about service coordination. 

Student profiles provide information 

about service coordination. 

SR 15 Intake forms provide information 

from case notes. 

Student profiles provide additional 

information about the student. 

Service Coordination  

SC 6 Alternative and regular education 

teachers collaborate to share 

information and to build a support 

plan for students in regular 

environments. 

All stakeholders collaborate to share 

information and prepare students for 

a less restrictive setting. 

Program Outcomes  

PO 1 A tracking or checklist system is 

used to monitor program recidivism. 

Data is available specific to criminal 

and behavioral recidivism, both in 

the program and upon returning to 

sending school. 

PO 2 A tracking or checklist system is 

used to monitor criminal and 

behavioral recidivism.  

(PO 1 and PO 2 were combined into 

one -see above) 

PO 3 A tracking or checklist system is 

available to assess sustained 

academic improvement. 

Data is available to assess sustained 

academic improvement. 

PO 4 A tracking or checklist system is 

available to assess attendance. 

Data is available to assess 

attendance. 

PO 5 A tracking or checklist system is 

available to assess graduation rates. 

Data is available to assess promotion 

rates. 

PO 6 A tracking or checklist system is 

available to assess the success and 

return to sending school. 

Data is available to assess student 

success to sending school or less 

restrictive environment. 
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Appendix G: Principal’s Letter of Support 

  
 

 

                    

                                                                                                                                                                                                     

May 19, 2012 

 

 

To Whom It May Concern: 

This letter is offered in support of Latif Abdulalim, who has designed a dissertation 

research study as part of the requirements for the doctoral program at George 

Mason University. The purpose of Mr. Abdulalim’s study is to identify and 

examine the essential components in place in a public day school for students with 

emotional and behavioral disorders; identify the extent to which evidence-based 

practices are in place; and to examine outcome data as they pertain to the academic 

and social/emotional growth of students. Mr. Abdulalim is proposing to conduct 

his research at Jefferson School. Having read the proposal in its entirety, as his 

identified FCPS sponsor, I am in full support of his request and I embrace the 

opportunity to provide guidance and supervision as needed.  

 

Sincerely, 

 

 

 

XXXX  XXXX, Ph.D.  

Principal, Jefferson School 
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Appendix H: Email to Parents of Potential Student Participants 

 
Dear Parents: 

In addition to my work as an assistant principal at Jefferson School, I am also a doctoral student at 

George Mason University. The culminating requirement of the doctoral program is the design of a 

research study which integrates various educational disciplines with knowledge of educational practice 

and theory. I have designed the dissertation and am now ready to conduct the research. The purpose of 

my research study is to identify and examine the essential components in place in public day school 

(Jefferson School) supporting students who experience emotional and/or behavioral difficulties. A 

secondary purpose of this study is to identify the extent to which evidence-based practices are in place, 

and to examine outcome data as they pertain to the academic and social/emotional growth of students. 

I anticipate that the results of this study will be used to add to the existing body of publish research as 

to how best support students receiving special education services due to emotional and/or behavioral 

needs. 

 

For the next part of my dissertation work, data will be gathered and analyzed through the processes 

of online surveys, interviews, and archival data collection. The study will include approximately 81 

participants, including 31 school staff members and at least 50 students. Student participants will be 

asked to complete an online survey designed to measure the school’s strengths and weaknesses, and 

the perceptions and attitudes of students. The survey which will be completed by students includes 

29 multiple choice and true-false statements for response. For any student needing assistance with 

the survey, an adult will be present, able to read items as needed and/or provide any other assistance 

necessary. In addition to the online survey, a total of four students will be asked to participate in a 

follow-up interview, designed to provide me with an opportunity to learn more about students’ 

perceptions about the concepts presented within the survey. It is anticipated that no more than 20 

minutes will be required for the completion of the online survey, and 30 minutes for the follow-up 

interview. Survey and interviews will be completed during non-academic time, so that students’ 

learning time is not compromised.  

 

Attached is the parental Informed Consent form, which further explains this research study/process. 

If you agree to allow your child to participate, please sign and date the Informed Consent form and 

return it to me at your earliest convenience. Once I receive your approval, I will meet with your child 

to explain the process and seek agreement in participation, using the Informed Assent form, which is 

also included with this letter. If you should have any questions or concerns, please do not hesitate to 

contact me (703-426-7300); labdulalim@fcps.edu). 

 

Sincerely, 

 

 

 

Latif Abdulalim 

Assistant Principal 

 

 

Cc: Dr. XXXX  XXXX 

Principal 

mailto:labdulalim@fcps.edu
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Appendix I: Student Informed Assent 

 

An Exploration of a Public Day School for Students 

with Emotional and Behavioral Disorders 

 

 

RESEARCH PROCEDURES 

This research study is being conducted to identify the procedures and practices which 

exist in your school which are helpful and support the academic, social, and emotional 

growth of students.  

 

If you agree to participate, you will be asked to complete an online survey which includes 

29 questions. It is anticipated that the survey will require 20 minutes of your time to 

complete. An adult will be available to assist you with reading of the survey items, or 

provide you with additional assistance as needed. While it is understood that no computer 

transmission can be perfectly secure, reasonable efforts will be made to protect the 

confidentiality of your transmission. 

 

If you agree to participate, you may be one of four students selected to participate in a 

follow-up interview with Mr. Abdulalim. The purpose of the follow-up interview will be 

to gather more specific details regarding your experiences and opinions. The follow-up 

interview will take approximately 30 minutes to complete.  

 

RISKS 

There are no foreseeable risks for participants in this study. The tasks employed, the 

timelines, and instructional situations are frequently found in schools. 

 

BENEFITS 

There is no benefit to you and nothing bad will happen to you if you do or don't take part in 

this project. 

 

CONFIDENTIALITY 

All the information will be confidential. Special codes will be used so that no one can 

identify your personal information or the information you provide on the survey or 

follow-up interview. No one else will be able to see this information. 

 

PARTICIPATION 

Your participation is voluntary, and you are not required to participate in this study.  

 

CONTACT 

I am conducting this study because I am a student at George Mason University. You may 

ask me questions at any time if you have questions or concerns about the study. My 
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faculty advisor is Dr. Margo Mastropieri and her phone number is 703.993.4136. The 

George Mason University Office of Research Subject Protections knows all about our 

research. You can call them at 703-993-4121 if you have any questions about being a part 

of this research. 

 

This research has been reviewed according to George Mason University procedures 

governing your participation in this research. 

 

CONSENT 

I have read this form and agree to participate in this study. 

 

 

______________________________________            _________________________ 

  Signature        Date of Signature 
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Appendix J: Parent Informed Consent 

 

An Exploration of a Public Day School for Students 

with Emotional and Behavioral Disorders 

 

RESEARCH PROCEDURES 

This research is being conducted to identify and examine the essential components in 

place in a public day school supporting students who experience emotional and/or 

behavioral difficulties. A secondary purpose of this study is to identify the extent to 

which evidence-based practices are in place, and to examine outcome data as they pertain 

to the academic and social/emotional growth of students. To do this, data will be gathered 

and analyzed through the processes of online surveys, interviews, and archival data 

collection.  

 

This study will include approximately 81 participants, including 31 school staff members 

and at least 50 students. Student participants will be asked to complete an online survey 

designed to measure a school’s strengths and weaknesses and the perceptions and 

attitudes of students and staff. The survey includes 29 statements for response. It is 

anticipated that the time required for the completion of the survey is approximately 20 

minutes. In addition select student participants (n = 4) will be selected for a follow-up 

interview, designed to provide participants an opportunity to expand upon the concepts 

addressed within the surveys. It is anticipated that each follow-up will be completed 

within 30 minutes. While it is understood that no computer transmission can be perfectly 

secure, reasonable efforts will be made to protect the confidentiality of your transmission. 

 

RISKS 

There are no foreseeable risks for participants in this study. The tasks employed, the 

timelines, and instructional situations are frequently found in schools. 

 

BENEFITS 

There are no benefits to you as a participant other than to further research in regard to 

best practice in the programming and support of students with emotional/behavioral 

disabilities.  

 

CONFIDENTIALITY 

There will be no personally identifiable information used as part of this study. Each 

participant will be assigned a pseudo name that will be used to track all of the data. Data 

from the online survey will be assigned a pseudo name and then inputted into Statistical 

Package for Social Sciences (SPSS). Once the data has been collected and scored, the list 

of names will be destroyed; no names will be used in any reports or subsequent 

discussion of the study. The following safeguards will be in place to protect 

confidentiality: (1) your child’s name will not be included on the surveys and other 
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collected data; (2) a pseudo name will be placed on the survey and other collected data; 

(3) through the use of the pseudo name, the researcher will be able to link the survey to 

your child’s identity; and (4) only the researcher will have access to the identification 

key. 

 

PARTICIPATION 

Your child’s is voluntary. Your child may withdraw from the study at any time and for 

any reason. If your child decides not to participate or to withdraw from the study, there is 

no penalty or loss of benefits to which your child is otherwise entitled.  

 

CONTACT 

This study is being conducted by Latif Abdulalim (of the College of Education and 

Human Development) at George Mason University. He may be reached at 703-426-7300 

for questions or to report a research-related problem. Dr. Margo Mastropieri, university 

professor at GMU, is the faculty member supervising this study. She may be reached at 

703-993-4136. You may contact the George Mason University Office of Research 

Subject Protections at 703-993-4121 if you have questions or comments regarding your 

rights as a participant in the research. 

 

This research has been reviewed according to George Mason University procedures 

governing your participation in this research. 

 

CONSENT 

I have read this form and agree to allow my child to participate in this study. 

 

 

______________________________________            _________________________ 

  Signature        Date of Signature 
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Appendix K: Email to Staff 

 

From: Abdulalim, Latif 

Sent: Wednesday, June 20, 2012 5:59 PM 

Cc: Abdulalim, Latif; XXXX  XXXX. 

Subject: Dissertation Research (Effective Schools Battery) 

 

Dear Staff: 

As many of you already know, I am at the final stage of the doctoral program at George 

Mason University. I have defended my research proposal and am now proceeding with 

the dissertation research process. The primary purpose of my dissertation is to identify 

and examine the essential components in place in a public day school (Jefferson School) 

for students with emotional and behavioral disorders. The secondary purpose of the study 

is to identify the extent to which evidence-based practices are in place, and to examine 

archival data as they pertain to the academic and social/emotional needs of students. The 

study is a replication and extension of a national study conducted in 2006.  

  

You are receiving this email because you have been selected as a potential participant 

who will be asked to complete an online survey. You may also be selected as a potential 

participant to complete a second survey, focused on different elements of the school. 

Whether selected for one survey or both, there is no personally identifiable information 

included in the survey, so you may feel comfortable answering honestly. Attached is a 

letter which fully explains the survey process. After you read the letter, if you are willing 

to participate, please read the Staff Informed Consent Form (also attached). If you agree 

to participate in the study, please sign and date the consent form and return it to me at 

your earliest convenience via US mail, email, or in person. If you have any questions, 

please feel free to call me. Should you decide to complete the survey, you may do so by 

going to the following web link: http://www.surveymonkey.com/s/L5L77DS. 

  

Thank you for your consideration of involvement in this. If you choose to participate, I 

am requesting that you complete the survey at your convenience, but within the next 

week.  

  

Thank you, 

  

Latif 

http://www.surveymonkey.com/s/L5L77DS
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Appendix L: Letter to Staff 

 
June 20, 2012 

 

Dear Colleagues: 

In addition to my work as an assistant principal at Jefferson School, I am also a doctoral student at 

George Mason University. The culminating requirement of the doctoral program is the design of a 

research study which integrates various educational disciplines with knowledge of educational practice 

and theory. I have designed the dissertation and am now ready to conduct the research. The purpose of 

my research study is to identify and examine the essential components in place in public day school 

(Jefferson School) supporting students who experience emotional and/or behavioral difficulties. A 

secondary purpose of this study is to identify the extent to which evidence-based practices are in place, 

and to examine outcome data as they pertain to the academic and social/emotional growth of students. I 

anticipate that the results of this study will be used to add to the existing body of publish research as to 

how best support students receiving special education services due to emotional and/or behavioral needs. 

 

For the next part of my dissertation work, data will be gathered and analyzed through the processes of 

online surveys, interviews, and archival data collection. The study will include approximately 81 

participants, including 31 school staff members and at least 50 students. All staff participants will be 

asked to complete an online survey designed to measure the school’s strengths and weaknesses, and the 

perceptions and attitudes of students and staff. The survey which will be completed by staff includes 43 

multiple choice and true-false statements for response. Select staff will also be asked to complete a 

second survey, used to define the extent to which evidence-based practices for at-risk students in a 

school program are well implemented with 92 items. Finally, 11 staff members will be asked to 

participate in a follow-up interview, designed to provide me with an opportunity to learn more about 

students’ perceptions about the concepts presented within the surveys. It is anticipated that no more than 

20 minutes will be required for the completion of the online survey, and 30 minutes for the follow-up 

interview. It is estimated that this survey will take approximately twenty minutes to complete. If you are 

asked to complete the Effective School Battery and the At Risk Student Services Survey it is estimated 

that completing both surveys will take approximately thirty-five minutes. Surveys will be completed at 

the staff members’ convenience, within a one-week window of time. Interviews will be conducted before 

or after school, at a mutually agreeable time. 

 

Attached is the staff Informed Consent form, which further explains this research study/process. If you 

agree to participate, please sign and date the form and return it to me at your earliest convenience. If you 

should have any questions or concerns, please do not hesitate to let me know. 

 

Sincerely, 

 

 

 

Latif Abdulalim 

Assistant Principal 

 

 

Cc: Dr. XXXX  XXXX, Principal 
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Appendix M: Staff Informed Consent 

 

An Exploration of a Public Day School for Students  

with Emotional and Behavioral Disorders 

 

RESEARCH PROCEDURES 

This research study is being conducted to identify and examine the essential components 

in place in a public day school for students with emotional and behavioral disabilities. A 

secondary purpose of this study is to identify the extent to which evidence-based 

practices are in place, and to examine outcome data as they pertain to the academic and 

social/emotional growth of students. To do this, data will be gathered and analyzed 

through the processes of online surveys, interviews, and archival data collection.  

This study will include approximately 81 participants, including 31 school staff members 

and at least 50 students. All staff participants will be asked to complete an online survey 

designed to measure a school’s strengths and weaknesses and the perceptions and 

attitudes of staff. Select staff members (n = 9) will be asked to complete an additional 

online survey which will be used to define the extent to which evidence-based practices 

are well implemented within the school. It is anticipated that the time required for the 

completion of each survey is approximately 20 minutes. Finally, select staff participants 

(n = 11) will be selected for a follow-up interview, designed to provide participants an 

opportunity to expand upon the concepts addressed within the surveys. It is anticipated 

that each follow-up interview will be completed within 30 minutes. While it is 

understood that no computer transmission can be perfectly secure, reasonable efforts will 

be made to protect the confidentiality of your transmission. 

 

RISKS 

There are no foreseeable risks for participants in this study. The tasks employed, the 

timelines, and instructional situations are frequently found in schools. 

 

BENEFITS 

There are no benefits to you as a participant other than to further research in regard to 

best practice in the programming and support of students with emotional/behavioral 

disabilities.  

 

CONFIDENTIALITY 

There will be no personally identifiable information used as part of this study. Each 

participant will be assigned a pseudo name that will be used to track all of the data. Data 

from the online survey will be assigned a pseudo name and then inputted into Statistical 

Package for Social Sciences (SPSS). Once the data has been collected and scored, the list 

of names will be destroyed; no names will be used in any reports or subsequent 

discussion of the study. The following safeguards will be in place to protect 

confidentiality: (1) your name will not be included on the surveys and other collected 
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data; (2) a pseudo name will be placed on the survey and other collected data; (3) through 

the use of the pseudo name, the researcher will be able to link your survey to your 

identity; and (4) only the researcher will have access to the identification key. 

 

PARTICIPATION 

Your participation is voluntary, and you may withdraw from the study at any time and for 

any reason. If you decide not to participate or if you withdraw from the study, there is no 

penalty or loss of benefits to which you are otherwise entitled.  

 

CONTACT 

This study is being conducted by Latif Abdulalim (of the College of Education and 

Human Development) at George Mason University. He may be reached at 703-426-7300 

for questions or to report a research-related problem. Dr. Margo Mastropieri, university 

professor at GMU, is the faculty member supervising this study. She may be reached at 

703-993-4136. You may contact the George Mason University Office of Research 

Subject Protections at 703-993-4121 if you have questions or comments regarding your 

rights as a participant in the research. 

 

This research has been reviewed according to George Mason University procedures 

governing your participation in this research. 

 

CONSENT 

I have read this form and agree to participate in this study. 

 

 

______________________________________            _________________________ 

  Signature     Date of Signature 

 

 

 

  

  

  



 

340 

 

Appendix N: Follow-Up Interview Questions: Staff 

 

1. How does this school facilitate the academic growth of students?  

2. How does this school facilitate social/emotional learning of students?  

3. How are pro-social/desired behavior s taught in this school? What are some things 

that work well? 

4. How are inappropriate behaviors dealt with in this school?  

5. How does staff prepare students for the transition to their next school? 

6. How are positive relationships facilitated and fostered in this school? 

7. How are communication and collaboration fostered in this school? 

8. How has professional development in this school served to increase in your capacity 

as an educator?  

9. In what ways are support and guidance provided by colleagues and administrators in 

this school? 

10. How is the involvement of parents facilitated at this school? 
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Appendix O: Follow-Up Interview Questions: Student 

 

1. How are students made to feel comfortable in this school? Is this different than what 

you experienced in previous schools? If so, how? 

2. How do students learn the rules of this school? Are staff members’ responses 

consistent when rules are broken? 

3. How do staff members at this school show that they care about the students who 

come here? 

4. How do school staff respond to inappropriate student behavior? Which responses are 

most effective in addressing the behavior and why? 

5. What systems or procedures are in place to ensure the school is safe? Is there 

anything specific that is done to help make sure staff and students are safe? 

6. What kinds of things do teachers and other staff members do to ensure that students 

learn? Are there any particular strategies or routines used that you feel are the most 

helpful in learning? 

7. As a student in this school how have you grown socially and emotionally? 

8. From your perspective, what systems are in place in this school to reinforce positive 

student behavior? Which do you believe to be the most effective, and why? 

9. How do staff in this school help to prepare students for a successful transition to 

their next school?  

10. How were you supported by staff and peers in this school?  
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