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Abstract

Although there is increasing awareness of policy decisions contributing to disproportionality
in exclusionary practices, few studies have empirically examined common elements of
discipline policies across the nation. We utilized a methodological review and the Checklist
for Analyzing Discipline Policies and Procedures for Equity (CADPPE) to examine the extent
to which current policies reflect recommendations from research regarding best practices for
encouraging appropriate behaviors and preventing undesired behaviors, as well as correlations
between those policies and exclusionary disciplinary outcomes for all students of color and
students of color with disabilities. Data came from 147 district discipline policies and
disciplinary outcomes (i.e., suspension and expulsion) from all 50 U.S. states and the District
of Columbia. The analyses indicated the majority of policies do not include most of the
research-based recommendations for preventing the overuse of exclusionary practices.
Furthermore, there was no correlation found between CADPPE ratings and the risk ratios for
exclusionary discipline for students of color and students of color with disabilities.
Implications for policy development and implementation and limitations are provided.
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Need for Coordinated Intervention

School-aged children and youth in the United States may face a number of
environmental risk factors , such as high rates of crime, drug use, and pov-
erty (Jenson, 2010). These risk factors have led to a significant public health
issue due to high prevalence rates, early onset, and impact of mental health
disorders among children and youth (Perou et al., 2013). As many as one in
five children and youth have reported significant mental health concerns
(e.g., anxiety, depression) in a given year (Perou et al.,, 2013). In 2011, mental
health disorders were included among the five most costly conditions to
address in children (Soni, 2011).

Despite recent increases in the availability of community mental health
services, most children and youth do not receive them (Merikangas et al.,
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2011). In addition, there are significant racial, ethnic, and socioeconomic
disparities in access to mental health services. Racially and ethnically diverse
students are less likely to receive services than white children (Pires, Grimes,
Allen, Gilmer, & Mahadevan, 2013). Around 13% of racially and ethnically
diverse children receive mental health services, compared to 31% of white
children (Pires et al., 2013). Black children in the child welfare system have
less access to counseling than their white peers also in the welfare system
(Wells, Hillemeier, Bai, & Belue, 2009). Despite the costliness of the condi-
tions and increased services, the current mental health service delivery model
has been insufficient in meeting the needs of children and youth (Pires et al.,
2013). Consequently, the lack of an effective service delivery model presents
barriers to identifying children and youth with and at-risk for mental health
disorders (Green, McKenzie, & Stormont, 2018) and pro- viding needed
supportts.

Research has demonstrated that many students and educators report feel- ing
unsafe at school (e.g., Gregory, Cornell, & Fan, 2012). These feelings of physical
and emotional vulnerability are due in part to school climate (Thapa, Cohen,
Guffey, & Higgins-D’Alessandro, 2013). In response to school vio- lence, gang
violence, and bullying in schools, educators, policy makers, and researchers alike
have increasingly advocated for improving school safety. However, efforts to
improve school safety have largely focused on reactionary and punitive
approaches, such as installing metal detectors, hiring school resource officers in
place of counselors, and adopting zero tolerance policies. Many of these
approaches have mixed reports of effectiveness, whereas oth- ers (e.g., zero
tolerance policies) have proven to be ineffective in reducing school violence and
increase discipline disparities among racially and ethni- cally diverse students and
their white peers (Skiba et al., 2014). Research has established that positive and
preventative practices are effective models to reduce safety issues and produce
more supportive environments for students and teachers (Osher, Dwyer,
Jimerson, & Brown, 2012; Thapa et al., 2013).

In accordance with Bronfenbrenner’s (1979) social ecological model, effec-
tive school discipline practices should target individual, relational (e.g., peers,
teachers, administrators), community, and societal factors to address overall
school climate and increase safety in schools (Thapa et al., 2013). Likewise,
the National School Climate Council (NSCC; 2007) identifies four essential
characteristics of positive school climate: (1) safety, (2) relation- ships, (3)
teaching and learning, and (4) institutional environment. The NSCC (2007)
defines positive school climate as follows:

A sustainable, positive school climate fosters youth development and
learning necessary for a productive, contributing and satisfying life in a
democratic society. This climate includes norms, values and expectations

Osher_Keeping Students Safe and Helping_V2.indb 259 @ 30/01/19 8:59 PM



258 Keeping Students Safe and Helping Them Thrive

that support people feeling socially, emotionally and physically safe. People
are engaged and respected. Students, families and educators work together
to develop, live and contribute to a shared school vision. Educa- tors model
and nurture attitudes that emphasize the benefits and satisfac- tion gained
from learning. Fach person contributes to the operations of the school and
the care of the physical environment. (p. 4)

Mental health is critical to student success. An abundance of research has
demonstrated that school climate has great impact on a student’s mental
health (e.g., self-esteem, self-criticism, self-concept) and physical health while
affecting a wide range of educational outcomes (Payton, 2008; Way, Reddy,
& Rhodes, 2007). When educators work together to improve school climate,
students feel safer and experience healthy development, translating into
healthy adult relationships and the ability to function in and contribute to
society (Cohen, 2006; Devine & Cohen, 2007; NSCC, 2007).

The causes of maladaptive behavior in children and youth are complex
and multifaceted. Further, reducing the crime, violence, drug abuse, and
dropout associated with challenging behaviors of individuals with or at-risk
for mental health concerns can be difficult in schools. However, key protec-
tive factors (e.g., positive school climate, supportive adults, cognitive skills)
can help improve well-being for students, especially those with higher risk
factors, while steering them away from crime, drug use, and other negative
outcomes (Jenson, 2010). As such, given that students spend most their time
in schools, school personnel are increasingly being called upon to address
student mental health concerns. Currently, mental services for students with
mental health concerns are often limited, and what exists is often siloed and
fragmented (Swain-Bradway, Johnson, Eber, Barrett, & Weist, 2015). As a
result, educators can magnify the positive effects of their efforts by
implementing mental health interventions not as stand-alone efforts, but
rather within empirically sound frameworks that are positive, preventative,
and grounded in protective factors. By using coordinated and integrated
frameworks, educators can more effectively address the broader contexts
(e.g., effects of mental health concerns, teacher practices) associated with
developing or maintaining a positive school culture (McIntosh & Goodman,
2010).

The purpose of this chapter is twofold: first, to examine major schoolwide
models that can contribute to safety, wellness, and mental health; and sec-
ond, to provide suggestions as to ways these models can be aligned or inte-
grated, as well as the challenges to doing so. The models and approaches
discussed in this chapter include a focus on changing the ecology of the
school through using the schoolwide positive behavioral interventions and
supports (SWPBIS) framework to facilitate the process of social-emotional
learning (SEL).
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Challenges and Solutions to Implementing Practices in Schools

Schools are challenging environments for full and sustained implementa-
tion, for a range of reasons (Mclntosh et al., 2018). In the following section,
we describe potential batriers to schoolwide prevention implementation:
teacher turnover, intervention fatigue, low fidelity of implementation, limited
training and support, and uncoordinated interventions. In addition, we
include potential solutions related to these challenges.

Teacher Turnover

Currently, educators are leaving the profession at a high rate. Specifically,
10% of all teachers leave before the end of their first year, and between 40%
and 50% of educators leave the classroom within their first five years of
teaching (Ingersoll, 2012). High rates of teacher stress (Herman, Hickmon-
Rosa, & Reinke, 2018) contribute to increased staff turnover, creating a
revolving door that would appear to make schoolwide program implementa-
tion an uphill climb.

Teacher turnover can be addressed through team-based implementation.
Effective teaming is a critical variable that predicts whether a schoolwide
prevention model is sustainable (Coffey & Horner, 2012; Mclntosh et al.,
2018). Teaming involves attending trainings, creating materials to support
implementation, providing professional development, evaluating implemen-
tation, and meeting on a regular basis to evaluate schoolwide data (Lewis &
Sugai, 1999; Mathews, Mclntosh, Frank, & May, 2014; Newton, Horner,
Algozzine, Todd, & Algozzine, 2012). Implementing schoolwide prevention,
namely SWPBIS, may also lessen teacher burnout and increase levels of effi-
cacy, due to the visible effects on valued outcomes for teachers (Kelm &
Mclntosh, 2012; Ross, Romer, & Horner, 2012). This is a promising finding,
given the link between high teacher burnout and greater intentions to leave
the field (Goddard & Goddard, 2000).

Intervention Fatigue

In addition, schools experience an ongoing cycle of the introduction of
new interventions every few years, which can be time-consuming and costly
(Greenberg, Weissberg, & O’Brien, 2003). According to Greenberg and col-
leagues (2003), the frequent introduction of new initiatives is a common
problem, in which educators are inundated and overwhelmed by multiple,
pootly coordinated innovations, causing intervention fatigue, or resistance to
novel initiatives (Hume & Mclntosh, 2013; Kendziora & Osher, 20106). The
prospect of new initiatives can lead teachers to be pessimistic about feasibil-
ity of change (McIntosh & Goodman, 20106).
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Implementing any new framework or practice requires an investment in
time. Therefore, it is not surprising, that teachers report the lack of time as an
obstacle to implementation (Klingner, Ahwee, Pilonieta, & Menendez, 2003).
It is important for administrators to consider how to allocate (and protect)
time for teams to meet and work schoolwide prevention models. With that, a
systems-based approach (as recommended by Sugai & Horner, 2002) can
help integrate current school practices to maximize academic and social out-
comes, working smarter, not harder. Furthermore, the model is built around
a school’s goals, climate, and culture, rather than investing in a packaged
curriculum or product, leading to the allocation of time and resources for
school teams to build a comprehensive model while receiving faculty input
(Lane, Menzies, Ennis, & Bezdek, 2013). This input allows multiple stake-
holders to improve the development, evaluation, and modification of school-
wide prevention models.

Low Fidelity of Implementation

Complex interventions such as schoolwide prevention models contain
multiple components that make implementation more difficult compared to
simple interventions (Dusenbury, Brannigan, Falco, & Hansen, 2003). That
is, schoolwide prevention models incorporate multiple levels of interventions
(e.g., Tiers 1-3), across multiple domains (e.g., academic, social-behavioral,
mental health), grade levels, providers (e.g., general educators, special educa-
tors, interventionists), and settings (e.g., classrooms, hallways, cafeterias). As
a result, it can be difficult to implement interventions with fidelity, or as
intended by developers. Fidelity is vital to understanding student respon-
siveness and nonresponsiveness across all tiers of a schoolwide prevention
model. For example, if a student engages in challenging behavior, it is impor-
tant for educators to consider whether they have received a quality Tier 1
intervention prior to determining whether the student’s behavior warrants a
targeted intervention. In contrast, if an intervention was implemented with
fidelity and the student’s behavior does not respond, then the student may
need (a) a more intense intervention or (b) further evaluation (Bruhn &
Hirsch, 2017).

Professional development is one avenue to promote fidelity. Historically,
schools have provided professional development as stand-alone workshops.
However, isolated professional development sessions tend to have a minimal
effect on teacher knowledge or implementation of skills (Darling-Hammond,
Wei, Andree, Richardson, & Orphanos, 2009; Wei, Darling-Hammond, &
Adamson, 2010). Many education researchers emphasize a well-designed
professional development model must incorporate the following practices:
(a) collaborative effort to coordinate training, (b) explicit skills instruction,
(c) provision of learning opportunities to practice skills, and (d) feedback
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delivered through an established infrastructure (Ball & Cohen, 1999; Borko,
Koellner, Jacobs, & Seago, 2011; Wei et al., 2010). Ongoing technical assis-
tance and professional development requites thoughtful triangulation of data to
determine areas to strengthen. Together this helps teams coordinate train-
ings. It also helps teams allocate the limited resources to critical areas and
support effective coaching.

In addition, as one looks closer at increasing fidelity, administrator support
should be considered (Mathews et al., 2014). Within tiered systems, adminis-
trator support is perceived as one of the strongest factors related to sustain-
ability of schoolwide practices (Coffey & Horner, 2012; Mclntosh et al., 2014).
That is, administrators help facilitate the adoption of new practices, allocation
of resources, communication of expectations, as well as navigating changes
that may occur over time (Fixsen, Naoom, Blase, Friedman, & Wallace, 2005;
Mathews et al., 2014; Strickland-Cohen, McIntosh, & Horner, 2014).

Multitiered Systems of Support

Recent research demonstrates the effectiveness of implementing multiple
evidence-based interventions, specifically prevention programs, as part of a
unified system (Domitrovich et al., 2010; Ferrer-Wreder, Saint-Eloi, Domitro-
vich, Small, Caldwell, & Cleveland, 2010; Lonigan et al., 2015). Providing
multiple universal interventions can improve outcomes across multiple areas,
including social, emotional, and behavioral wellness (Domitrovich et al., 2010).
Additive, synergistic effects have been measured on integrated Head Start
instruction compared to traditional Head Start programming (Bierman et al.,
2008; Bierman et al., 2014; Nix, Bierman, Domitrovich, & Gill, 2013). Although
aligning and integrating several interventions introduces challenges in imple-
mentation fidelity, efforts to identify common underlying mechanisms of
change, creating flexible intervention approaches, and determining the appro-
priate dosage can both ease implementation of integrated prevention models
and increase effectiveness of the intervention (Domitrovich et al., 2010).

The use of multitiered systems of support (MTSS) has grown widely in the
last decade. These approaches most often deliver services through three tiers
of support: universal, targeted, and intensive (Sugai, Horner, & Lewis, 2009;
Tilly, 2008; Walker et al., 1996), in which the universal prevention level tar-
gets all students to optimize academic and social functioning and prevent
challenges. The targeted level focuses on use of additional evidence-based
practices for students who struggle but for whom highly individualized sup-
port is not necessary. The intensive level supports students with the most
significant needs, often through individualization. The driving principle
behind MTSS is that providing preventive supportt to all students occurs as a
first step because it is most efficient and effective, and it allows students with
additional needs to be provided supports without the cost of screening
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systems, danger of misidentification, and stigma of labeling (Fuchs, Mock,
Morgan, & Young, 2003; Walker et al., 19906). Over the years, multiple forms
of MTSS have been developed for implementation of academic and behavior
supports, with the most well-known MTSS frameworks being academic
Response to Intervention (RTI) and schoolwide positive behavioral interven-
tions and supports (SWPBIS). Because of its evidence base and widespread
adoption (over 25,000 schools; Center on PBIS), this chapter will focus on
SWPBIS as the MTSS framework for implementing other service delivery
models in an integrated approach.

SWPBIS is a framework for making schools more effective learning environ-
ments by establishing the social culture and behavior supports needed to
improve social and academic outcomes for all students (Sugai et al., 2000). In
addition to employing evidence-based practices that are organized and deliv-
ered within each tier of the model, SWPBIS includes careful integration of data
collection, practices, and teaming systems (Sugai, Fallon, & O’Keefe, 2012). A
wealth of empirical research conducted over the last 20 years documents the
positive effects of adequate implementation of SWPBIS on student academic
and behavior outcomes and on organizational health. Specifically, SWPBIS has
been associated with decreases in problem behavior referrals (Bradshaw,
Mitchell, & Leaf, 2010) and increases in academic achievement (Mclntosh,
Bennett, & Price, 2011), student social and emotional competencies (Bradshaw,
Waasdorp, & Leaf, 2012), and perceived school safety (Horner et al., 2009).

Using Schoolwide Positive Behavioral Interventions and Supports to
Implement Coordinated Interventions

As a three-tiered framework for prevention of challenging behavior, improv-
ing school climate, and making data-based decisions for students with unwanted
behavior, SWPBIS is an opportune vehicle to include coordinated interventions,
such as SEL programs, restorative practices, trauma-informed cate, and equity-
focused interventions (Barrett, Eber, McIntosh, Perales, & Romer, 2018). Two
primary approaches to including coordinated interventions within the SWPBIS
framework are alighment and integration (McIntosh & Goodman, 2016). These
approaches can be implemented at the universal level for schools that may
require additional universal intervention, or at the targeted level for schools that
require additional layers of intervention at the secondary tier.

Alignment

In the first approach, SWPBIS components are implemented (e.g., three to
five positively stated schoolwide expectations, teaching of schoolwide expec-
tations, and reinforcement system) and a separate, but linked, intervention is
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implemented alongside SWPBIS to address similar but distinct needs.
Aligned interventions that are well suited to complement SWPBIS are posi-
tive, preventative, proactive, and contribute to improved school climate.
Some examples of complementary interventions that can be aligned with
SWPBIS include SEL programs (to improve specific competencies), restor-
ative practices (to address peer conflicts), and equity-focused interventions
(to neutralize bias in teacher decision-making). These interventions should
serve a specific need of the school and can be implemented with educators
(e.g., bias-reduction interventions) or students (e.g., SEL curricula). These
interventions can be modified to fit the three-tiered logic of the foundational
SWPBIS framework. For example, interventions could be implemented uni-
versally with all students in a limited scope (e.g., weekly SEL lessons) and
modified to be implemented in a more targeted manner at the secondary tier
(e.g., additional small group SEL lessons), and coordinated with intensive,
individualized interventions at the tertiary level (e.g., teaching social-emo-
tional competencies as replacement behaviors within a behavior intervention
plan). Implementing several SWPBIS-aligned interventions requires careful
coordination, evaluation of implementation fidelity across SWPBIS and all
interventions, and additional resources. Given the need for more resources,
interventions should be added only when necessary, and educators should be
provided additional resources to implement SWPBIS and aligned interven-
tions with fidelity.

Integration

The second approach to coordinating implementation of interventions
with SWPBIS requires integrated models of prevention, which can address
varied and multiple areas of need. Two types of integration can be used to
improve efficiency and encourage a synergistic effect: (a) conceptual integra-
tion, and (b) component integration. Conceptual integration requires a spe-
cific evaluation of common concepts across multiple strategies and
interventions. For example, if trauma-informed care calls for classrooms to
be made more safe, positive, and predictable, teams can achieve these objec-
tives by implementing SWPBIS and providing brief professional develop-
ment on identifying students showing signs of traumatization. This approach
reduces the need for implementing separate interventions that may divide
teacher time. Similarly, SWPBIS does not dictate what consequences should
be assigned, so restorative practices, such as the use of a restorative chat
could be integrated into the SWPBIS framework as a response within the
graduated discipline system. In another example, SWPBIS requires explicit
teaching of specifically defined expectations across school settings. This con-
cept could be integrated with a universal SEL approach to improving student
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problem-solving and emotional regulation, tying together concepts across
domains.

Specific component integration involves carefully inspecting additional
interventions for core components that overlap with SWPBIS strategies or
other intervention components. For example, trauma-informed care or
equity-focused strategies could be added as a teacher component to SWPBIS
by providing teachers with strategies for understanding student contexts and
backgrounds in an effort to improve equitable and consistent teaching and
reinforcement of schoolwide expectations. Similarly, components from
restorative practices, such as daily proactive citcles, could be used by teach-
ers to revisit or practice schoolwide expectations identified as necessary by
discipline data. For example, schoolwide expectations could be reviewed
daily on the morning announcements, followed by brief, 15-minute home-
room circles that integrate discussions of schoolwide expectations and help
students solve problems and communicate effectively. In another example,
SWPBIS components could be integrated with a parent/caregiver training
program offered to all parents to improve consistency in proactive, positive
disciplinary practices and teaching at home.

A Process for Coordinating Interventions

Presented here ate five steps for coordinating interventions such as restor-
ative practices, SEL, and equity-focused interventions within an existing
SWPBIS framework: (1) determine the need for additional interventions,
(2) identify appropriately matched evidence-based interventions, (3) develop
a plan for cither aligning additional interventions or integrating intervention
components with SWPBIS, (4) provide educators with coordinated training
and coaching, and (5) implement using a team-based approach.

Step 1: Determine the need for additional interventions based on ecology or
student data. Rescarch regarding the effectiveness of SWPBIS in improv- ing
school climate and reducing challenging behavior is well-established (Lewis,
Mclntosh, Simonsen, Mitchell, & Hatton, 2017; Lewis, Jones, Horner, & Sugai,
2010). However, some schools or school districts may identify a need for
additional universal or targeted interventions that may be needed to enhance
the existing SWPBIS framework. To determine whether coordinated
interventions are necessary, schools should first assess implementation of
SWPBIS to determine whether it has been implemented with fidelity. Tools
such as the Tiered Fidelity Inventory (TFI; Algozzine et al., 2014) and the
Schoolwide Evaluation Tool (SET; Horner, Todd, Lewis-Palmer, Irvin,
Sugai, & Boland, 2004) provide a valid marker for implementation. If scores
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are below the fidelity criterion, improving implementation may improve out-
comes without additional modifications. If school teams are implementing
SWPBIS with fidelity, it may examine its data to find specific (e.g., peer conflict)
or general (e.g., student populations exposed to community violence) needs.
Data to be considered in the decision-making process include schoolwide disci-
plinary data (e.g., office discipline referrals, suspensions, alternative program
placement), attendance data (e.g., tardies, unexcused absences), schoolwide
behavioral and/or mental health screeners (e.g., Systematic Screening for Behav-
ior Disorders; Walker & Severson, 1992; Strengths and Difficulties Question-
naire, Goodman, 1997), and school climate and safety surveys (e.g., Georgia
School Climate Survey; Georgia Department of Education, La Salle, & Meyers,
2014]). Inspection of these data will help educators to determine the specific
need for additional, coordinated interventions. These data will also provide
baseline data from which ongoing progress monitoring data can be compared
to determine whether interventions have improved student outcomes.

Step 2: Identify appropriately matched evidence-based interventions.
After identifying the specific need for coordinated interventions within the
existing SWPBIS framework, educators should carefully assess options for
evidence-based interventions that address the identified need. Resources such
as the What Works Clearinghouse (https://ies.ed.gov/ncee/wwc/) can be used
to determine intervention effectiveness for specific programs and interventions
within categories that can be matched to the identified need. Once several
options for evidence-based interventions have been identified, educators should
determine the most useful intervention based on cost, fea- sibility of
implementation, ease of use and required training, and age or grade levels
for which the intervention was determined effective.

Step 3: Develop a plan for either aligning additional interventions or
integrating intervention components with SWPBIS. Next, careful plan-
ning is required to first determine whether the new intervention should be
aligned as a layered intervention with the existing SWPBIS framework or
whether concepts and components from the new intervention could be inte-
grated within the existing SWPBIS framework. After determining the appro-
priate approach for coordinating the new intervention, educators should
inspect the intervention training and implementation materials (e.g., lesson
plans, scripts) to identify commonalities and entry points for coordination
between SWPBIS and the new intervention. In many cases, a matrix of inter-
ventions, SWPBIS strategies, and the specific components of each may be
developed to explicitly determine the most efficient approach for coordinat-
ing interventions within the SWPBIS framework.
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Step 4: Provide educators with coordinated training and coaching. As
previously mentioned, implementation fidelity of any adopted strategies and
interventions (a) promotes the effectiveness of the intervention, (b) optimizes
the investment in the intervention, and (c) establishes a true lack of response
to intervention for students whose targeted behaviors do not improve. To
ensure that educators implement interventions with fidelity, it is necessary to
provide explicit, coordinated professional development with ongoing coach-
ing. Most newly adopted interventions require an initial training with mate-
rials and procedures followed by scaffolded coaching from a trained
specialist, with targeted ongoing booster sessions to remind teachers of the
core components, implementation procedures, and any new modifications or
adaptations since the initial training.

Step 5: Implement using a team-based approach. The final step to effect-
ively coordinating interventions within the existing SWPBIS framework is to
implement the new intervention through a data-driven school leadership
team. Teachers are required to provide differentiated instruction using mul-
tiple practices. Often, their instructional day also includes data collection,
committee meetings, and communication with school leadership and care-
givers. Specifically, teachers need to understand where the new intervention
fits within the existing framework, whether the new intervention is replac-
ing an existing intervention, the expectations for implementation, and a data-
based rationale for adopting the new intervention. Similarly, caregivers and
community members may also benefit from a description of new inter-
ventions. The efforts can be coordinated and communicated by a single
school leadership team, such as an existing SWPBIS leadership team serving
a new, integrated role. Importantly, this team should include school leaders,
those who have been trained to implement, and those in varying and affected
roles. For example, if the school counselor will be coaching teachers to
implement the new SEL lessons across grade levels, the implementation team
should include the counselor and a representative from each grade. Other
beneficial team members include parent liaisons, social workers, behavior
specialists, SWPBIS coaches, school psychologists, and instructional spe-
cialists. The team should meet regularly to evaluate implementation fidelity
across teachers and data-based decision-making to determine intervention
effectiveness.

Integrating SWPBIS and SEL

Integrating SWPBIS and SEL approaches can address the limitations of
each while capitalizing on their strengths (Bradshaw, Bottiani, Osher, &
Sugai, 2014). A major contribution of the SWPBIS approach is providing
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system-based strategies for managing student behavior, and the major con-
tribution of the SEL approach is providing support and direct teaching of
social-emotional competencies for self-discipline. Implementing both
together can maximize student outcomes (Barrett et al., 2018; Osher, Bear,
Sprague, & Doyle, 2010; Osher et al., 2008).

There are a few examples of effective integration of SWPBIS and SEL, with
nearly all focusing on Tier 1 in the MTSS framework. One of the earliest
SWPBIS studies evaluated the integration of SWPBIS and Second Step, a
widely used SEL program (Sprague et al., 2001), in elementary and middle
schools. A quasi-experimental and qualitative research design was used to
compare the one-year effects of the intervention. The treatment schools
implemented a schoolwide discipline plan based on the SWPBIS approach in
addition to the Second Step violence prevention curriculum (Grossman et al.,
1997) for one year. Treatment schools showed greater reductions in office
discipline referrals.

Other studies have focused on classroom rather than schoolwide integra-
tion. Cook and colleagues (2015) conducted a quasi-experimental study in
which they assessed the effects of an SEL Curriculum called Strong Kids
(Merrell, Carrizales, Feuerborn, Gueldner, & Tran, 2007), Class-Wide PBIS
(CWPBIS), and SEL. This study suggested that the combination of SEL and
CWPBIS was effective for decreasing both externalizing (i.e. disruptive
behaviors) and internalizing (i.e. depression, anxiety) behavior patterns of
students. This is in comparison to CWPBIS alone, which was effective for
reducing externalizing behaviors and only slightly effective for reducing
internalizing behaviors, and SEL, which was effective for reducing external-
izing behaviors and moderately effective for reducing internalizing behaviors.

A Case Study of Integrated Multitiered Systems of Support

The following case study provides a real-world example of integrated sys-
tems. Hast Oakland Pride Elementary (EOP) is a school of 355 students
located in one of the most impoverished neighborhoods in Oakland, Califor-
nia. Seventy percent of its students are Latino/a/x, and 23% are African
American. Academically, roughly 85% of EOP students were performing
below grade level in math and English language arts (ELLA) in 2016-2017. It
has had four principals in the past seven years and a teacher turnover rate of
65%, with only one-third of its teachers returning after three years. Regard-
ing the school’s surrounding community, 42% of residents were born outside
of the United States. Property values are lower than 71% of California neigh-
borhoods, and median household income is $38,871, with 96% of students
at EOP eligible for free and reduced lunch. Neighborhood crime rates
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reflected intensive risk, with almost a 1 in 70 chance of becoming a victim of
violent crime, as compared to 1 in 255 in California as a whole.

Leadership and Teaming

In 2016, things began changing at EOP when Michelle Grant was hired as
the principal. To her credit, Principal Grant has developed a core team that is
both loyal and skilled. Her Tier 2 Team (called Coordination of Services Team
or COST) meets regularly and is staffed by a diverse team, including a com-
munity school manager, mental health clinician, after-school program man-
ager, special education teacher, restorative justice (R]) facilitator, family
advocate, and grade-level lead teachers. EOP was one of only a few of Oak-
land Unified School District’s (OUSD) 87 schools to achieve 100% comple-
tion of the Student Risk Screening Scale (SRSS; Drummond, 1994), a universal
screener for behavior, due to principal leadership and follow up. Principal
Grant, a former teacher and teacher leader at this school, brings social capital
and has built relational trust through a successful transition from classroom
teaching to site leadership. Respected by her former colleagues, her team
works well together, addressing significant challenges without losing hope.
This team has buoyancy and often laughs together, prompted by its leader.

Practices

Using the Tiered Fidelity Inventory to measure PBIS implementation, EOP
scored 77% fidelity at Tier 1 PBIS after two years. In addition to continued
teaching of its schoolwide expectations, this year their PBIS team focused on
strengthening its student acknowledgement systems. Their plan included
morning assemblies with the principal, as well as family and special awards
assemblies and events for improved attendance, academics, and behavior.

Professional development is grounded in R] practices, universal screening,
understanding the functions of student behavior, and implementing pre-
referral interventions for minor unwanted behaviors. Staffwide R] training
has been ongoing and has focused on restorative conversations and building
staff community. Site supportts include a full-time R] facilitator who, in addi-
tion to addressing and facilitating harm circles, provides R] classes during
teacher prep periods in efforts to provide each student weekly opportunities
for SEL in restorative circle format. R] circle practices at Tier 1 teach SEL as
well as build community among students and staff with the goal of embed-
ding OUSD’s adopted CASEL’s SEL standards within academic instruction.
EOP also implements Responsive Classroom, an evidence-based classroom
SEL program. The school uses R] as its approach in response to office disci-
pline referrals and when students experience interpersonal conflict.
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Data

EOP’s Coordination of Services Team reviews academic data as well as
attendance and discipline referrals for referred students. It also employs the
SRSS to identify students for early behavior intervention supports. The team
meets twice per month and invites teachers to attend to get consult on at risk
students. The team organizes interventions using an MTSS framework, with
examples that include a girls group, ELL pull-out groups for newcomer stu-
dents, and mental health counseling for students in need of individualized
intervention. Community partners are contracted to provide additional
behavior support using a push-in approach to classrooms (i.e., supporting
teachers in their implementation). Committed to ensuring equity, Principal
Grant is willing to try multiple interventions before referring students for
exclusionary discipline or special education eligibility determinations.

Outcomes

Student outcomes show considerable improvement over two years of inte-
grated MTSS systems. Effects over this time include a reduction in out-of-
school suspensions from 53 to 1 and a reduction in office discipline referrals
from over 1,000 to just 16. Chronic absences have decreased by almost five
percentage points. In addition, no students from EOP were referred for spe-
cial education determination for Emotional Disturbance in the past two years.
EOP represents an early adopter of Oakland’s efforts to align PBIS, RJ, and SEL
within an integrated MTSS framework, and these results provide an indication
of its promise.

Conclusion

This chapter examined the strengths and challenges of implementing
schoolwide models that can contribute to safety, wellness, and mental health,
and suggested ways that they can be aligned or integrated. The two major
approaches included SWPBIS and SEL, both of which are widely imple-
mented, and likely many schools are already integrating the two approaches
in some manner. SWPBIS provides an evidence-supported framework for
building a common vision, common language, and a set of explicit proced-
ures and systems for ensuring consistency in practice based on team- oriented
implementation and data-based decision-making. SEL curricula can
contribute evidence-based, developmentally appropriate teaching and sup-
port strategies for developing self-discipline and additional social and emo-
tional competencies. It is when these two approaches are well integrated that
schools are most likely to achieve the aims of improving academic
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achievement, reducing problem behavior, and promoting positive mental
health development for children and youth.
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