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DEDICATION

This research paper is about leadership andfiteeimces on culture. While | am
indebted to my family, friends, and colleaguestfair support, this project is dedicated
to my father, Paul Thomas Adams. Although my wavdse inadequate, the best
expressions of your influence in my professiorfal éire found in a letter | wrote to you a
couple of years ago on Father’s Day.

In my work as principal, much of what | do involMeadership. School
administrators must assume the responsibility ¥erghing that takes place in the
organization, and therefore, must be studentsaafdeship traits in order to develop their
own unique style and capacity to create environmgrat optimize success.

All of our experiences contribute to who we aredmemg, and | have made an
important connection to you in the area of leadersfihis connection takes me back to
your many years in the mill and my two years thes@ novice. Early on in your career
in the print room, you established yourself as smmeevhose work and expertise were
exemplary. Your consistent high quality performam@s recognized, and you were
promoted to a supervisory position to oversee thdyction of a very large department
in which the culminating purpose of the entire @pen of the mill took place. Your
supervisor told you one day, “Come to work tomoriawour street clothes...l want you

to work the line.” Among countless other thingsuyaught me the value of honoring,



supporting, and encouraging people where theyTdnis.lesson has impacted my
personal and professional life in positive ways.

There is a clear sense of your presence in medschs | “work the line” at my
school. | always say that if | could be even alspercentage of the man you are, | will
have made something of myself.

With more love and gratitude than | can express...
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ABSTRACT

This qualitative study investigated the naturéhefrelationship between principal
leadership and school culture within a school-widplementation of Professional Crisis
Management (PCM). PCM is a comprehensive and faiggrated system designed to
manage crisis situations effectively, safely, anithdignity. While designed primarily
to assist individuals in crisis situations, muctir@ system is comprised of non-physical
interventions in the form of crisis prevention s#@es and positive reinforcement that
were effective with students at all points on tkédwior continuum. Behavior Tools, the
companion course also based on behavior theoryintrasluced in the research site in
2012.

Participants included principals, teachers, arellmhavior interventionist from a
Title 1 public school district in the upstate ofu#lo Carolina. All participants held
certifications in one or both behavior managemgstesns and used the prevention, de-
escalation, crisis intervention, and post-crisiatsgies in their classrooms and schools.

The findings of this inquiry contributed to the lyoaf literature on the influence
of principal leadership and school culture and psaal that without extensive additional
training, specifically in behavior theory, educatarere ill-equipped to manage the
challenging behaviors in today’s changing sociéliie results confirmed that changing
adult behaviors by increasing the frequency oftpasengagements and reinforcement

and embracing a redemptive paradigm of behavigrsisgaand intervention that

Vil



preserved the dignity of each child contributediitgh trust, low stress environments that
stimulated social and academic success and cdesttigushift toward a more positive
school culture.

This inquiry was significant in the field of eddicen as it highlighted the need for
additional training in behavior theory for school@oyees, a shift away from a punitive
paradigm toward a more redemptive response to limhignat shaped positive school
cultures, and the need for district and state pohekers to consider the more
comprehensive systems of PCM and Behavior Toolseastate model for behavior

management and intervention.
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CHAPTER ONE
INTRODUCTION
PART I: NATURE AND SCOPE OF THE STUDY

“In many ways the school principal is the most imigont and influential

individual in any school. He or she is the persesponsible for all activities that

occur in and around the school building. It is phiecipal’s leadership that sets

the tone of the school, the climate for teachimgl tine level of professionalism
and morale of teachers and the degree of concembfat students may or may
not become. The principal is the main link betw#encommunity and the
school, and the way he or she performs in thisagpkargely determines the
attitudes of parents and students about the schibalschool is a vibrant,
innovative, child-centered place, if it has a repion for excellence in teaching, if
students are performing to the best of their ghibhe can almost always point to
the principal’s leadership as the key to succdds’S, Senate Committee Report,

1970, p. 56).

The topic of leadership has been contemplatea sintiquity. According to
Takala (1998), Plato was one of the most infli@rkiinkers on the subject of
leadership, and his ideas and themes continue &plecable in modern times. He saw
organizations as harmony-seeking entities and fshigteas the management of meaning

within those entities. For Plato, leadership was@al process in which effective leaders



possessed certain common attributes. Among thedauges were “charisma and a gift
of grace.” A modern translation of these wordsghool settings of today might be the
leader’s positive and caring presence, trust, idspad understanding.

The various theories of leadership that have exbtwer many years have been
grouped into eight major categories. The ‘great’htlaeory proposed that leaders are
born, not made, while the “trait theory” suggesteat individuals inherit or acquire
certain characteristics that make them more s@tablleaders. Proponents of the
contingency and situational theories assumed daaldrship decisions are based on the
environment or situation. Participative leaders ungput from constituents in a shared
governance approach. Management theory or traosattheory utilizes rewards and
punishments, whereas, relationship or transformatieaders motivate and inspire
followers toward productivity and success basetherstrength of their relationships and
trust. Behavior theory holds that leaders are lamchthat individuals could learn to
become leaders through observation and instruction.

Research has been conducted that combined tresgethin the development of
a comprehensive set of responsibilities, behaviaves, or attributes of effective school
leadership (Maxwell, 2007; Schmoker, 2006; KouzeBd&ner, 2002, 2010; Cotton,
2003; Marzano, Walters, & McNulty, 2005). CottardaMarzano established
statistically significant correlations between pipal leadership and student achievement
in as many as twenty-six categories or behaviansighng the leader’s impact on school
climate or culture. Covey (2004) identified theeddo live, love, learn, and leave a
legacy as basic to everyone and suggested thaidodis choose their level of

investment in an organization based on how theyraeted. His 8 Habit is a challenge



to the leader to find his or her voice and inspitgers to find theirs. Fullan (2001)
identified five core competencies that positionsel leader as the central figure in a
culture of change and education improvement. Thesgetencies were: 1) moral
purpose, 2) understanding change, 3) relationghidibg, 4) knowledge creation and
sharing, and 5) coherence making.

The role of principal has become more demandingcamplex in the last several
decades particularly since the passing of educagifumm efforts. In 1983, The National
Commission on Excellence in Education repAriNation at Riskc¢alled for increased
accountability particularly in student achievementstandardized tests and shifted more
regulatory control from districts to state levelghe reforms of5oals 2000: Educate
America Aciof 1994 and th&lo Child Left Behind Acif 2002 placed even more
accountability pressure on educators, set movinipeance targets, and required all
students to be proficient by the year 2014. Altgtoinstructional leadership and
supervision lie at the heart of teaching and leeynKelehear (2008) stated that to expect
one individual to manage both the business andh#taictional leadership roles may be
unreasonable without attending to what matters mogtreflecting on and responding to
both the craft and the art of leadership.

Similarly, Marzaro et al. (2005) struggled witkethotion that any one person
could demonstrate competencies in all of their ty«@me responsibilities of school
leadership. They presented a solution that stidta individual school leadership to a
leadership team approach and the development dtieation of the concept of a

purposeful communityhere leadership and decision-making are shared.



While Collins (2001)agreed that trusting and suppe relationships are
ultimately important in organizational success,research indicated that the most
effective leaders were not the extroverted, egeedri charismatic types, but rather those
who were characterized by “a paradoxical blendesgpnal humility and professional
will” (p. 20). Chenoweth (2010) added that effeetschool leaders were models for
students and teachers in a democracy that incliadecnce, respect, and high
expectations. She insisted that principals mustdientlessly respectful and respectfully
relentless” (p. 18). This unyielding pursuit o§pect and success when combined with
leaders, teachers, and students working togethartba harmony-seeking entity and
lowering stress through positive interaction, appéao influence a school culture that
was conducive to teaching and learning.

The terms school climate and school culture weneetimnes used
interchangeably in the literature, and they refiéteethe kind of atmosphere or feeling a
school exudes. Educational institutions considérdthve a positive culture were
characterized typically as safe places where & spigenuine care, respect, and
collaboration existed among leaders, teachersstamténts. According to the U.S.
Department of Education (1990), school culture thas “intangible feel of a school” that
can be sensed when one enters the building (#18.culture “reflects the values,
beliefs, and traditions of the school community evhunderlie the relations among
students, parents, teachers, and principals” (pA8ditionally, the principal was
identified as the cultural leader who not only ngethoperations, but one who “acts as a

symbol, a potter, a poet, an actor, and a healdreischool environment” (p.3).



Standard #4 of the South Carolina Department afcBtlon Principal Evaluation
Instrument stated that the “principal is an edwesti leader who fosters the success of all
students by advocating, nurturing, and sustainipgsative school climate.” Kruse and
Louis (2010) proposed that creating strong schobblies required intensified leadership
and mutual responsibility. They stated that “mang@ school’s culture is not
dependent on the authority that you have baseaonposition, but can only be affected
by increasing youinfluenceover behaviors, beliefs, relationships, and otloenmex
dynamics present in the school that are often whgtable” (p. 9). They identified three
features of school cultures that supported otregarech (Marzano, et al., 2005; Cotton,
2003; and Fullan, 2001) in promoting student arghnizational success: professional
community, organizational learning, and trust.

The value of trust, particularly the trust of teader, was of paramount
importance to organizational success. In the ditleis book, Covey (2006) described
trust as the “one thing that changes everythirtdis work included thirteen behaviors
exhibited by the most effective leaders. Thesebeins were rooted in character and
competence, and these leaders were not only wofttryst, but they inspired trust in
others. The leader’s role in fostering trustinig@tienships, positive organizational
cultures, and desired outcomes was well documdithannen-Moran, 2004; Collins,
2001; Maxwell, 2007; Covey, 1989; DePree, 1998).

In addition, the leader who embraced the conceptstrategies of Professional
Crisis Management (PCM) had a substantial influercéhe school culture through a
positive attitude that reinforced appropriate bét@vand performance and even

approximations of behaviors and performance. €adér became a voice of inspiration



and high expectation for success. This attitudeuoa that the leader exuded was echoed
by Maxwell (2006) who said that “attitude isn’t eything, but it is the one thing that can
make a difference in your life” (p.167) and in thees of others and amplified by Kouzes
& Posner (2010) in their belief that the leadeehaviors can actually “make the world a
better place” (p. 14).
PART Il: PROBLEM STATEMENT

This research was designed to study the relatipristtiwween principal leadership
and school culture within a school-wide implementabf Professional Crisis
Management. Roberts (2004) defined the probletersent as “the issue that exists in
the literature, in theory, or in practice that le&ol a need for the study” (p. 120). There
was considerable research on the link betweenipeahieadership and school culture and
student outcomes. According to Marzano et al. $20@he effective leader builds a
culture that positively influences teachers, winauirn, positively influence students”
(p.47). Bohanon, Fenning, and Carney (2006) fdsndche success” with the
implementation of Positive Behavior Support (PB®BIS) as indicated by a decrease in
monthly discipline referrals and fewer studentsureng secondary or tertiary support.
The researchers held that PBS was important forawipg outcomes for teachers and
students. Other studies showed similar findingshereffect of positive behavior support
(Medley & Little, 2007; Stormont, Smith & Lewis, @0; McDonald 2010). However,
there was little research connecting principal éalip to school culture within the
construct of a school-wide implementation of theP§y/stem.

N. N. Fleisig, author of the PCM system, experiehsgccess in preventing and

managing problem behaviors in various settings&arly three decades. He expressed



that the relationship between leadership and tipgeimentation of PCM in school
settings had not been studied (personal commuaicafictober 14, 2010). Further, he
stated that many school districts trained primaspgcial education teachers rather than
implementing a school-wide emphasis to meet theseéall students. He has long
advocated that principal leadership determinedtlreess of PCM and the implications
beyond managing problem behaviors. These imptinatincluded a positive impact on
school culture and the potential to enhance stugeribrmance. He referred to brain
research that indicated an increase in cognitioorgnstudents whose physiology was
lowered through positive reinforcement and a reflaased supportive environment. Level
| of his Crisis Continuum is called “stable functing” and is the stage where academic
engagement is high and teaching and learning oppitiegs can be maximized.

These implications for a broader effect on posiigkool cultures, the increase in
on-task behaviors and independent learning, thectexh of problem behaviors and the
subsequent increase in the number of instructiomalites, and student performance
merited further investigation and research. Thetimship between principal leadership,
school culture, and PCM is not known. That gaghmresearch justified the need for this
study.

This inquiry showed that school personnel wereagsible for managing
increasingly frequent aggressive and even cridigyiers due in part to changing
patterns and values in society, higher numbersudesits with autism, or children who
have been abused, neglected, or traumatized. Withdensive additional training,
teachers and staff members were ill-equipped towli¢ia these behaviors. According to

Fleisig (2002), “PCM is the only complete crisismagement system available that can



guarantee successful prevention and interventidim nvaximum safety, increased
dignity, and total effectiveness” (p. 1.4). White skills necessary to manage crisis
behaviors are important for today’s educators, shusly was not focused on those
extreme behaviors but on how positive interact@md reinforcement influence students
on every level of the behavior continuum and prarpaisitive school cultures.

This research provided knowledge of the effectigsred PCM, a system that
appeared more comprehensive than other positivavimtsupport programs as it
included both non-physical and physical procedufRsoted in cognitive behavioral
theory, the system adheres to the following foudigg principles: 1) respect for human
dignity and freedom from pain, 2) freedom of cho@Eleast restrictive alternative, and
4) continuous feedback.

The PCM system has been implemented in very fedigsthools in South
Carolina and even in these schools there are ofdy ataff members in each building
that hold practitioner certification. Sporadic ilmmentation of the system and district
decisions to limit training primarily or exclusiyefo special education teachers indicated
a need for further investigation and training andstituted a void in the literature and
practice. Therefore, there was a need to stugyughstate school district that had
invested in training for special education teachesgular educations teachers, para-
professionals, and administrators and their attémpevelop a school-wide model for
the implementation of PCM
PART llIl: PURPOSE

This study examined the relationship between ppaideadership and school

culture within a school-wide application of PCM.ekplored that relationship in one of



the few districts where a school-wide model of PG&4 been developed.

As cited above, the relationship between prindigatdiership and school culture
has been studied extensively, and a gap did exishat was known about the
relationship between principal leadership and scbolture within the construct of a
school-wide implementation of PCM. Because the lmemof students that exhibit
problem and crisis behaviors in public schools imaseasing as noted by Fleisig,
educators needed additional training to ensureysafgnity, and effectiveness in all
situations and for all students and staff. Thepse of this study was to determine the
relationship between principal leadership and scbolture within a school-wide
implementation of PCM. The school personnel effeétthe number of staff that hold
PCM certification, the various levels of certifizat, the number of years of experience
with the PCM system, and whether the principal eextified were considered to allow
for deeper understanding and to draw richer cormhgsregarding the relationships
among the components of the study.

PART IV: RESEARCH QUESTIONS

For qualitative research, the methodologist, Crd<@@09), advocated a broad
central question supported by additional sub-gaesti This use of a larger general
guestion helped prevent me from narrowing or lingtthe inquiry. The guiding
guestions allowed me to explore the themes thatgaddrom the study. The following
central question was examined in this study:

What is the nature of the relationship betweengpi leadership and school

culture within a school-wide implementation of Rrsdional Crisis Management?



Additional supporting questions were:
1. What are the principal attitudes and behaviorsitifatence positive school
cultures?
2. In what ways, if any, does the shaping of adultavésdrs influence classroom and
school cultures that promote learning?
3. What is the combined impact, if any, of the congswf principal leadership and
PCM on the school culture?
PART V: SIGNIFICANCE
There was a body of knowledge that connected ipahteadership to school
culture. Kelley (2005) studied selected dimensimingadership and measures of school
culture in thirty-one elementary schools. He régdthat principals were in a position to
impact school climate in positive ways particulasligen they were open to teachers’
perceptions of their leadership. Highly skilledhgrpals, he pointed out, “can develop
feelings of trust, open communication, collegiglend promote effective feedback” all
of which were considered important in healthy aodifve school cultures (p.5). Horng
and Loeb (2010) concluded that “school leadersi@rfte classroom teaching, and
consequently student learning, by staffing schaatls highly effective teachers and
supporting those teachers with effective teachmgjlaarning environments” (p. 69).
Fleisig (2002) created a crisis continuum thatdbed an individual's
psychobiological state in all stages of functioningvel | of the continuum was called
“stable functioning” where behavior is on tasknthing is reasonable, feelings are
appropriate, and physiology is relaxed. For Hgikevel | of the continuum was where

the most effective teaching and learning take place
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The results of this research study helped claligyrict and school administrators’
perceptions and understanding of the influenceCGWPn school culture and classroom
environments that were conducive to maximizingrieag opportunities. The
development of a positive school culture that wesracterized by respect, dignity, and
choice seemed to increase student focus, prodiyctand achievement. The findings of
this study were the first in South Carolina regagdie relationship of principal
leadership and school culture within the constai@ school-wide implementation of
PCM.

Further, this study could influence the South dasoDepartment of Education
and/or other policy-makers to consider a shift fritve current Crisis Prevention and
Intervention (CPI) model to the state-wide usehef$afer and much more
comprehensive system of PCM. In either caserésiearch exposed the value of a
system that aligns with educational programs amdatua that is safe, dignified, and
effective and one about which most South Caroldrainistrators are unaware.

PART VI: THEORITICAL FRAMEWORK

Principal leadership has been examined in largelies using quantitative
measures (Cotton, 2003; Marzano, Walters, & McNW@805). Much can be gleaned
from this work especially in applying the identdié2adership responsibilities or
attributes to school culture, behavior theory, Bod administrators and staff members
respond to behaviors in public schools.

Qualitative inquiry was rooted in a social constrist worldview, and according
to Creswell, it involved understanding a stateftdies in a context or phenomenon,

multiple participant meanings, a social and histdrconstruction, and theory generation
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(2009). The goal of qualitative inquiry is to irdet with participants in order to
understand their perspectives and to construct mg&mm within the human
community. The interpretation of the findings I@ped by the experience and
background of the researcher and participants.

The conceptual framework for this study includecétheories that connected
and interacted within the phenomenon. The welldoented role of principal leadership
in determining all aspects of school function wlasely associated with the importance
of school climate or culture on teaching and leagrenvironments and student success.
Behavior theory was represented by the PCM and\Beh#&ools systems and embodied
interactions and interventions that impacted lestiprand culture.

B. F. Skinner, lvan Pavlov, and John Watson werssiciered to be among the
major thinkers in behavior theory. Sometimes chliehavioral psychology or
behaviorism, behavior theory is a learning constbased on the assumption that all
behaviors are acquired by conditioning, specificdie conditioning that occurs through
interaction with the environment. Operant conditing is a method of learning that
occurs through rewards and punishments for behavior

Professional Crisis Management is a systematicoagprto crisis management
that emerged from two areas of scientific inquapgplied behavioral analysis and
cognitive intervention. From these two disciplineékeisig (2002) developed a cognitive-
behavioral model that focuses on making systencainges in the way a person thinks
and behaves. The system was not designed tohak®ace of institutional programs but

to attach to treatment plans and curricula utiliceh-patient/out-patient facilities,
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regular education classrooms, classrooms for expegtstudents, treatment centers, and
vocational programs.

As a Board Certified Behavior Analyst, Fleisig imgorated behavior theory in
the PCM system, and practitioners use the theotlyeasprovide positive reinforcement
to students for appropriate behaviors and appraxams of target behaviors. These
prevention and intervention strategies help minewpee-crisis and crisis behaviors and
maximize positive, productive, and stable behaviors

While designed primarily to assist individuals nists situations, much of the
system is comprised of non-physical interventionghe form of crisis prevention
strategies and positive reinforcement. These ipegieéinforcements and prevention
strategies were relevant for teacher/student iotienas that led to an increase in on-task
behaviors and the development of classroom ands$etide environments that
promoted engagement and learning. In additiorptalkical and non-physical PCM
strategies were grounded in the theoretical franmkwand ethical principles of safety,
choice, basic human dignity, and behavior analysis.

This study proposed that principal leadership &edriplementation of PCM
influenced school culture. As shown in Figure ihE, one-directional arrow illustrated

this relationship.

Principal Leadership PCM School Clulture

Figure 1.1: Principal Leadership, PCM Implementat@and School Culture
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PART VII: METHODOLOGY

To examine the influence of principal leadershithim a PCM framework, |
positioned myself in the phenomenon and attemputeshtlerstand the issue from the
viewpoint of the participants. A qualitative catedy method was employed for this
study. Grounded in a social constructivist wordivj the goal of qualitative inquiry is to
interact with participants in order to understameirt perspectives and to construct
meaning from within the human community. It shobé&noted here that the
interpretation of the findings is always shapedh®/experience and background of the
researcher.

Inquiring from a central question and incorporatamginductive style, | collected,
coded, and analyzed data from three schools inpatate South Carolina district. Data
were collected through interviews, observationsl, facus groups and were analyzed for
emerging meaning, themes, and/or patterns. Tlabtgtive approach allowed the
participants to become involved in the data calteanalysis and to contribute to the
researcher’s interpretation of the meaning of theifigs.

PART VIII: DELIMITATIONS

This study was limited to one school district mush Carolina. The district was
selected because its school leaders and staff memigee developing and implementing
a school-wide-model for aligning PCM strategies pratedures with the curriculum.
While the prevention and intervention strategieBPGM have been found to be effective
with individuals from pre-school age to adults aingols, hospitals, and treatment

centers, this research was limited to two elemgrgeinools and one middle school.
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PART IX: LIMITATIONS

Variables outside the parameters of this studylihmit it were:

1. Sample size was limited due to the number of ppalsi and teachers who met
the selection criteria.

2. The study was dependent on the informants’ autbamiil honest responses to
interview questions.

3. The study was limited to the participant’s intetpt®n or perceptions of
school culture, principal leadership, and the gifeness of PCM strategies.

4. Possible hesitancy from principals to allow intews and observations within
their buildings and a potential unwillingness telséeedback on their

leadership behaviors.

PART X: DEFINIITIONS OF PCM TERMS

Continuous aggressioiiRepeated demonstrations of behaviors that are
potentially injurious to others. Examples incluatinuous hitting, biting, kicking, head
butting, or use of any other part of the body ophject to injure another person.

Continuous high magnitude disruptidRepeated demonstration of behaviors that
are potentially damaging to the environment. Exilasipiclude throwing or toppling
heavy objects such as chairs, tables, fire extsigrs, etc. Pencil tapping, paper
throwing, book dropping, food throwing, etc., at¢ axamples of high magnitude
disruption. Similarly, damage to property doescmistitute high magnitude disruptive
behavior.

Continuous self-injury Repeated demonstrations of behaviors that aenpally

injurious to oneself. Examples include head baggiace slapping, eye poking, etc.
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Crisis: Continuous aggression, and/or continuous seliFynjand/or continuous
high-magnitude disruption. Individually, these dsnreferred to as crisis behaviors.

Extinction: Planned or spontaneous ignoring of junk behavior.

Fade: Systematically removing prompts in order to promotependent
responding.

Junk BehaviarBehavior that is annoying but not harmful orgié that is
typically ignored.

Operant ConditioningThe process whereby behaviors are increasedcoeaked
by means of systematically reinforcing approximasiof a target behavior.

Pivot Using another individual’s correct responding asalel for the individual
engaged in inappropriate behavior with the ideadiract interactions are avoided,
removing the possibility of reinforcing the indivdl’'s inappropriate behaviors.

Physiology Refers to heart rate, blood pressure, muscleaenstc. As an
individual comes under stressful or demanding crstances, these physiological
components increase. Physiological functions enabtl fuel behavior.

Pre-crisis behaviors: The second level of the<sntinuum that includes off-
task behaviors, unreasonable thinking, inappropfelings, and heightened physiology.

Professional Crisis Managememt:comprehensive and fully integrated system of
procedures designed to 1) prevent crisis situatioisde-escalate pre-crisis behaviors, 2)
contain and decrease aggressive, disruptive, dhohggious behaviors, 3) provide staff
with a range of personal safety techniques, 4sfrart individuals and reintegrate them
into existing treatment and academic settings,grwbnduct post-crisis intervention and

analysis.
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Professional Crisis Management Association (PCMA)private consulting
organization that specializes in Applied Behavioralysis. PCMA certifies practitioners
and instructors in Professional Crisis Management.

ReinforcementEnvironmental events that follow a response antcease the
probability that the response will occur againutufe behavior.

Shaping Repeated reinforcements of small improvemen&eps toward a new
or different behavior.

Stable FunctioningThe first level of the crisis continuum with thdléaving
characteristics — behavior is on-task, thinkingegsonable, feelings are appropriate, and
physiology in relaxed.

Target behaviorsthe specific behavior that has been chosen todseased,
decreased, or maintained.

PART XI: SUMMARY

Changing patterns and values in society and largerbers of students entering
today’s public schools who are autistic, abusedlewted, or traumatized broaden the
complexity and responsibility of principal leadashWithout extensive additional
training, principals and teachers were ill-prepaedccommodate the needs of these
students in a safe and dignified manner. The émite of principal leadership on the
effectiveness of schools to meet individual stude®ds and to stimulate the creation of
positive school culture has been documented.

However, responding safely and respectfully todreih who exhibited crisis
behaviors using the PCM system was an increasmggtgssary function of schools for

which little to no research has been conducteduttsCarolina. This study was
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designed to examine the relationship between mrahdeadership and school climate
within a school-wide implementation of Professio@alkis Management.

Chapter Il contains a review of the literature e telationship between principal
leadership and school culture and the effectivengpssitive reinforcement. Chapter Il
includes the design of the study, the qualitativethndology, a description of the setting
and participants, data collection, and data amalyShe data, results, conclusions, and

recommendations for further study are presentéhispters IV and V.
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CHAPTER TWO
LITERATURE REVIEW
PART I: INTRODUCTION

Providing equitable, high quality education éwery child is the goal of public
education. This objective is impossible to medhaut an abundance of exceptional and
committed professional educators. However, evembst effective teachers struggle to
provide quality learning experiences in environrsehat are stressful, unsafe, or lack
adequate administrative support. The teachingearding process is even more
complicated in today’s society as school persoareresponsible for managing
aggressive and even crisis behaviors due in pattdaging patterns and values in
society, higher numbers of students with autisnghaidren who have been abused,
neglected, or traumatized. Further, the curreahemic crisis that began in 2007 and
methods of funding public education in South Cahave caused increased class size,
a reduction in the number of support staff, andehaguired personnel to assume
additional roles that are beyond the scope of thrginal job descriptions.

The role of principal has become more demandingcanaplex in the last several
decades particularly since the passing of fedehatation reform legislation. In 1983,
The National Commission on Excellence in Educateport,A Nation at Riskgalled for
increased accountability particularly in studerttiagement on standardized tests and
shifted more regulatory control from districts tate levels. The reforms Gfoals 2000:

Educate America Aaif 1994 and thé&lo Child Left Behind Aaif 2002 placed even more
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stringent accountability pressure on educatorsneeting performance targets, and
required all students to score at the proficiemell®n state tests by the year 2014.

While these efforts toward school reform may haserbwell intended, they were
politically motivated top-down mandates. Policykas have attempted to improve the
quality of education through an outside-in approadh little regard for how educators
might enhance the school culture to maximize legywpportunities for children.
According to Deal and Peterson (2008), “too muclpleasis has been given to reforming
schools from the outside through policies and meesdaand too little attention has been
paid to how schools can be shaped from within¥{f). They suggested that nurturing
the school culture was the key to improving edweaéind that principal leadership was
the primary influence in creating positive, cariagd intellectually stimulating schools
that improved academic performance.

This review of the literature was presented tonmf@ducators and policy makers
of the influence of principal leadership on schadlture to improve student social and
academic success. The aim of this chapter wastikcadly review current research to
provide some evidence that answered the followungstjons:

What is the nature of the relationship betweengpi leadership and school

culture within a school-wide implementation of Rrsdional Crisis Management?

Additional supporting questions were:

1. What are the principal attitudes and behaviorsitifatence positive school
cultures?
2. In what ways, if any, does the shaping of adultavérs influence classroom

and school cultures that promote learning?
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3. What is the combined impact, if any, of the congswf principal leadership
and PCM on the school culture?
PART II: DEFINITIONS

The terms school climate and school culture weneetiones used
interchangeably, and they referred to the kindtwiasphere or feeling a school exudes.
The two words carry similar meanings. Climate oadmng to Merriam-Webster, refers
to the “influences or environmental conditions etaerizing a group or period.”

Climate carries the notion of atmosphere or extdawdors and is an apt descriptor of
learning environments. The term culture prevaitethe literature for its deeper meaning
and implications to the educational setting, pafédy for its link to human values and
behaviors. Again to Merriam-Webster, culture is timtellectual and moral faculties”
required for education settings, "the integrategra of human knowledge, belief, and
behavior that depends upon the capacity for legraimd transmitting knowledge to
succeeding generations”, and “the set of shar@dass, values, goals, and practices that
characterize an institution or organization.”

As stated in Chapter One, the principal is there¢figure in shaping school
culture. The principal sets the tone of the sclamal gives direction and impetus toward
what is most important for teaching and learniRgsitive school cultures, as described
by Deal and Peterson (2009), have leadership “etimgn@om many people ... and
(principals) who can cope with the paradoxes of twerk and take advantage of
opportunities for the future” (p. ix).

Educational institutions considered to have a p@situlture were characterized

typically as safe and happy places where a sgigeauine care, respect, and
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collaboration existed among leaders, teachersstamatbnts. According to the U.S.
Department of Education (1990), a statement tak@n the work of Deal and Peterson
(1990) posited culture as the “intangible feel sthool” that can be sensed when one
enters the building. The culture “reflects the eslubeliefs, and traditions of the school
community, which underlie the relations among stiisieparents, teachers, and
principals” (p. 3). Additionally, the principal wadentified as the cultural leader who
not only manages operations, but one who “actssysol, a potter, a poet, an actor,
and a healer in the school environment” (p. 3).

Barth, (2002) defined culture as “a complex patt#drnorms, attitudes, beliefs,
behaviors, values, ceremonies, traditions, and sniytat are deeply ingrained in the very
core of the organization. It is the historicallgrismitted pattern of meaning that wields
astonishing power in shaping what people think lamd they act” (p.6).

The antithesis of positive school culture was dbscdrby Deal and Peterson (1998) as
“toxic” where staffs are extremely fragmented, wehtdre purpose of serving students has
been lost to the goal of serving the adults, winexgative values and hopelessness reign”
(p.28).

The convergence of these definitions illustrateat tulture is about how
individuals make meaning within a setting. Thisamieg-making is conducted through
shared values, norms, rituals, stories, traditioakebrations, recognitions, and the
formulation of specific language that shape belsfd behaviors. Like the potter shapes
the clay into a beautiful vessel, the school leasl@entified as the most influential

figure in the shaping of a culture that is condadw learning. In this review an attempt
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was made to describe and synthesize the role dralioes of the principal and the

characteristics of a positive school culture.

PART Ill: CONCEPTUAL FRAMEWORK

The reform efforts in the past three decades haee bbcused on restructuring,
standards, and high-stakes standardized testihgselreform approaches fall within
Bolman and Deal’s (2003) structural frame, oneooir fframes or lenses through which
to view and understand the world. Their structénaihe emphases goals, efficiency,
production, results, and policy to bring about af@and has been the prevailing
ideology of an outside-in approach to school refoifheir symbolic frame, on the other
hand, addresses the needs of people and the impemr&a caring, trusting environment.
Attention to people and environments affords edursabpportunities to improve
schooling from the inside-out by shaping the sclooidture. The conceptual framework
for this review was derived from this symbolic disgion and culture theory.

Culture theory recognizes how individuals influeeeeh other when they interact
and experience the dynamics of that associatidns ifteractivity shapes a person’s
beliefs, attitudes, behaviors, and perceptiongality. O’Reilly and Chapman (1996)
described culture as the shared values and noahs¢fine accepted behaviors and the
feelings of the members. Cultures develop them tamguage, perceptions, rituals,
norms, values, and feel (or climate).

The roots of our understanding of culture lie withyo (1920’s). He concluded
from his study at Western Electric in Hawthornkndis, that the elements of culture,
specifically human attitudes and perceptions, weoee influential on organizational

behavior than external factors. Barnard (1938)@&ldnick (1949) made substantial
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contributions to the theory as well.

Culture behavior serves the functions of contrgli@ggression, distributing
power, defining norms and values, and encouragmdgacilitating coordinated
behaviors. According the Marion (2002), “cultusanfluenced by the totality of the
organizational experience” including matters aspéenas the layout of the facility or how
a school day is organized into periods that dedim& maximize instructional minutes (p.
227). Sergiovanni (1992) added that to separattelship from culture may create
positive feelings in an organization but doesditth change what matters most such as
relationships, teaching and learning, and diversitharion (2002) concurred that “culture
is people and processes and tools, and culturdétsanust tend the total creature”
(p.228).

PART IV: SCOPE

The essential questions addressed in this studgreehon the characteristics of
school cultures and the principal behaviors antud#s that shaped those cultures.
Because so much about leadership and culture pd&es in the affective domain, the
type of literature on the subject tended to beritmal in nature. Scholarly journal
articles, books, and government documents in tbagmlines of leadership and education
were included in this review. The purpose of tthiapter was to convey a synthesis of
what is known on the topic of the influence of pipal leadership and school culture on
social and academic growth and development.

PART V: FINDINGS
The goal of the public school is to provide equ#ahigh quality educational

opportunities for every child. Attempts at impirey or reforming public education have
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been politically motivated and ineffective. Faxaeple, the theory undergirding thi®
Child Left Behind Acbf 2002 spoke directly to providing a quality edtima for every
child. But the mandate’s top-down, outside-in agh of setting moving performance
targets that are beyond the reach of most schentfered it a failure from the outset.
Improving educational opportunities requires theaaeal of some of the pressures of
decrees from Washington and a focus on what mattess, the relationships and daily
interactions of teachers and students. As Tya¢ku&an (1995) stated, “We favor
attempts to bring about such improvements by wagrkiom the inside out, especially by
enlisting the support and skills of teachers asdayrs in reform” (p.10).

Improving teaching and learning requires a schatilice that is safe, positive,
and conducive to developing a lifestyle of continsigrowth. There was consensus in
the literature suggesting that developing and mimguthe school culture was the key to
improving education and that principal leadershgswhe primary influence in creating
positive, caring, and intellectually stimulatinghsols that improved academic
performance (Louis, & Wahlstrom, 2011; Deal & Pster, 2008; Fullan, 2002; and
Barth, 2002).

Delivering equity and excellence in educational@pymities for every learner
requires principal leadership, effective teachansl an inside-out approach to developing
and nurturing a positive school culture that pragsaocial and academic success.
School cultures include the set of shared valuelgefs, attitudes, norms, and behaviors
that shape the learning environment.

The first question addressed in this review wasai¥ne the characteristics of

positive school cultures? From a broad perspedtiveis & Wahlstrom (2011)
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suggested positive school cultures that promotaderic success were characterized by
excellent instruction, shared norms and values tarst. Their interviews of 8000
principals and teachers in 164 schools in 9 stttes/ed administrators and teachers
engaged in deep organizational learning by examininat they already knew and
through their own action research to discover emgrignowledge. Teachers were able
to illicit high levels of achievement in culturehere the norms and values included
shared leadership. High levels of trust in theéurel gave teachers a voice and the
confidence to provide the solid foundation for acduldd student learning. Louis &
Wabhlstrom concluded that “changes in the schodloelaffect the way in which adults
in and out of the school work with each other t@iiave practices and create the best
learning environments for children” (p. 56).

Vatthauer (2008), Education Consultant/AYP Coorttinaf the Northwest
Service Cooperative, explained that when it canectmuntability and measuring
student performance, culture was often the leadsted tool for improving achievement.
She advocated that school culture was the crulgailent in accountability and school
success. She continued, “... without a culture sh@aports and recognizes the
importance of learning goals, change and improvesnest won't happen” (p.1).
Vatthauer correlated positive school cultures wittreased student motivation and
achievement as well as teacher attitudes, safisfe@nd productivity. She characterized
positive school cultures as having a shared purppdenorms, a personal responsibility
for all learners, collaborative relationships, @inel sharing of professional knowledge
and practice.

The extensive work of Deal & Peterson (2008) sufgabschool culture as the
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often overlooked factor that can improve studehiea@ment. They concurred with
Vatthauer that a shared sense of purpose was cen&ratrong, positive culture. They
described staff members as teaching and working tr@ir hearts and collaborating with
colleagues. They emphasized rituals, celebratems recognitions as important in
supporting achievement and innovations. They pdiatpicture of a joyful environment
that was full of success, stories, humor, honad, l@story. In settings like these, stress
levels were lowered, and teachers and studentsfreeréo focus on teaching and
learning.

The second question addressed in this review wasit \Afe the principal attitudes
and behaviors that influence school cultures?irfgtdihat the principal’s instructional
leadership was a first step toward improving achmeent, Fullan (2002) offered that we
needed a “fundamental transformation in the legroudtures of our schools” (p.16). To
assist in this transformation, he developed a fraonk comprised of five components of
leadership: 1) moral purpose, 2) understandingltiage process, 3) improving
relationships, 4) knowledge creation and sharing,% coherence making. He claimed
that sustaining a culture that promotes acadenhieaement requires more than strong
principal leadership. It was imperative that thiegpal develop strong teacher leaders
and a broad base of other leadership at many le¥sFullan, continuous school
improvement was dependent on a principal who, alitlythe help of other leaders,
fostered and nurtured a strong and positive cultfitearning.

Marzano, Walters, & McNulty (2005) conducted a rratialysis of 69 studies,
interviewed 650 principals, and discovered 21 lestup responsibilities that have a

statistically significant effect on student achiesnt. Their research indicated that the
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principal’s attention to and the development ostheesponsibilities contributed directly
to academic achievement. The responsibilitiesedrgnrelationshipswith a

correlation of .18 tsituational awareneswith a correlation of .33. It is noteworthy that
these 21 responsibilities were very close in sizéact, 95 percent of them (20 out of 21)
fell within the values of .18 and .28. The resbars showed that increasing a principal’s
effectiveness in any of these responsibilities poadl an increase in percentile growth in
achievement.

While Marzano et.al. (2005) found a direct corrielatbetween principal behavior
and student achievement, Cotton (2003) sugges&tdhé principal did not affect
performance directly. However, she asserted tbaR identified leadership traits and
behaviors had a profound and positive influencstadent learning. A few of the
behaviors included vision, high expectations farteng, self-confidence, responsibility,
perseverance, visibility and accessibility, andumimg a positive and supportive school
climate. Further, she pointed out that it was tarend a high achieving school whose
principal did not possess most if not all of theads and behaviors. Cotton concurred
that, while the principal was the key to improvimthievement, he or she must develop
strong teacher leaders as well.

The most revealing principal behaviors and actibias influenced student
achievement were developed by Deal & Peterson (2008ey specified eight essential
roles that shaped a positive school culture. Theles and their brief descriptions were:
Historian: seeks to understand the social and normativegbalsé school
Anthropological sleuthutilizes and probes for the current array of walt traditions,

values, and beliefs
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Visionary works with others, including leaders in the néighng community, to
characterize a portrait of the ideal school
Icon: affirms values through dress, behavior, attentamtions, and routines
Potter. shapes and is shaped by the school's symbolibwglof heroes, rituals,
traditions, ceremonies, symbols; brings in stafbwhare core values
Poet uses expressive language to reinforce valuesastdins the school’s best image
of itself
Actor. improvises in the school’s predictable drancaspedies, and tragedies
Healer. oversees transitions and changes; heals thedsafrconflict and loss

Kouzes & Posner (2010) strengthened their thirgry®f international research
in recent years. They discovered that while theexd of leadership had changed
dramatically due to terrorism, global economy, &ased diversity, and digital
information and communication, the content of leadg had remained the same. They
inquired about the qualities people looked for addhired in leaders they would be most
likely to follow and proposed ten truths about leesthip: 1) you make a difference, 2)
credibility is the foundation of leadership, 3) wa$ drive commitment, 4) focusing on
the future sets leaders apart, 5) you can't dioiteg 6) trust rules, 7) challenge is the
crucible for greatness, 8) you either lead by eXaropyou don't lead at all, 9) the best
leaders are the best learners, and 10) leadesshipaffair of the heart.

Principals who effectively shape a positive sclmdture that maximizes learning
and growth for all adults and students find manysua articulate core values that are
reflected in teacher behaviors and actions. Sdleadlers, particularly the school

principal, have opportunities at every moment tapgha positive or negative school
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culture through their actions and values. Whe satues determine attitudes, words,
and behaviors, the “intangible feel” or spirit bétschool can become one of safety,
nurture, and support for social and academic growth

PART VI: CONCUSIONS

This literature review provided a brief synthedishe research on the influence
of principal leadership and school culture on anc@dechievement. The research
indicated that principal leadership can shape datwdture in positive ways to improve
student achievement. The leader’s values, bebefsaviors, and roles as models, poets,
actors, and healers help create and sustain aveosthool culture. In this safe,
nurturing, and supportive environment, teacherssindents are free to focus not only on
the preparations necessary to excel on state aedaleassessments, but on becoming
continuous learners in a complex society.

Top-down federal and state mandates for schootmef@ave been ineffective in
providing equitable and excellent educational opputies for every student. An inside-
out approach of principal leadership that shapesthool culture for academic
achievement as the key to school reform has beeriomked. Careful attention to the
symbols, norms, behaviors, and values of a possth@ol culture has been shown to
improve student performance.

The goal of providing equitable and excellent etiocal opportunities for all
students can be reached by educational leadetsngy@asitive and safe school cultures
of continuous learning. Barth (2002) summed upntla¢ter stating, “Show me a school
where instructional leaders constantly examinestt®ol’s culture and work to

transform it into one hospitable to sustained huteaming, and I'll show you students
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who do just fine on those standardized tests” Qp. 1

31



CHAPTER THREE
METHODODLGY
PART |: PROBLEM STATEMENT

Providing equitable, high quality education for gvehild is the goal of public
education. This objective is impossible to medhwaut an abundance of exceptional and
committed teachers. However, even the most effettiachers struggle to provide
guality learning experiences in environments thatséressful, unsafe, or lack adequate
administrative support. As Fleisig (2002) explaine

During the last quarter century, a dramatic risaggressive and highly disruptive

behavior has been noted in our society. This as@éras been reflected not only

in families but also in the institutions that setle public, such as schools,
hospitals and health care organizations. In masts, these organizations have

been unprepared to address these issues (p. 4).

Without extensive additional training, school adistrators, teachers, and staff members
are ill-equipped to respond to students who exliigise aggressive and highly disruptive
behaviors.

Historically, school districts in South Carolinaveaused a crisis management
system from the Crisis Prevention Institute (CRllJed Non-Violent Crisis Intervention
adopted by the South Carolina Department of EdocatCPI was developed in the
1970’s for health services professionals with @skground in the fields of kinetics,

physiology, and communications. It was designeprtwide a holistic system for
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diffusing escalating behaviors. The South Caroepartment of Education officials
elected to use the CPI model for crisis manageaahto train primarily special
education teachers.

| was certified in CP1 more than twenty years aga time, at least in my
experience, when episodes of crisis behaviors eremely rare if they existed at all.
In fact, most educators associated the worss managementith school safety plans,
i.e. fire evacuation procedures, security systemd,emergency protocols. The closest
approximation to true crisis behaviors was whedetiis were fighting, and usually
when adults stepped between them the behaviorsngecan-continuous.

This study was not about school safety plans orgemey procedures, although
the ability to manage crisis behaviors is a safetye. As stated in Chapter One,
educators are responsible for managing behaviareasing numbers of students with
autism or who have been abused are traumatized.b@lmaviors demonstrated by some
of these students fit the definition of crisis babes, and without additional and specific
training in behavior management, administratorstaadhers are ill-equipped to deal
with continuous aggression, self-injury, or highgnaude disruption.

| noticed the onset of these crisis behaviors tmaryago and have been witness
to and responsible for students who exhibit thetebiors since that time. My records
indicated that at least one student and often twthree students demonstrated crisis
behaviors in every semester since the onset was\aaks It is ironic that for many years
prior to that ten year time period, | had littleedefor my CPI certification. When the true
crisis behaviors began, | realized immediately thveds inadequately prepared to

manage them. PCM provided the necessary skillsaategies for prevention and
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intervention for crisis behaviors that occur indg® society. It should be noted here,
however, that the primary focus of this study wasabout managing crisis behaviors but
about the use of behavior theory and PCM stratdgipsevent escalation and problem
behaviors and maximize stable functioning for albents.

Fleisig (2002), a board certified behavioral asglgeveloped the less frequently
used but more comprehensive program of Profess@rsis Management (PCM) in
1984 and defined it as a complete and fully integtaystem designed to manage crisis
situations effectively, safely, and with dignityistsystem was based on four primary
strategies 1) crisis prevention: the promotionadipve feelings, productive behaviors,
rational thinking and relaxed physiology, 2) cridesescalation: the management of non-
continuous behaviors that are disruptive, aggressivself-injurious, 3) crisis
intervention: the physical management (person&tgafransportation and
immobilization) of continuous behaviors that arerdptive, aggressive, or self-injurious,
and 4) post-crisis strategies: the reintegratiotihefindividual into the existing teaching
system. Fleisig specified that the system wasvddrirom “scientifically verified
principles in behavioral psychology for the preventor reduction of maladaptive
behavior (p. 4).

PCM has been implemented school-wide in an elemestdool in an upstate
South Carolina district for over five years. Tipase use of PCM in South Carolina
schools has exposed a rare phenomenon that exi$iis upstate district that has not
been studied. Therefore, | conducted an investigaif the nature of the relationship
between the role of principal leadership and scloatilire within a school-wide

implementation of Professional Crisis Management.
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Leadership, as defined by Merriam-Webster, is‘plosition or office of the
leader, the capacity to lead, or the act of leadikpuzes and Posner (2002) submitted
that leadership included modeling, inspiring, oladfing, enabling, and encouraging.
DePree (1989) added that leadership was an arinti@tes “liberating people to do
what is required of them in the most effective andhane way” (p. 1). Kelehear (2008)
concurred that “instructional leadership is abaihg wholly present in the moment and
the experience, and then being able to descrilayzs interpret, and judge that
experience” (p. xv). For the purposes of this papencipal leadership was defined as
the capacity to model the attitudes, beliefs, agttblviors that shape cultures that
optimize growth and development for all learners.

School culture, as established by Deal and Petdd€90), was the “intangible
feel of a school” that can be sensed when onestiterbuilding. The culture “reflects
the values, beliefs, and traditions of the schoohmunity, which underlie the relations
among students, parents, teachers and princigal8)( Importantly, the principal was
identified as the cultural leader who not only ngethoperations, but one who acted as a
symbol, a potter, a poet, an actor, and a healdreischool environment.

PART II: PURPOSE STATEMENT

The purpose of this study was to investigate thiareaof the relationship between
principal leadership and school culture within had wide implementation of
Professional Crisis Management from the perspediiyarticipants at two elementary
schools and one middle school in the upstate oftfSGarolina. | examined the
relationship between principal leadership and scbolture in settings where the leader

and staff executed consistently the behavior tlesand strategies contained in the
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Professional Crisis Management system. As intellgoals, | constructed meaning
through interactions with participants and enrichedinsight and understanding of the
role of principal leadership and school cultureirtker, | examined how principal
leadership and PCM shape school cultures.
PART lll: TYPE OF STUDY AND RESEARCH QUESTIONS
Working from the epistemological stance of a cardtvist worldview, |

conducted a case study to investigate the phenam&narincipal leadership and school
culture within the implementation of PCM. Casedstuesearch explores people,
phenomena, organizations, and programs and usoatijves interviews and
observations. Marshall & Rossman (2011) statet“t@se studies take the reader into
the setting with a vividness and detail not tydicaresent in more analytic reporting
formats” (p. 267). The case study approach wasogpiate for this research endeavor as
it enriched my understanding of the lived experésneof participants within the context
of their own school setting. This type of studg@mmodated the interpretation of
multiple participant meanings within the settinglallowed me to construct theory to
describe the phenomenon.
The following central question was used to guids study:

What is the nature of the relationship betweengpi leadership and school culture

within a school-wide implementation of Professio@alkis Management?

Additional supporting questions were:

1. What are the principal attitudes and behaviorsitifatence positive school

cultures?
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2. In what ways, if any, does the shaping of adultavédrs influence classroom

and school cultures that promote learning?

3. What is the combined impact, if any, of the congwf principal leadership
and PCM on the school culture?

PART IV: SIGNIFICANCE

This study was significant to the field of educatas it examined the impact of
principal leadership in shaping school culture.e Titifluence of principal leadership on
school culture as paramount to student achievehsnbeen documented (Marzano et
al., 2005; Cotton, 2003; Deal & Peterson, 2009)ndipal leadership and school culture
within a school-wide implementation of PCM conggiilia rare phenomenon that merited
investigation due to the afore-mentioned increag@e-crisis and crisis behaviors.
Given what is known about principal leadership adlgool culture, further investigation
of the influence of the PCM system as a school-wmiestruct contributed to the
literature.

CONCEPTUAL FRAMEWORK

PART I: SITUATED KNOWLEDGE AND RELATED ASSUMPTIONS

| have eighteen years of experience as a schoah&trator and have held a CPI
certification for twenty years. After acquiring i evel Il Practitioner certification six
years ago, | set a goal to seek instructor stattisei system in order to train the entire
staff at my school. During my years as an athledi@ch, | reflected on my influence on
players and how the shaping of values and attitudpacted their behaviors,
performance, and the overall success of the tddany years later | still consider

coaching to be a primary function of an administraind have pursued my interest in the
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leader’s role in shaping school cultures into pesitearning environments. | have
continued my efforts to increase my own persondl@mofessional capacity as a Ph. D.
candidate in the Department of Educational Leadersd Policies at the University of
South Carolina.

| operated under the assumption that the leaddftiseince is powerful and that it
may be expressed in positive or negative ways. efteetive leader is ever mindful to
model the behaviors, attitudes, and beliefs thghatith the goals and purposes of the
organization. | believe positive school culturesyme described as safe, respectful, and
caring places that optimize opportunities for sesand are continuously shaped by the
influence of leaders, teachers, students, and cantynmembers. My history and
experience with leadership, culture, and the udsebavior theory as prescribed in the
PCM system informed this study. | was aware, h@rghat my subjectivity constituted
a lens that could bias what | observed.
PART Il: REVIEW OF RELATED LITERATURE

The literature surrounding principal leadership aakool culture was reviewed
for this study. These two bodies of work represérthe major considerations of this
research project and undergirded the central quresfithe relationship between
principal leadership and school culture within haa wide implementation of
Professional Crisis Management. Understanding wiaatalready known regarding the
connections between principal leadership and satwtire guided the research and
provided the foundation for understanding theiatiehship within a context that had not

been studied.
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Principal Leadership: The topic of leadership has been contemplated since
antiquity. According to Takala (1998), Plato wae @f the most influential early
thinkers on the subject of leadership, and hissdeal themes continue to be applicable
in modern times. He saw organizations as harmeeying entities and leadership as the
management of meaning within those entities. FatoPleadership was a social process
in which effective leaders possessed certain cometttobutes. Among these attributes
were “charisma and a gift of grace” (p. 795). Anslation of these words in school
settings of today might be the leader’s positive earing presence, trust, respect, and
understanding.

Theories of leadership have evolved over the yaagsfall within a spectrum that
ranges from an autocratic perspective to a demoaiyle. Marzano, Walters, &
McNulty (2005) reviewed the various leadership tieand grouped them into eight
major categories. The ‘great man” theory propokatleaders are born, not made, while
the “trait theory” suggests that individuals inth@n acquire certain characteristics that
make them more suitable as leaders. Proponetite @bntingency and situational
theories assume that leadership decisions are bast@ environment or situation.
Participative leaders use input from constituemta shared governance approach.
Management theory or transactional theory utilisgards and punishments, whereas,
relational or transformational leaders motivate snsgire followers toward productivity
and success based on the strength of their retiijos and trust. Behavior theory states
that leaders are born and that individuals camleabecome leaders through observation

and instruction.
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Researchers have combined these theories in tledop@vent of comprehensive
sets of responsibilities, behaviors, laws, or latties of effective school leadership
(Maxwell, 2007; Schmoker, 2006; Kouzes & Posnef2otton, 2003; Marzano et al.,
2005). Cotton and Marzano established statisyicadjnificant correlations between
principal leadership and student achievement imasy as twenty-six categories or
behaviors including the leader’s impact on schdéiotate or culture. Covey (2004)
identified the need to live, love, learn, and leavegacy as basic to everyone and
suggested that individuals choose their level eégtment in an organization based in
proportion to how they are treated in the workplakkés 8" Habit is a challenge for the
leader to find his or her voice and inspire otternd theirs. Fullan (2001) identified
five core competencies that position the leadeéh@gentral figure in a culture of change
and education improvement. These competencied pneoral purpose, 2)
understanding change, 3) relationship buildingsmwledge creation and sharing and, 5)
coherence making.

The role of principal has become more demandimcamplex in the last several
decades particularly since the passing of educagéifumm legislation. In 1983, The
National Commission on Excellence in Education regoNation at Riskcalled for
increased accountability particularly in studerttiagement on standardized tests and
shifted more regulatory control from districts tate levels. The reforms Gfoals 2000:
Educate America Aaf 1994 and thé&lo Child Left Behind Aaif 2002 placed even more
accountability pressure on educators, set movinipeance targets, and required all
students to perform at the proficient level by yiear 2014. Although instructional

leadership and supervision lie at the heart offtegcand learning, Kelehear (2008)
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argued that it might be unreasonable to expecpenson to be able to conduct
meaningful instructional supervision while atterglto all the management necessary for
school operations.

Similarly, Marzaro et al., (2005) struggled wittetnotion that any one person
could demonstrate competencies in all of their ty«@me responsibilities of school
leadership. They presented a solution that stidta individual school leadership to a
leadership team and the development and cultivatidhe concept of purposeful
communitywhere leadership and decision-making are shared.

While Collins (2001) agreed that trusting and sarfipe relationships are
ultimately important in organizational success,research indicated that the most
effective leaders were not the extroverted, egeedri charismatic types, but rather those
who were characterized by “a paradoxical blendesgpnal humility and professional
will” (p. 20). Chenoweth (2010) added that effeetschool leaders were models for
students and teachers in a democracy that inchoteEgsince, respect, and high
expectations. She insisted that principals mustddentlessly respectful and respectfully
relentless” (p. 18). This unwavering pursuit afgect and success when combined with
leaders, teachers, and students working togethartba harmony-seeking entity and
lowering stress through positive interaction, helpsate a school culture that is
conducive to teaching and learning.

School Culture: The terms school climate and school culture wensesiones
used interchangeably in the literature, and thérred to the kind of atmosphere or
feeling a school exudes. The two words carry sinmteanings. Climate, according to

Merriam-Webster, refers to the “influences or eonmental conditions characterizing a
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group or period.” Climate carries the notion ohasphere or external factors and is an
apt descriptor of learning environments.

However, the term culture prevailed in the literatfor its deeper meaning and
implications for the educational setting, particlydor its link to human values and
behaviors. Again to Merriam-Webster, culture is timtellectual and moral faculties”
required for education settings, "the integrateigra of human knowledge, belief, and
behavior that depends upon the capacity for legraimd transmitting knowledge to
succeeding generations” and “the set of sharetiddis, values, goals, and practices that
characterize an institution or organization.”

Educational institutions considered tgéha positive culture were described
typically as safe and happy places where a sgigeauine care, respect, and
collaboration exists among leaders, teachers, @mm@sts. According to the U.S.
Department of Education (1990), a statement tak@n the work of Deal and Peterson
posited culture as the “intangible feel of a schtlwht can be sensed when one enters the
building. The culture “reflects the values, badiednd traditions of the school
community, which underlie the relations among stisleparents, teachers and
principals” (p.3). Additionally, the principal wadentified as the cultural leader who not
only manages operations, but one who “acts as aalyma potter, a poet, an actor and a
healer in the school environment” (p. 3). BarQ(2) defined culture as a “complex
pattern of norms, attitudes, beliefs, behavioriyes ceremonies, traditions, and myths
that are deeply ingrained in the very core of tiganization. It is the historically
transmitted pattern of meaning that wields astongspower in shaping what people

think and how they act” (p. 6).
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The convergence of these definitions illustratead tulture is about how
individuals make meaning within a setting. Thisameg-making is conducted through
shared values, norms, rituals, stories, traditioakebrations, recognitions, and the
formulation of specific language that shapes belgfd behaviors. Like the potter forms
the clay into a beautiful vessel, the school leadss identified as the most influential
figure in the shaping of a culture that is condadw learning.

This brief review of the literature illustrated serkey points. All organizations
have cultures that are characterized by beliefsnagrituals, attitudes, myths, stories,
and behaviors that are constantly interacting &pstthe environment. Positive cultures
have been identified as contributors to effectisfeo®ls and student academic success
(Marzano et al., 2005; Cotton, 2003; Deal & Peter&®09). Through modeling certain
attitudes and behaviors, participating in the tgpand the telling of stories that reflect
the values and norms of an organization, the palcexplained Deal and Peterson,
becomes theultural leaderwith the most potential to shape the learning mment
(2009).

While the aforementioned reform efforts such asl&2800 and No Child Left
Behind may have been well intended, they wereipally motivated top-down
mandates. Policy makers have attempted to imptwvguality of education through an
outside-in approach with little regard for how eatacs might enhance the school culture
to maximize learning opportunities for childrens stated by Deal and Peterson (2009),
“too much emphasis has been given to reformingastoom the outside through
policies and mandates ... and too little attentios leen paid to how schools can be

shaped from within” (p. vii). They suggested thatturing the school culture was the
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key to improving education and that principal leatieo was the primary influence in
creating positive, caring, and intellectually stiating schools that improve academic
performance.

This study continued my quest for a deeper, mdagnmed understanding of the
influence of principal leadership and school cidtuFurthermore, a study of the two
components of principal leadership and school celltuithin a school-wide
implementation of PCM has not been conducted. d&te collected in this project
contributed to the body of knowledge that may iefiae policy makers to consider an
alternative to the state model for crisis managémen
PART lll: THEORITICAL FRAMEWORK

The framework for this study included leadershigotty and culture theory and
how the two connected and informed my approachmterstanding the phenomenon.
Two of the eight major leadership theories thatensgplied here were the participative
leader who uses input from constituents in a shgoeérnance approach and the
transformational leader who motivates and insgmdewers toward productivity and
success based on the strength of relationshipgrastd While the other traits were
valuable in broadening my understanding of prindigadership, these two were selected
because they aligned with the positive reinforcenaend preventions strategies of PCM.

Culture theory recognizes how individuals influeeeeh other when they interact
and experience the dynamics of those associatibhs. interactivity shapes a person’s
beliefs, attitudes, behaviors, and perceptiongality. O’Reilly and Chapman (1996)
described culture as the shared values and noahs¢fine accepted behaviors and the

feelings of the members. Cultures develop them tamguage, perceptions, rituals,
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norms, values and feel (or climate). As suggebtellarion (2002), “culture is

influenced by the totality of the organizationapexence” including matters as simple as
the layout of the facility or how a school day rganized into periods that define and
maximize instructional minutes. He continued tlcadture is people and processes and
tools, and cultural leaders must tend the totatare” (p. 227). These notions of people,
beliefs, values, norms, and rituals fit under géarumbrella that Bolman and Deal
(2008) called the symbolic frame where “culturenbgpls, and spirit are keys to
organizational success” (p.16). They proposed‘thdture forms the superglue that
bonds an organization, unites people, and hel@ntarprise accomplish desired ends”
(p. 253).

The interaction of leadership theory and cultuesotly informed my
understanding and interpretation of the lived edgpexes of the participants as teachers
described their relationship with the principakiticonfidence in her support, and being
allowed and expected to make decisions regardirdgest behavior. The co-constructed
meaning with teachers regarding the value of tngstelationships with the principal and
their confidence that results from her support vagglied to the central research
guestion of this study: What is the nature of #datronship between the role of principal
leadership and school culture in a school-wide enpntation of Professional Crisis
Management?

STUDY DESIGN
PART I: METHODOGICAL APPROACH
| conducted a case study to investigate the natuiiee relationship between

principal leadership and school culture within itmplementation of PCM. The case
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study approach was appropriate as it enriched mdgnstanding of the lived experiences
of participants within the context of their own schsettings. According to Creswell
(2009), qualitative inquiry is rooted in a sociahstructivist worldview, and it involves
understanding a state of affairs in a context @ngimenon, multiple participant
meanings, a social and historical construction,thedry generation. The
epistemological stance for this study was the $a@aiastructivist worldview. | attempted
to understand the lived experiences of the pagmpwithin their contexts, interpret
multiple participant meanings, and construct theorgiescribe the relationship between
principal leadership and school culture within itmplementation of Professional Crisis
Management.
PART Il: CONTEXTS

| selected two elementary schools and one middieaan an upstate South
Carolina Title | district of six thousand studenf®e elementary schools were Pre-K
through 8' grade and had enrollments of approximately sixdneh and fifty students.
The middle school housed four hundred studentsades 6 through 8. A behavior
interventionist served all schools in the distrithe poverty index for the district was 74
percent.
PART lll: PARTICIPANTS

The participants in this study included the priatiand three teachers from each
of the schools and one district behavior intenamst (N=13). On the one hand,
selecting research sites from my own district maygdnsidered convenience sampling.
On the other, this district was the only one intBdDarolina where the phenomenon

existed. A criterion sampling technique was useselect the specific participants as
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they all held PCM Practitioner 1l certifications Behavior Tool$ractitioner or
Instructor status and worked in a district that baohmitted to training a broad base of
employees in behavior theory in all schools.

PART IV: METHODS

Interview. Interviewing was selected as a data collection otkth order to learn
from the lived experiences of the participants emexplore their knowledge and
interpretations of those experiences. The intenpeovided opportunity for the
participants to use rich, descriptive language fihatitated the depth of my
understanding and interpretation. | recorded bherviews on a digital device and
through hand written notes in my field journal.

Observation. In qualitative research, the inquirer positiomadelf or herself
within the setting to observe actual practice mfibld. The use of observations allowed
me to see firsthand the art of instruction andinkeractions and engagements with
students and other staff members. | conductedredisens in each teacher’s classroom
and general observations of the overall schoouoeilt
PART V: DATA ANALYSIS

Analyzing data is a systematic process of orgagiziformation into smaller
categories, naming them, also called coding, aed searching for patterns or
connections. The goal is to achieve synthesis thighinformation in order to make
meaning and broaden understanding for interpretaticonsidered data collection,
analysis, and interpretation as processes that takesiplace simultaneously. | wrote
regularly in a field journal and included memos @bmethodology, connections to

theory and literature, feedback on possible coaled attempted to remain open to new
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thoughts and ideas as they surfaced. | triedgistranderestimating what might have
appeared insignificant at the time as that pieaafofmation may have turned out to be
the key to new understanding or a breakthrougmmiaraa where | may have been baffled
or blinded by the lenses of my own subjectivity g@aditionality.

| navigated my way through the project using thecpss othematic analysiby
developing codes that labeled or categorized in&bion on a single topic or idea
(Riessman, 2008, p. 53). | developed a code bmalkdist in refining research questions,
interview questions, and focus group discussioictopl read and reviewed the code
book on a regular basis to ensure a continuousepsoaf analysis, interpretation, and
openness toward new ideas and missed connections.
PART VI: TRUSTWORTHINESS OF DATA AND ETHICS

Attempts to convey the lived experiences of pgstats in rich, descriptive
language added trustworthiness to the findingnade efforts to be aware of and include
comments regarding my own bias that | brought éorésearch process, interpretations,
and findings. Creswell (2009) recommended theofiseultiple strategies to safeguard
the trustworthiness and rigor of data. | built e@nce of themes through the process of
triangulation and used member checking to allovliggpants to verify my accuracy in
transcripts and interpretations. In addition tergfing time in the field to increase
accuracy in my findings, | utilized peer debriefwgh the district interventionist.

As illustrated by Guba & Lincoln (1989), there iset of criteria for safeguarding
authenticity. | attemptefirnessby soliciting opposing viewpoints and resistarcée
implementation of PCM and by reporting these ddfgrperspectives in a balanced

fashion. Ontological authenticityvas addressed by allowing and encouraging
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respondents to ask questions about the daily agtigits of PCM strategies in their
specific work environments with the desire thatthwuld become more informed and
confident as practitioners. Focus groups provigledvenue foeducative authenticitgs
participants listened to other descriptions andrprietations of their experiences. The
free exchange of ideas and stories in intervievdsfaous groups was encouraged to
addresgactical authenticitythe sense of empowerment to act more confidemtly
decision-making and daily practice.

The ethical risks in this study were at least tdafd=irst, the Professional Crisis
Management system is founded on the principlesifefty, dignity, and respect.
Practitioners and instructors sign a license ageegno implement PCM strategies and
interventions in a standardized manner and to adioeall protocols and guiding
principles. It is made clear in training that aerg outside these parameters is a breach
of that agreement and that one’s license to practay be revoked.

Second, the matter of confidentiality was of upmigiortance to the participants
and to me. Inasmuch as | could control my ownlle¥¢rustworthiness and integrity
with the data collected, the possibility existedttthe participants would share
information from the research with others outsiue $tudy.

The anticipated benefits of this study were redlimemy newly acquired insight
into the primary research question regarding the abprincipal leadership and school
culture within a system of PCM. Participants répdrthat the experience helped to
sharpen their focus and even enhance their daalgtipe. Through researcher/participant

interactions, our individual and collective perdpexs were enriched regarding
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leadership, school culture, the use of positivefeecement and interaction, and how
these factors translated into safe and nurturiagnleg environments for students.
PART VII: ROLE OF RESEARCHER

As an elementary principal in the district where tudy was conducted, | was
positioned as the participants’ colleague as westaled responsibilities in the district’s
mission and vision. In addition, | trained andfercertified many of the participants and
will continue as their instructor for their annuatcertifications. While 1 do not
supervise the participants directly, as one of district “experts” on PCM, it is my
standard that everyone looks to for implementadiot practice of the system. Since |
am called on occasionally for consultations, | dedha limited or marginal supervisory
role with all district PCM practitioners.

My role in PCM placed me as both an insider andwsider to the participants.
As an insider, | share a knowledge base and theakebnstruct with other practitioners.
But because | was investigating a phenomenon ag@eart, my role may be more of an
outsider. Ultimately, | considered myself an odesiin this study as | conducted
research in other participants’ schools. | brodghited knowledge to the project
regarding the participants’ history or backgrousa | had not previously observed the
culture of the schools. My experience as the fasmplement PCM on a school-wide
level informed the study in positive ways as leeted on what | had already observed in
my own setting. Likewise, that same experience haase contributed to a lack of

objectivity and enticed me to see what | wantese® in some instances.
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RESULTS INTERPRETATION DISCUSSION
PART I: FINDINGS

| conducted a pilot study in a Type |l Alternati8ehool in the upstate of South
Carolina in the fall of 2011. During the projeatreated a table of my codes and filled in
examples that came first from my memory. | foumat this strategy helped bring to
mind the most salient thoughts from the intervigingt were staying with me during my
reflections even while not actually working on threject. As | reviewed the transcripts,
| found support for my original codes and connewibetween what the teacher and
principal had to say and the stories they tolderkstingly, they recounted the same
incident at lunch and described the power of retsped dignity toward students and the
necessity of following a previously establishedtpcol in emergency and daily
situations.

Some emerging themes were empowerment, collaboratigsting relationships,
negative vs. positive reinforcement, and stricteadhce to the prevention strategies of
PCM. There was at least one essential momentdacher’s story of her evaluation
process and how leaders/evaluators who are naettan PCM or some other positive
reinforcement system can judge teacher responsart@in behaviors inaccurately.
Evaluators without behavior training may view theop or extinction as a failure to
address a situation when, in reality, those twpaases are very effective in decreasing
problem behaviors. For the purposes of this dsons the themes of empowerment,
collaboration, and reinforcement were considergettzer. Trusting relationships was

discussed under the scope of PCM prevention stesteg
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The principal spoke explicitly about empowermenslas described her goals for
the school. She stated that matters of “curricylpracedures, and administrative
details” had been firmly established, “but wheoaine to providing the staff a focus for
discipline...that, | did not have.” If fact, the pcipal referred to having established a
“laser-like focus” on empowering teachers. Shetpgéther a disciplinary team that
would make collaborative decisions about protoddie principal indicated that her
leadership was best expressed in empowering teaahdrnoted that the implementation
of PCM fit seamlessly into that effort.

Likewise, when referring to the noticeable shiftirture at the school, Teacher
A spoke immediately about a feeling of being empadd¢o make decisions not just
when the principal was away from the building bataodaily basis. She described a
previous situation where she did not feel empowaeretistated, “I was at the point where
| was scared to do anything. Here, | know thahidld them (students) for detention
...she (the principal) is going to back me up. Ahd won’t question me as to why did
you do this. Itis not a power struggle here dmedkids understand that.”

The teachers reported higher levels of confidencensoperating from the
explicit guidelines developed by the disciplinenteand could therefore present a more
poised and calm demeanor with students. Teaclstatdd the guidelines and principal
support “make me feel more confident rather thasetp! am going to send you to the
principal” She reported that “in the past every decision wagetby the administrator”
and that it was rare now that the principal’s dttemis required.

The observed interactions between teachers andrggiteflected the PCM

prevention strategy of maximizing relationshipdassroom observations revealed that
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alternative school students who were placed herause of inappropriate behaviors in
their school of origin responded respectfully t@deer A and maintained a high level of
academic engagement due to the mutual trust betstadent and teacher. She spoke of
her intentionality in building rapport with studsrthrough respect, refraining from
judgment, and reflective listening.

Similarly, the principal’s efforts toward empowemb¢hrough trust, shared
decision-making, and collaboration were observeukinpositive engagements with
teachers and students. Teacher A stated thateshieh this kind of professionalism and
trust in only one other school in her ten year earé&She noted the principal’s leadership
and the modeling of respect and collaboration ak#ys to creating that feeling. She
said that “trusting relationships played a majde tia the shift in the culture.”

The trusting relationships students exhibited Wilacher A were the antithesis of
what was observed in Teacher B, who while respandon-reactively, was inundated by
constant outbursts and inappropriate remarks fitoichesits by giving his attention to
negative behaviors rather than reinforcing targdiaviors. One student said, “You ain’t
the principal' Who died and made you the principafhother said, “Did you say
something about a cat pissing on ...something?” Ae@aB responded, “No, | said it was
raining like a tall cow peeing on a flat rock.” ug8ient 9 shouted into his coat sleeve
throughout the period with comments like “baldyit spine, and Mr. Clean!”
Observations revealed a classroom atmosphere tbazrad by off-task behaviors,
outbursts, inappropriate remarks, diminished acaclengagement, and the potential for

outbreaks of more aggressive and even crisis befsavi
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PART II: INTERPRETATION

School-wide and classroom observations at théutish revealed an overall
calm and quiet respect among adults and stud@ihts.most obvious contributing factor
was the respectful, professional, and calm behalaaronstrated by the principal and
some of the staff. The students reflected theaelsmand attitudes that the adults
projected. During my first school-wide observatitre School Resource Officer
commented that the number of incidents requirirsgrtiervention had dropped
dramatically since the arrival of the new principall the implementation of PCM.

This principal’s intentionality to empower teacharsl students through
modeling and positive interaction coincided witk tiotion that the principal “acts as a
symbol, a potter, a poet, an actor, and a healdreischool environment (Deal &
Peterson, 1990)” to create what Barth describéseascomplex pattern of norms,
attitudes, beliefs, behaviors, values, ceremotraditions, and myths that are deeply
ingrained in the very core of the organization.. 1t theelds astonishing power in shaping
what people think and how they act” (p. 6).

Further, the principal at the alternative schosptiyed an internalization of
Fullan’s (2002) core leadership competencies pddity moral purpose, understanding
the change process, and relationship buildings dssential here to connect principal
leadership with positive reinforcement and maximgzielationships with the prevention
strategies of PCM that are grounded in behaviarrtheThe consistent combination and
practice of principal leadership and the strategfabe Professional Crisis Management
system contributed to a positive shift in the sdloodture. That shift permeated teacher

confidence and student performance to the endsthdents were being reintegrated back
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to their schools of origin and were meeting witk@ss. In some cases parents and
students submitted requests that the studentdsedito remain at the alternative setting
even after meeting all the necessary requiremenesttirn to their school of origin.

PART Ill: DISCUSSION

The principal at the alternative school demonstraigh a participative
leadership style that utilized input from constiitgein a shared governance approach and
a transformational approach that motivated andinedgollowers toward productivity
and success based on the strength of their retiijos and trust.

A culture theorist recognizes how individuals isfice each other when they
interact and experience the dynamics of those adgwts. This interactivity shapes a
person’s beliefs, attitudes, behaviors, and pelaepof reality. O’Reilly and Chapman
(1996) described culture as the shared values amdsithat define accepted behaviors
and the feelings of the members. Cultures devilep own language, perceptions,
rituals, norms, values, and feel (or climate).

The interaction of leadership theory and celtilneory informed my understanding
and interpretation of the lived experiences ofgh#icipants in the pilot study. This co-
constructed meaning did shed some light on thea@emisearch question of the study:
What is the nature of the relationship betweerrdie of principal leadership and school
culture in a school-wide implementation of Professi Crisis Management?

IMPLICATIONS AND CONCLUSIONS
PART I: SIGNIFICANCE OF DISSERTATION STUDY
My practical goals for this research project wereontinue to encourage and

justify the need to train a broad base of PCM pianers at every school in the district
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and to stimulate conversations at the South Car@epartment of Education to consider
a shift from the state model of CPI to the more poghensive system of PCM.

The literature review indicated only a suggestibthe breadth of research that
has been conducted on the topics of principal keshile and school culture. The
investigation of these two concepts within a scheiole implementation of Professional
Crisis Management has not been studied in Soutbli@ay however. According to
Fleisig, the leadership and culture relationshipB€M have not been studied in any
state (personal communication, November 17, 2011).

My pilot study and conversations with colleaguethia fields of education and
behavior analysis affirmed my interest in pursuting topic on a larger scale. In
addition, CPI has been the professional crisis mamant model for South Carolina
since 1991 according to state department offiblathael Paget (personal
communication, November 17, 2011). A closer exatiom of PCM as an alternative to
CPIl was in order for the state of South Carolina.

PART Il: POTENTIAL LARGER AUDIENCE

South Carolina Superintendent of Education, Micls Zasited my school on
November, 4, 2011. In our discussion, | disclosedschool’s success with the use of
behavior theory and the specific strategies of PGM.was unaware of the system and
asked me to send him more information. On Noveri@et participated with Neal
Fleisig and his two top executives in presentatiorthie Directors of Special Education
at the Western Piedmont Education Consortium (WPHEG@jer that same day in
Columbia, we addressed Marlene Metts, the Stateud@pnt of Education Director of

Children with Exceptional Needs, and State Depantrdficial, Michael Paget, who
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initiated the use of CPI in South Carolina. Havoogtended with a long history of CPI
in our state, it was my hope that a seed of ch&agebeen planted in the minds of some

of our decision-makers.
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CHAPTER FOUR
FINDINGS

If there is anything that we wish to change in¢h#éd, we should first examine
it and see whether it is not something that coeliiedn be changed in ourselves.

Carl Jung,The Integration of Personality,939
PART I: INTRODUCTION

As stated in Chapter One, this study examinedh#tere of the relationship
between principal leadership and school cultur@iwithe school-wide implementation
of Professional Crisis Management. The projeai aisestigated the need for additional
training in behavior theory to equip educatorsetspond to the needs and behaviors of
increased numbers of students with autism, studembshave been traumatized,
neglected, and abused.

The investigation was conducted in a small upsateth Carolina school district
where professional crisis management strategiepaudures have been implemented
on a school-wide basis in at least one school 206&. Since that time, principals and
teachers in every school have been trained insamsinagement, and the strategies and
procedures of behavior theory are now being applied district-wide basis. Data for
this research project were collected from pringpaid teachers in three of these schools
from January through March of 2013.

History

As indicated in Chapter Three, CPI has been thiegsmnal crisis management
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model for South Carolina since 1991 according atestiepartment official, Michael
Paget (personal communication, November 17, 20Thg school district in this study
began training special education teachers in PCROO5. When the interventionist and
| sought PCM instructor certification in 2007, afstoward district wide implementation
of behavior theory began, and the exploration wéa model of crisis management for
schools and districts in South Carolina was unéterta

As of this writing, every principal in the distribeld a certification in PCM and
Professional Crisis Management Association’s nevggam, Behavior Tools. As many
as half of the staff at each school were certiiretBCM or Behavior Tools, and three
schools had the entire staff certified in one dhbaf the programs. The results of this
study argued that new adult behaviors that inclhadgimizing relationships and positive
engagements decreased the frequency of problenvibehade-escalated pre-crisis and
crisis behaviors, and shaped classroom and schewbaments that promoted social and
academic success.

The significance of this district wide effort, hewer, was best understood
through a personal narrative. Brian, a five-yddt-tvansferred from another state and
enrolled in the elementary school where | servepra€ipal. He and his sister were
living with a foster family after the Department®bdcial Services removed them from
their previous caregivers. The new foster parkatsnot been told the children’s history.
While these circumstances were unfortunate andtlinge situations like Brian’s are not
uncommon in today’s public schools.

His kindergarten teacher reported Brian’s aggresisehaviors on the first day of

his matriculation. She noticed his first sign st&ation was to take off his shoes and
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throw them at her or the other students. His apwaad aggression rose very quickly and
upon removal from the classroom, he turned oveksdand chairs, ripped papers and
books, hit and kicked school officials, and engaigeskveral types of self-injury
including attempting to violently ram his head itih@ corner of a wooden table. He was
removed from the classroom as a result of his &ggye on an almost daily basis, and
while the school counselor and | were certifie€ipl, his episodes of destruction and
self-injury lasted over an hour before he wouldedealate.

The events that led to Brian’s and his sister'szarto this community were
revealed only in bits and pieces over the next loapyears. What we learned was
shocking, and the full story, which was not diseld$iere, would bring tears. Along with
many other horrible injustices in their lives, Briawas physically and sexually abused
and severely neglected by the adults in his bicklgamily and early foster care
placements. His aggression was so intense th&bsker parents elected to turn the
children back over to the hands of the state. ddsé foster home situation ended in the
same result, and the children were placed with-garers in South Carolina.

The school counselor and | managed Brian’s belhagavell as could be
expected given our level of training, and we wdke &0 keep him from hurting himself
and others and to keep him in school. When weeebeertification in PCM in 2007, we
began using the new system’s prevention, de-esmalafrisis interventions, and post
crisis strategies with Brian. His aggression begagissipate and he functioned rather
well until third grade when his post traumatic syorde episodes returned with enormous
rage and destructive behaviors. He ended up spgmdbd year-long hospitalizations in

state facilities. At the end of each stay, he measnrolled in our public school.
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At the time of this writing, Brian was in sixthagte and was functioning well, but
his early childhood traumas are likely to followrhthroughout the rest of his life. While
his story was extreme and disturbing, the schadt ahd | been called on to
accommodate at least another one dozen studentdavh@rious reasons, have
exhibited similar violent crisis behaviors. PartBsfan’s story was included here to
illustrate how ill-equipped school personnel aréhaiit additional training in behavior
theory and crisis management. Most often whendatfficials are met with these types
of behavior challenges, they follow the disciplsagle and end up placing the students in
alternate settings, and frequently not withoutgh if relief.

Are public schools and districts obligated to acomdate students whose
behaviors are this extreme? The superintendahidistrict supported that undertaking
as a moral and ethical decision to make every teffboequip administrators and teachers
to meet the needs of each child who enters thdulibgs.

PART Il: PARTICIPANTS DEMOGRAPHICS
Setting

This study was conducted in an upstate South @arditle | public school
district of approximately six thousand studente @istrict was comprised of one high
school of 1600 students, three middle schoolsrdraed in enroliment from 250-400
students, and six 4K™grade elementary schools with student populatir30-650
children. The district poverty index was severaytfpercent. The geographic area was
mostly rural, but there was a small downtown squatie a few shops and restaurants
and a historic district that showcased homes buthe eighteenth and nineteenth

centuries. Two elementary schools and one miditied were included in the study.
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The principal and three teachers were selected &ach of the schools along with one
district behavior interventionist (S=13).

Participants were selected using Patton’s (2008)gseful sampling method. In
this case a criterion sampling method (p. 238) wesrporated as each participant had
undergone additional training in behavior theorgl arms employed in the district where
behavior theory was being applied in all schod#.participants held certifications in
either PCM or Behavior Tools or both. The reseaitthwas a rare phenomenon as it
was the only school district in South Carolinaystematically apply behavior theory in
all schools through the strategies and skills meguin PCM and Behavior Tools.
Principal Participants

Thomasthe middle school principal, was a white maleevat educator with
twenty-seven total years of service and ten yeaggiacipal. He held the Doctor of
Education degree in Educational Administration, PGCa&el Il Practitioner, and
Behavior Tools certifications. He had implementetidvior strategies since his initial
PCM certification in 2011.

Rebeccaan African American female elementary school @pal, held the Ph.
D. in Educational Leadership, PCM Level Il Practiter and Behavior Tools
certifications. She had twelve years of servicpublic education and had served five
years as principal. She earned her first certibcan PCM in 2010.

Johnwas a white male elementary school principal wékienteen years of
experience as an educator and five years as paincite had acquired a Masters in
Educational Administration degree plus thirty hoansl held the PCM Level Il

Practitioner (2011) and Behavior Tools (2012) ¢iedtions.
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Teacher Participants

Ross a native of India, moved to the United Statetewh special education self-
contained students eight years ago. He taughyeawein India after a career in
marketing. He taught first through fifth grademsone classroom and had the services of
an instructional assistant. He was a PCM LevEBréctitioner and held the Behavior
Tools credential.

Jessicawas a white female second grade teacher. Shedeardasters in
Divergent Learning and was certified as a PCM Lélvahd Behavior Tools Practitioner.
Her initial PCM certification was earned in 201hdashe had7 years of teaching
experience.

Hanng a white female, was completing her third yeaamglementary teacher.
She taught third grade students in an elementéiyodof 650 students. She held the
PCM Basic Practitioner certification and was a BetvaTools Instructor. She entered
the teaching field with a Basic Practitioner cectte.

Rachaelwas a white female and Masters level first gradeher with fifteen
years of experience. She earned her Behavior Teolgication in the summer of 2012
and her PCM Level Il status in 2011.

Hope an African-American female, had been teachingispeducation self-
contained students for twenty-eight years. Asexisp education teacher, she was one of
the first to be trained in PCM in 2005. She alsmed her Behavior Tools certification in
the summer of 2012.

Annewas a white female with a Masters degree with esishin Montessori

education. She had been teaching for nine yearshenlast five years in lower
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elementary Montessori. She held the PCM Basictlater certification and was a
Behavior Tools Practitioner.

Ruth a white female, was a Masters level special dducaelf-contained teacher
with three years of experience. She held the P@VeLII and Behavior Tools
certifications.

Cindy, a white female, taught special education seltaioed &' through &'
grade students. She was in her third year of tegahith one of those years as a high
school special education teacher and was PCM Lesald Behavior Tools trained.

Charlottewas a white female teacher of upper elementaryt®sori students in
grades six through eight. She had twenty-eightsyehservice all in the same middle
school. She held the Masters in Education andehadged an additional thirty hours of
graduate credit beyond her degree. She was a P&did Bractitioner and Behavior
Tools Practitioner.

Behavior Interventionist Participant

Nathanwas a white male with thirty-eight years of seevas a teacher, coach,
administrator, and served as the district behaaterventionist. He and | were the first
and only two administrators in South Carolina ¢exdias Instructors in PCM and
Behavior Tools. He had been implementing the skifid strategies of PCM since 2007
and Behavior Tools since 2012. For the past tieees, he had served all schools in the
district providing assistance to teachers and oreeane interventions with children. He
held the Masters in Educational Administration &ad earned and additional thirty

hours of graduate credit beyond the administrateséificate.
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Without hesitation, each participant acceptedrtligation to be an informant in
the study. They expressed an enthusiastic interéisé relationship between leadership,
culture, and behavior theory. Their anticipatiol @nergy stemmed from their
successes and challenges in the use of leaderstipedavior strategies and procedures
to assist children and to create learning envirartsthat promote social and academic
growth.

After working with the participants through thne®nths of data collection, it was
clear that they held to a strong commitment towhesr own growth and development.
They had the assurance and satisfaction of knothiegwere doing everything possible
to serve the adults and children under their chahgenultiple ways all of them
expressed their pledge to honor the dignity of esltiit and child in every circumstance
and to view inappropriate and approximate behawasrgrand opportunities to teach new
replacement social skills. Their willingness tatdpate in the co-construction of
meaning was invaluable to this study. In the extion, they shared those lived
experiences and their commitment to the intentishabing of their own behaviors to
create cultures of learning that optimized growtill development.

PART lll: RESEARCH QUESTIONS

Central research question:

What is the nature of the relationship betweengpi leadership and school culture
within a school-wide implementation of Professio@alkis Management?

Additional supporting questions:

1. What are the principal attitudes and behaviorsitifatence positive school

cultures?
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2. In what ways, if any, does the shaping of adultavédrs influence classroom
and school cultures that promote learning?
3. What is the combined impact, if any, of the congBwf principal leadership

and PCM on the school culture?

Data were collected from participants through witam, classroom observation,
and focus groups during the months of January,Ugepy and March of 2013. The data
were transcribed, analyzed, coded, and follow up/ersations were held face to face or
by email. The findings were presented in the isextion.

PART IV: FINDINGS
Research Question One: What are the principal attitudes and behaviorsthat influence
positive school cultures?

Principals reported several attributes held inmmmm. They suggested that the
attitudes and behaviors that shaped positive sahdtlres included communication,
calm demeanor, respect, and the willingness to ligaekample. All principals believed
that their demeanor whether it was calm or excibediressed, had a marked influence
on the school culture. They suggested that themeshnor permeated to teachers and was
perpetuated to children in ways that influencedethiére culture. Thomas remarked that
“| am least effective when | am excited or streSsed! further indicated that when he “is
calm, the whole school is calm” ahtlwould think that attitudes are really good when |
am the most controlled person here.” The admatists concurred that teachers,
students, and staff member reflected what theddea projected and considered the
attitudes and behaviors they put forth to be angtieterminates either negatively or

positively in shaping school culture.
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The ability to communicate was important amongghecipals in influencing the
school atmosphere. One principal committed toal gbe more intentional about
increasing the number of positive engagements wwdbhers, students, and parents.
Another implied that communication was part of theople skills” necessary for
effective leadership and positive influence. Theorevealed that his personality was
rather reserved, even shy, and while his writtemmoanications were described as ‘very
strong,” he “struggles with oral communication aaetimes hesitates to communicate
verbally when | should.” Two principals commentady about their communication to
others, while one spoke about the power and naégeggjuality listening skills.

Modeling or leading by example and demonstrategpect were spoken of
explicitly by two of the principals and were striynmferred by the other. John used the
expression of “leading with muddy boots” to make point about the value of shaping a
culture by one’s own actions and attitudes. Thoiteaated the impetus of a “willingness
to grow alongside others” as his interpretatiofeatling by example. He believed that
this willingness to grow alongside others ensuhed tthey will grow with you.” Their
notions about modeling or leading by example weréam, and they seemed confident
that they could “be the change” (Gandhi) they wdritesee, and the best way to do that
was to strap on the boots.

John made a strong argument for leading by exahYjge know | can’t say to
teachers ... | can say but it won’t be very effectivd want you to treat your students
with respect, not use coercives, etc., but at éineestime I'm operating completely
different opposite from that. Um, I've got to médtleat for teachers and students. | just

think that can’t be over-stated ... how we as leafi@iacipals and teachers) how we
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respond to others is crucial.”

For John, respect was considered a non-negoti&l#eencourages his staff
regularly to “make sure everyone is treated wigpeet” in all circumstances. Another
participant took a more outside - in approach ad that a leader must be “somebody
that people respect.” All three principals madmmmitment to the guiding principles of
PCM and Behavior Tools that included preservingjgand respect even if they did
not speak explicitly about this attribute.

Other behaviors, attitudes, and/or values weretioregd such as honesty,
integrity, trust, flexibility, humility, decisiverss, positive attitude, and a strong work
ethic. In summary, the principals agreed thatdtieudes and behaviors that influenced
positive school cultures were respect, communinatimodeling or leading by example,
and demonstrating a sense of calm. The teaclesfgonses to question one were
revealed in the next section.

Teacher responses to Question One matched thepaisi in areas of modeling
or leading by example, and communication. Thegadioverwhelmingly that
communication was critical to shaping a positivieasit culture. Positive feedback
seemed very important to all the teachers, andlthkgd those feelings of affirmation
with a willingness to invest in their leader anditforganization. Anne affirmed that
“There are so many people who need that positivgou.know, tell me what I’'m doing
right, and then they will go above and beyond tavthat they need to do for the
children” and “that one compliment can really mater someone who is just doing a

mediocre job to go overboard and do an excelldnt jo
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To the contrary, the absence of positive reinforeeinand/or constructive
criticism left participants feeling anxious and sad them to question themselves and the
quality of their work. Teacher participants asatai feelings of support in the same
context as affirmation and positive feedback. idassxpressed, “I think it's all about
how that person is and when you feel supportedadreh you feel the positive feedback
... in the schools that I've been in | can see adifice in the morale and the willing to
try harder or to do more.”

In the eyes of the teachers, communication inohe fof positive feedback and
affirmation equated to the feeling of being suppdytand they placed a high value on
that affect to promote investment and hard worlachel indicated that effective
communication built trust and that a “pat on theldjaneant a lot to most teachers. She
went on to say, “Personally, | am more willing tonk for the common good or the
common goal when someone is on my side or trubré@stted or concerned.” Their
convictions about affirmation and positive reinfemeent aligned with Covey’s (2004)
notion that people are willing to invest in the angzation based on how they are treated
by the leadership.

Teachers viewed modeling or leading my examplegaaley important with
positive feedback and supportive communication.te&€chers in the sample inferred
some form of leading by example with expressioke tole model, walk the talk, and
setting the example. In response to whether aipahcan shape the school cultures,
Hanna was adamant. “Yes,” she said, “and be iisiealtabout it ... and | mean ... the
leader can know as much or as little about behasdhe rest of them, but until he or she

decides to put it into practice then the schodiurel ... is what it is ... they are either

69



making it positive or they are making it negativedepending on what they are putting
into practice.”

Charlotte appeared impressed with how her prindipdlembraced a personal
and professional shift toward increasing positingagements with staff and students and
that he not only took the lead in those engagembuntsvas willing to share his struggles
and successes with the faculty. Ruth echoed @minsent twice to point out how
inspired she was to see her principal demonstraisigommitment to change by
modeling positive reinforcement with students, besis, and parents. Ross shared that
feeling of inspiration when he referred to his phpal’s affirmations of him and offered
“And that has an imprint on my professional lifeckan class ... | carry that back in class
because ... | have a student ... | need to be mod#dengame thing my principal is
modeling to me towards her and focus on the pasthings and driving towards a
common goal.”

Confidentiality and trust were linked together hg teachers and considered vital
to the building of positive school cultures. Itsv@indy who offered that she felt trusted
by her principal to do what was best for kids. 8kplained that he encouraged her to
make learning fun for her special education stuglant that he allowed her and her
partner to group kids in ways they thought wouldtlmeeet the students’ needs.

The teachers specified other principal attitudeslaghaviors that contributed to a
positive school culture. Several thought initiatidetermination, passion, and dedication
were necessary qualities of a positive influencéhenenvironment. Others saw fairness
and equality as paramount to overcoming feelingsaltion or cliques. Hanna was

especially concerned that the same few teaches iwated to attend conferences. She
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wanted benefits and experiences to be shared gdaakveryone, not just the “chosen
few.” Hope concurred with the value of fairnesd added her propensity toward
consistency when she stated “that’s important tdongou to be a good leader, | have to
know what to expect from you. | don’t like on Morydgou are this way and on Tuesday
you are this way.”

The matters of relationship building and trust wexpressed by the teachers
mostly through the language of support and posieugforcement. One principal talked
explicitly about trust, another alluded to trusthwivords like honesty, integrity, and
respect. The other principal said nothing abausttor relationship building. In
summary, the teachers thought modeling as itetatexhe principal as “leading with
muddy boots” was very important. The subject gdpsrt was described as being best
accomplished through effective communication, pasiteinforcement, affirmation,
confidentiality, and encouraging and constructeedback.

Research Question Two: In what ways, if any, does the shaping of adult behaviors
influence classroom and school culturesthat promote learning?

The principals agreed that adult behaviors cdnenice learning environments in
positive ways. In a discussion of an escalatiomesizalation-reintegration cycle, John
referred to the condition of stable functioningg tbwest level on the PCM crisis
continuum. He connected stable functioning (highrition capability resulting from
low-stress, low-physiology) with learning when laéds‘l think that goes back to de-
escalating, getting the child back to stable fuomiiig and moving on. | think that’s
where we have to put our attention, that's wheeefticus needs to be is students need to

be in class, they need to be stable enough wheyectn learri He added that “the idea
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of escalating is just a no-win situation ... the dhdses, the teacher loses, you know
minutes are important, and if you spend 5 -10 n@giin a verbal confrontation with a
student, not only are you losing that time you ddu# using for other students, you are
eroding the respect you have among your studeotsage causing them to probably
have less ability to participate in class and resipappropriately in future situations.”

Thomas discussed his decision of two years agbdage his personal and
professional demeanor by increasing the numbeositige engagements and
reinforcements with teachers and students. Hertegha distinct difference in the
atmosphere of the school as a result of his acAodsused the in-coming sixth grade
class to illustrate his pointi think my job has been to be more settling to gedy, to
be visible, you know between every class, I'm theréaving some interaction with
people” and he continued with “Because the lagt&s in 8 (grade) we've gone way
beyond how long it should take to get people domggthings that you want them to do
without being coercive and directing ... having tcedt every move. And | want to get
away from that because all that distracts fromctasesrooms ...” This principal had
made a commitment to emphasize relationship buldimd to avoid of coercive language
as mainstays for next year because he had seeesthies in reducing the number of
discipline referrals and increasing focused andmmggul instructional minutes.

Rebecca offered her thoughts on the subject afaiad episodes of escalation
and discipline referrals and stated “I definitefgdhat, and you know it’s ... what | see is
kind of like from year to year ... it's like one yeténis student may have been a discipline
problem or in the office, but then the next yean yarely know the student is in the

building. And | account a lot of that to the teacbecause the teacher’s influence and
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the way they handle certain situations and thetald be able to de-escalate certain
behaviors and be able to pivot away from diffefggttaviors as well, so | definitely see
where there are some that are not as skilled iesdatating and getting this child back on
task and there are others who do an excellent jgbitnand you are wondering why this
child had referrals the previous year.”

These examples from the principals highlighteddbrcept that teachers and
administrators may choose their own behaviors ngaven situation, and these
behaviors influence school and classroom cultuidsey were convinced that positive
interactions promoted learning, preserved instometi minutes, de-escalated problem
behaviors, and reduced discipline referrals.

When asked about intentionally increasing thetp@sengagements in her life,
Anne told part of her story of introducing the cepts of behavior theory into her work.
Excerpts from the narrative were included here:

It takes work, you know, some people have to waitten than others, but | know
it's a choice because | haven't always been thig.wdm, there was a time years ago
when | thought | was going to have to find anofbérbecause | just couldn’t handle it
anymore. And now it would be very hard for me atkvaway so um, | think you just
have to ... I think it takes a lot of training on gject. | think a lot of times you don’t
know what your thought process is until someonatpai, and then when you do figure
out the problem and changing that behavior and mglkne point to change it ...
everything can change for everybody. | can givetii@iexample.

| came back from maternity leave last year um, htveait in September | think 5

or 6 weeks after school started and | didn’t coraekountil the week of Thanksgiving
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break ... so I missed a lot of that really laying ¢lieund work for my class last year
which my second and third graders knew a lot alvdhdt | expected but my first graders
didn’t ... had a long term sub. Came back for 3 weekreally about to go crazy ...
trying to get my class back to where | wanted theaohl was having to start over from
day one. Well, then we were told first day baokifischool we would have to go to PCM
training. And that one training changed the reSiny year ... completely. In fact, I'm
not telling a story because | emailed (the instoucaind thanked him for the training ...
(laugh) ... that is true. It changed from day oneow back from that training
...everything changed for my class ... and me.

Anne made specific changes in her behaviors tloatght about the shift in her
outlook and commitment toward her work and ignéedansformation in her classroom.
She immediately began using the strategies anld $fam the behavior training such as
maximizing choice, posting and reviewing clear sud@d expectations each day,
providing students with opportunities to earn peges rather than a more negative
approach of taking things away, pivoting away friomk behavior, practicing the
language of positive engagement and reinforcenagt generally taking on a more
redemptive vs. punitive model of classroom leadprsh

Ross described the successes brought on my chamgibghaviors. He
explained that he began to use, “the pre-crisigguon strategies. That’'s the main
thing to (get) them stable to function (the stafistable functioning) ... that works, sir.
Yes, that is the important thing, building relasbips, positive reinforcements, and
establishing rapport, and focusing on the positivegs. These really work with the

prevention strategies ... the underlying principlaisbehavior training) ... taught one
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important — that | need to change as an adult.pbhgpective has to change. So really
that change and one important thing | can telladumhy experience ... pivoting and pivot
praise — these are the most powerful! Most povi&rfu

Regarding whether a teacher can actually shapeotimse of a child’s life, Ross
had a story to share.

“I will tell you an example, he began, | had a stadl ... here in kindergarten and
... of course he used to take off, he would run thegrincipal and other administrators
had to run after him. So, finally, he was instinalized when he was if*3jrade |
think, and then he was back and came straight talass. Um, after one year he was
institutionalized, he came here. So initially ter®d the same thing. He used to run off.
| studied a lot about that boy ... | saw the potdntidnim, then ... | used these techniques
with him and these techniques were what really eonkith him. So | figured it out and
really it worked. And | was really proud of thaiyb... the potential was high ... he can
do a lot of things | can see, so | thought if | camtain his behaviors, those negative
behaviors, and then eventually | saw the prograssm. Now, unfortunately he left after
these holidays. He moved to Kentucky. | saw #ivat, saw that progress, and you can
change the course of the student behavior ... lifenas really proud of that boy! And
the same student ... when he was in the second grauesaid he would get a gun to
shoot me ... shoot me down ...Now, | think he is'frot@1" (grade).

Hesitant to take any credit, Ross did agree tlettltanges he made in his own
behavior, the strategies from behavior trainingl his strong belief in the child did
contribute to the boy’s success. With convictio&,concluded “and only a teacher can

do it. A teacher has the privilege of doing thathanging the course of life ...”
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All the teachers chimed in with examples of adehéviors that shaped
environments and school cultures that promotedhiegr Considering how the school or
classroom culture contributed to lowering stresgfistudents and promoted academic
growth, Charlotte added, “I think so, and espegisilhce our whole staff went through
training over the summer at some point we all hadramon language of how to deal
with the different situations that might come upthe stressors and how to help de-
stress, and | think because of that it helps kindiesstress throughout the school.” She
went on to explain how she felt validated whenrgadized how closely the techniques
of positive reinforcement and relationship buildmgtched with the Montessori
philosophy of “honoring the child” and “wearing tekeroud of humility.”

Hanna spoke about the impact of removing coer@mguage and suggested “I
think one of the most powerful things about thassl (Behavior Tools) for me was
learning about all of those coercives ... becausdl gl that stuff ... at the beginning of
that year. And | think ... how important it is t@ptdoing those things and change our
behavior has made a totally different classroo®s’much as anyone, she seemed to
have taken the Behavior Tools mot@&ood Behavior Gets Good Sttdgfheart and
insisted that having the opportunity to earn peigés promoted social development and
enhanced academic achievement.

Rachel compared the negative impact of stress aicalwor athletic performance
with classrooms and academic growth. She said,“Meslike Miss America. Some of
those girls sang and it wasn’t that good, and uigjind they must be good singers, but
because of the stress, it didn’t come off gre&then asked how much she could shape a

learning environment, Ruth replied, “I think a Ibmean | don’t think you can put a
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number to it like a percentage or anything like tbat | notice on days when | brought
my A game, and | am following Behavior Tools as Bigle if you will, those are the
best days that we have. And if | decided not tlm¥othe procedure like if | got
frustrated with a child or something like that| don't follow, it doesn’t go as well. It
doesn’t go as well for the child, and it doesn’tagowell for me. So, I've pretty much
made the conscious decision to adopt Behavior Talbthe time. And it definitely helps
shape their behavior.”

Cindy described the influence of her confidence @egrmination for her eighth
grade special education self-contained students:

| have ten 8 graders this year who want more than anythingedrbregular ed.,
and they come to my math group at the beginninigeofear ... and they start whining
and | say un, un, we are not whining. We are goinget you to the™grade. This is
hard, but you're going to learn it. They said, thayjou Ms. Cindy. You know he knew
she’s not playing. She’s going to make sure Irghrs not because she’s mean but
because she cares ... she wants me to go ... if ydwavdgsioma ... | can do that for you
... but you gon have to work. | can put you on dodmna track. | can teach you what you
need to know. It's gon be hard, but we’ll do gether! And he just looked at me and
said thank you. That makes it worth it.

And he supposedly can’t read because that's whydlheome in (to special
education) ... and to have a kid reading on a segpade level that has a 90 if'@rade
math class. Nobody ever told him he could dotil usaid you are going to math (out to
a regular education class) this year ... (laugh) taist it ... that's what gon happen!

You're going to math!
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Hope reflected back on the year she was train@&khavior Tools and
summarized the importance of changing adult behsiy saying, ‘But anyway, that
particular year, that changed my lifeland that's what | say about changing the school, |
had to change me in my class, and it changed myewdhass, and so | can see that on a
mini level, and | can see it on a grand level fa $chool you know, so | do know it does
work that way.”

To summarize, principals and teachers agreed thait laehaviors influenced
school and classroom environments. They shareth@esa or stories describing how
specific adult behaviors can increase instructiomalutes, improve the quality of those
instructional minutes by prevention and de-esaatastrategies, and reduce the number
of discipline referrals. Also, they noted thatittexpectation, their confidence, their
belief in the student made a substantial differandbe student’s academic performance
and goal achievement.

Research Question Three: What isthe combined impact, if any, of the constructs of
principal leadership, PCM, and school culture?

In question three, participants were called osuimmarize or to synthesize their
thinking. The principal’s responses included Relbécthoughts on how a positive
attitude, respect for others, building relationshignd making decisions based on what is
best for students permeated her leadership anapibiecation of behavior theory within
their school culture:

Um, well | definitely think that ... just having agitove attitude, um being very positive
... and there are times when you have to have sompelWicult conversations or there

are some very difficult things that are going oat bverall and in general the teachers
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still know that you are very fair, that you are e@tent and, um they respect that about
you and they know that you would never disrespeeht... but it’s all about the children,
keeping your vision at the forefront so havingeaclvision | guess and then, um ...
being very positive and calm and building thosatiehships and that community within
the school. So I think those things are major comenmts of how the principal can have a
very positive impact ... | definitely believe we @réere, we all have a job to do, at the
same time you show that respect to the teachersuwdnthey know that you care, you
care about them and you care about the studentdhat & best ... and so if you can get
them to buy into that, then they will know the siecis you make or have to make
sometimes are what is best for children ...

Thomas reflected the influence of his role as ppialc “Well, “I think ... it's kind
of scary that leadership and style have that bigrgact, but is does and it probably has
more impact than | realize ... but even if it is israall way how | treat them, how | lead
this faculty does have an influence on how thefiom. You know if teachers feel
appreciated and supported, they are going to parbmtter in the classroom, and the
students are going to be the winners there.”

When asked if educators were equipped to manage ebthe behaviors they
encountered in schools, he continued:

| think that’s not a school issue, it's a societgue ... we are mirrors of our
society, and so just | think ... in the last 5 yearsve seen our poverty level increase as
the economy has affected families and as thingsme get more difficult, kids sense
those things and are affected by those things makes our job even more difficult

because we have more kids that are affected ...ctakeof the social, emotion, physical
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needs, everything so | definitely think we ... theema@ understand about how kids
behave and why they behave the way they do, tter bguipped we are to address those
behaviors and to help get them through those bensand get them back to stable
functioning and being able to succeed in the classr. We definitely need more for
teachers in behavior theory and dealing with bebes/i.. | definitely think we are at a
point where we can’t go back, we can’t stop dolmgse things ... | have seen ... we have
more than half maybe two thirds of our teachersid in Behavior Tools, and | have
seen a change you know even if you look at the auaildiscipline referrals for example
... those are down this year.

Discussions with principals revealed feelings atfration and inadequacy that
administrators and teachers had felt in the pastwiheir response to problem behaviors
was to simply apply the discipline code. Now, Imavbeen exposed to additional
training, John expressed a new sense of respanhgsibil

We have been given the skills to deal with thoeblpm behaviors and if nothing
else, we have raised their awareness of the fattttiere is a different way to respond.
When we talk about how it's counter-productiverigage with a student, to escalate, to
guote kick them out of class, you know | think tizst an effect and it gives them a
reason to pause and think — alright, how do | neecespond to the student? | think it's
had a big impact. | think ... it is sad to think otlee years like the child you just
described would have been cast aside and as spleople we just kind of washed our
hands of those people, you know, | can’t do angtiith them. Now we can't really say
that. We have this knowledge now ... if we don’ttigés kind of on us so to speak. |

think it's just a ... almost a mandate that we usatwmre have ... and I've said before ...
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there are ... in any school you've got kids that ctnoia similar situations. We've had
kids we have spent countless hours, there is hngel we were to add up teacher,
counselor, assistant principal, other people in sikbool have spent with some of these
children. People on the outside just would notdwel how much time it takes to deal
with some of these students. But in the end in cases we get those students to a point
where they can function ... and ... but before ... wédAmave given up on them. So the
better equipped we are, the more we use thess,skid more effective we are going to
be and the more quickly we are going to be ablgetosome of these students to a point
where they can function in a regular classroom asdlose to being on grade level as
possible

Thomas described how leadership, culture, andgpbication of behavior theory
had shaped the very core of his organization pdatily in the areas of work ethic and
positive interactions.

Oh, I think definitely ... certainly that training $i@and is impacting me um, and |
think that as we shape our culture, we try to dooisistently every day. It's kind of like
you tell them you don’t get days back in the clagsr ... well, we don’t get days back
either, we don't take days off from ... it used tddvene we discipline every day, we do
discipline every day for 180 days ... well, | domibk maybe that is changing to ... we
work hard every day for 180 days ... a different whyaying it ... we are going to pay
attention to the rules, we pay attention to thesul 80 days so that's my ... that is my ...
| think kids know that. And | think PCM helps yoihe mindset that you have as to ...
that you are working more positively every day so know that foundational thing of

work ethic is always there and has always beeretbet it's changed to we have to do it
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... we have to show that differently than maybe we iathe past ... it's not a crack the
whip mentality, it's more of what you describedlelaigo ... let’s roll up our sleeves and
get to work ... all of us and do it consistently, #mat’s the expectation ... You have to
bring that every day, so | think that that typdrafning helps you to get where you want
to be in a better way, probably in a more produetivay for us. And it’s really fitting in
nicely to where we are trying to go ... um ... andlittve something that | will go back
to at the beginning of the year and we’ll talk abau we will review the 3 major parts of
that training ... talk about it some more and maybeespmebody in here to give us a day
of refresher, and whoever comes in new is goingetal to take it ... the whole thing. If
that answers ... | definitely think they (combinegdant of 3 components) are connected
... Oh, yeah | think it helps change your mind set way that will be more productive
just like 1 told you, when I'm in control and I'nogitive, the whole place is more like
that.

Teachers expressed their views on the combinedangbdhe three components
of the study. Hope iterated, “... with the PCM tragncomes also the teachers treating
each other a certain way, and children see, tbh#tar relationships they witness and
kind of model themselves after, so you know the P@ihing does not just ... it affects
the whole school in ways you really don’t think aboause it's going to change the way
| speak to Mrs. Lane or Mrs. Evans about somethimjthe way that | talk to them about
children ...”

Jessica offered her summary statement: “I thinknwau have the knowledge of

PCM and you understand the positive reinforcentéetrelationship, the behavior tools
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... you have the support from your leadership, yoteithe good communication, the
good relationship that comes from using it, yourasd culture is going to change.”

Cindy saw relationships as the most influential ponent of the culture. She
reflected, “I mean like | said it's in the relat&mps ... that's where it’s at, that's my big
thing I mean | think you know the relationships .nce they are built it sets the tone for
the environment ... ."

Ruth took a strong stance on principal influence specified, “I definitely think
that principal leadership has the potential to makiereak school climate, | mean they do
set the tone just like the teacher sets the tonth&entire classroom ... the principal sets
the tone for the entire school. And so, | defigithink that when a principal is trained in
behavior theory and implements that ... in their dienthere is definitely a correlation.
| can see a difference in the school climate hexeesve’ve all been trained and
implemented that verses last year when we had not.”

For Hanna, taking behavior theory to heart in edayypractice was the
difference maker. She presented her thoughtssitnhy: “ ... leadership really takes to
heart what behavior theory says ... let's reinfotegs not talk about consequences, let’s
really live up to that word disciple meaning todlea.. | think if the leadership is using
behavior theory on everybody ... not just a teaclher lous driver but everybody ... |
think if it's from top down us teachers are goioguse it with kids ... | think that then
it’s going to create positive school culture tha want to see.”

Charlotte drew from her many years of service t&cdbe her experience with
leadership, culture, and behavior theory: “I wosdy that this has made a very, very

positive impact in our school culture. You knowimg been here for 28 years I've seen
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leaders come and go, and I've seen it all, andythjast kind of go by the wayside for a
while and it ... goes away. But this is somethirgt is changing behaviors which has
the potential | think to change lives ... and espbcfar our adolescents.”

Ross shared that the action taken by his printgpsaée that everyone was trained
in applications of behavior theory was, in itsalfpositive gesture because it had shaped
and changed things for the better. He spoke ostiein his own life: “If you take the
behavior training, everybody is trained in thislBung ... see, if | take, for instance, as an
example, | have changed a lot, my perspective hasged towards the kids and helping
implement ... so it's good ... the principal leadershgs really ... (taken) a role in
training the whole staff and faculty so, yeah, .attway everybody is positive ... | can
see that ... the students ... are also happy aboutand preserving the dignity of the
child, yes.”

Focus Groups

The teacher informants and the behavior intervargiavere invited to participate
in focus groups. Two sessions were held in orddéatance the number in each group
and to provide maximum opportunity for each voiwé¢ heard. The interventionist
participated in both focus groups. Session onaisted of Nathan, Ruth, and Jessica.
Sessions two included Nathan, Charlotte, Hannah&aand Cindy. Ross and Hope
were unavailable.

The following questions were used to facilitate dsecussion:

1. Principals in the Western Piedmont Educational Gdnsn (WPEC) assemble
twice a year for a full day of professional devetmmt in Greenwood. Given the

opportunity to address this group of administrgtaisat would you like to say to
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them about leadership, culture, behavior theorg,ssiting the conditions for
optimal social and academic success?

2. What leadership actions/behaviors, if any, helateara sense of trust, safety,
support, and affirmation and how do those actictsdliors influence your
physiology?

3. What, if any, additional training do administratarsd teachers require to meet

the needs of today’s students?

Focus Group Question One

Principals in the Western Piedmont Educational Gwtism (WPEC) assemble twice a
year for a full day of professional developmenGieenwood. Given the opportunity to
address this group of administrators, what would ike to say to them about
leadership, culture, behavior theory, and setting tonditions for optimal social and
academic success?

Recognizing the need for additional behavioralrivgation and staff support, the
school district hired a behavior interventionibtathan, a former administrator, stepped
into the role three years ago and served all sshadhe district. His experience and
expertise were invaluable in the study as he wadwed daily in the most challenging
and critical situations. He opened the focus grompversation with these thoughts for
principals on the matter of optimal and social anddemic success, “after 3 years as
interventionist (I've learned) that without optinsadcial skills, there is no academic
success ... their leadership and the culture thewisletus ... come to the idea that
everybody is here for every child, not a territbtiang ...I would tell them we all have to

be in this together ..
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Nathan’s comment led to a discussion about studembse behaviors were
extreme. As pointed out in Chapter One, scho@dared with more and more children
with autism and students who have been abusedgteated or traumatized. Their
behaviors often included screaming, hitting, bitiagd running away. Intense one-on-
one interventions were required with these childoereshape their behaviors before they
could achieve academic success. And in that cortethan continued with, “(it's) not a
one man show anymore ... | would tell all those ppats ... you be the one out there
helping ... leading ...it's a culture of learning.”

Even with proper training, “it is impossible” Nathgointed out, “for one person
to do the intervention and teach the class ... yme @ be hands-on. You know what
they (principals) can do to show support ... sit bhg of these ladies and roll your
sleeves up and get your hands dirty.” And Jesstegjected, “... going back to
administration, if they are in here and they aeaneg ... it makes the teachers feel
better, it makes the children more excited, it nsathem better, it makes the trust ...
better.”

Hanna responded,

You were talking about kids whose behaviors aiadp#énd kicking ... | think we
as classroom teachers we would probably all warsetyp to administration, you've got to
come in there and show us what to do if we hayesen trained, show us ... but you've
got a 5 year old who is terrorizing those 30 otkigls ... come in here ... look at what's
going on ... look at how it is disrupting my classy ¥know maybe observe the first

couple of times, but actually sit in here and halpfigure out how to fix the problem

86



rather than writing him up and sending him homé3f8. | think actually getting in there
to help solve the problem would probably be whatwaat to say ...

| can think back to one instance where | needeg aetl nobody was around to
come and help me. Or if there is such an extrease to take that child out of the
classroom and be able to settle them down and tuaalkplace where they are ready to
come back to class. | just think coming in anchdoither than here’s a book or here’s
a training you can go to, here’s a DVD ... show matwiou want me to do, you know we
are supposed to be modeling to our kids all dagJ@s an administrator | think it is
really important for them to model to us what teepect, you know also to be there to
help work together in coming up with plans, comupgwith ideas ...

Nathan followed with, “I am talking about a cultuo®. That culture where
everybody works together ... Be aware that the pp@ls job is impossible just like your
job is impossible ...all that's expected of them frtma district office and to do one-on-
one! There has to be a priority of why are we hersomebody needs to make a
decision about pushing papers or turning in a tepot say put the report somewhere
else and let’s go help this kid.”

Focus Group Question Two
What leadership actions/behaviors, if any, helpateea sense of trust, safety, support,
and affirmation and how do those actions/behaviefisience your physiology?

Ruth started the conversation with, “| agree witattand | would say it's
important for the principal to instill the valuesdavision within the teachers too ... if you
are going to have a no territory thing then | thyoki are going to have a ...you have to

develop a community of high trust among the teachkerit definitely has to be more of a
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collaborative community than anything else.” Jessipoke of ways trust can be
established, “I just keep thinking about BehavioolB ... doing things to strengthen the
relationship, using reinforcement ... things liketththink would help build trust with
your administrator.”

Ruth continued,

| definitely agree with what she said ... my printipas gone through Behavior
Tools, and I've noticed a huge difference | thimkhie morale of the faculty and the
willingness to do things, reach for those stretollg that he set for us simply because
you do feel that he believes in you and he wan&t'svhest for you. He is trying to build
a relationship with you. | have definitely noticear principal using Behavior Tools, and
it makes you want to strive for those expectatiofsd it just makes you more confident
... who you’re working for ... But the more Behaviool§dhat principal uses, the more
trust you are going to build in them [right] andh&ve definitely seen a level of trust
increase in our school this year when we have ladgds to talk through some things with
our administrators without necessarily worryingreach because we know at the end of
the day they are about trying to support us andthetkind of gotcha mentality.

Then she added this thought about her principalighgness to share his
struggles with the staff, “And one of the biggdshgs he’s done this year is he talks to
us about when he fails with Behavior Tools. Hd wdime to us and say, today | saw a
kid in the hall and I did this, and | shouldn’t legso | stopped myself and | apologized,
and that just makes me want to cry! | think tisdike the sweetest thing for a leader to
be able to say, | messed up, and this is how dfike.. that makes you feel like ... that

makes me feel like you'll help me fix it when | nsagp.”
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Anne chimed in on the value of affirmation from gréncipal:

“l think this goes back to what Hanna was sayinguattseeing the teachers and
the administration in the building talking and thgou are saying that we are all here for
one reason, and | had and | started thinking alime of my little girls who struggled in
reading all year and she suddenly moved up on thmibBi about 4 levels in two months
and | was so excited and when | ran to tell someorghare that celebration, the
response was ... well, she is still not a 7 — thatisre we need herto be,a 7. And I'm
so excited and | am jumping for joy and what hagpenme when | get that response — |
immediately shut down and walked away and just tboed and wanted to give up.
And | think the response | wanted was wow she egnikat much in 2 months — keep
doing what you're doing or something motivating imstead, | didn’t get anything other
than she’s not where she needs to be. Well, | lsh@wvasn’t where she was supposed to
be.

When asked what she would say to the principakscshtinued, “we need to
celebrate even the small things, and make conmectiith each other so that we can
foster the learning even more.” To that Jessisaried, “there is a level of trust here ...
that's what you are saying, we need to establigtationship with each other.” Anne
picked up the thread again, “And most teachers Bawg kind of a relationship and
there is always new people but I'm talking abounadstration ... knowing their
teachers in a way they want us to know the studemdd don’t mean they have to get all
in your business, but you know if they knew aditbmething about you instead of just
the scores that are on a sheet of paper that refleat they think you're teaching ... that

would be nice.”
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Hanna added, “Sometimes we feel that we are sudpodge positive and we are
supposed to be uplifting and we need that from abd\think it's really hard to be
positive and peppy and all excited when nobodikesthat for you. You know what I'm
saying?”

The question was put to Anne about how differestig would have felt if she
had been met with affirmation when she shared tild’s progress with the principal.
She replied, “Well, | would not have wanted to gzl and not cry (laugh) but | would
have been excited and | had already wanted to shamews with the child’s mother and
| did and you know | feel like | would be more egieed to go in ... but | know why
Nathan you don’t know why you still need to hearsth things, but it's because they
build confidence, and when you build confidence wmul feel sure of yourself and you
feel like you can take on anything.”

“And if you don’t have that trust” Rachel confirméthat relationship with your
principal or if they haven’t built it with you, theyou are going to hesitate to go in and be
honest. And I've heard of that situation severakis when people want to say something
but they fear that it will black ball them.”

Nathan brought up the notion of how stress conteibto physiology, “The key
word here in that question is physiology. And gs in to different schools sometimes
the physiology of the teachers is up, tense, sttkdsustration, you can tell the heart rate
is up, their blood pressure is up and of coursgouf ... if behaviors that create a sense of
trust, support, and affirmation ... | promise yote #taff is going to physiologically de-
escalate themselves. They are going to be calfed.if you have a calm teacher, | will

just about guarantee just about anybody anywhaitehht class is going to be calm. |

90



mean it's already been proven with data and expee® If you're agitated, the kids are
going to be agitated, if you are calm, they areeniiely to be calm.”

Jessica was adamant about principals modelingehauiors they expect from
teachers, “But | laugh. | laugh at this in my héadause this ... because I'm thinking
this is what our administrators tell us to do & breginning of the school year. To form
that relationship ... you're telling me to do it! Yaolo it!”

Anne commented on leading my example, “My childrnexiched a folk tale today
and it had a moral to it that stuck in my heade Tiain character learned that a good
leader leads by example and so | feel like a geaddr if they want us to problem solve,
etc. then if we need help let us see you doing saointi@s too. Also, if you want us to
build relationships with the children, we needée you build relationships with the
children to promote a positive environment. Nat jwith children.”

Nathan continued the idea, “But the culture doa# st the top. | hate to put that
on one person but let’s face it if my name is anpglaque and | am going to be
responsible for your test scores and | want thestestcores up and | don’t want any
excuses. But if you've got a person who saysllzeghere are pressures, | got your
back, let’s all do this together. You are goingkilbfor that principal.” To a remark
about the principal’'s power to decide who getsdoide, Charlotte reflected, “That’'s
where that trust comes in ... they can be an expeltdir classroom and you are coming
in and kind of getting in with that environment f.itis just observation, but you are
giving them power when you tell them that you tiln&m to be the expert in the

classroom.”
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Nathan summed it up with, “I would tell those pijpals it's all about the golden

rule, but you have to take the time to do it.”

Focus Group Question Three

What, if any, additional training do administrataasad teachers require to meet the
needs of today’s students?

Ruth was first to respond:

It was easier for me to adopt Behavior Tools anderthat my Bible because |
had had PCM. So | had a little bit of backgroundti But there are some teachers |
know not necessarily at my school or whatever lst gaying ... they do come from an
old school mindset and have had no training and they take 2 days of Behavior Tools
and that’s it. And yes, our administrators areenand made us a little handout like this
and bring it up in faculty meetings, but the ortest are frustrated and haven’t bought in
to it are the ones that do have a physiology tloatwe talked about, and they need
additional training because it's very obvious tliag¢y are very unhappy, their students
are unhappy, they are the ones that are writingmefls and stuff like that ...

Nathan replied with, “When | was introduced to pigsi reinforcement and the
system that PCM uses, it was ... almost biblicalwds the golden rule. This is how you
treat people the way you want them to treat youd #is is how you do that, not just say
it, but shows you how ... | used to say get that loffkyour face! That's what | use to
say. | wouldn’t say you look angry, I'd say geattfook off your face. I'd say change
your attitude! And a lot of times it would escalatAnd | didn’t realize | was the one
escalating it. The adult ... when | figured that auit changed my whole life ... | was

the one doing it, it wasn't the kid, it was me @awand a whoQ!”
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Jessica exclaimed, “I sitting here, and I'm thirgki@osh (gol?), this is me, this is
me! ... My husband and | had this conversation lagttin.. he sees a difference in me!
I'm a different person now. I'm more ... I've come@drips with the way things ... some
things are going to be, but I've changed myselfnd ey kids are different! But | think
about this, and we talk about continuing the tragnbut | think it goes back to ... it has
to start here (gesture with hand high in the ainthicate leadership) ... However, when
you have the leadership believing in it and praagjet every day, it is more likely that
the teachers and other faculty will conform to phegram.”

When it was pointed out that these comments weavatgireserving the dignity of
the child, it was Nathan who remarked, “That’s tighnd there is nothing more
important than that. | think especially in todagtciety when there seems to be a lot less
of that. So when we can do it as teachers, adiratoss, as janitors, I'm talking about
the whole school.”

Summary

Participants agreed that principal leadership thasstrongest influence on school
culture. They concurred on the necessity of aolali training in behavior management
in order for educators to meet the needs of ineasimbers of students exhibiting the
most aggressive problem behaviors as well as thplest routines and procedures of
daily school life. The informants believed thadfessional Crisis Management and
Behavior Tools training changed adult behaviors thatlthese behaviors permeated and
shaped school cultures that promoted social andeacia development.

According to all participants, the most valuedhpipal behaviors and attitudes

that positively influenced school cultures were camication, a calm demeanor,
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respect, modeling, positive reinforcement, trust building relationships. When
exposed to the consistent display of these leagbeb&haviors and attributes, teachers
were more willing to invest in their leaders antl@als and were inspired to work harder
and go the extra mile.

Observation Data

| conducted observations in eight out of the mlassrooms and spent time
observing in the general areas of the schoolsh Esscher in the study displayed the
tools of positive reinforcement, varying praisetetaents, positive engagements with
students and adults, and building and strengthewriiajonships. Students appeared
confident, aware of expectations, on task, and odmtble in their surroundings.

The classroom environments were quiet, orderedaging, and children seemed
happy, content, and ready to learn. In each ¢aaehers had established clear routines
and procedures for each function of the day, andestts followed these routines with
little need for direction. Teachers appeared teelraade it a habit to model behaviors
and attitudes they desired from the children. €hmssitive attitudes were reflected in
the students’ interactions with their peers and tieachers.

Interestingly, two classroom observations thaeaded all the components
described in the preceding paragraph were flankeather classrooms that were loud
and lacked organization. In both cases the classsovere connected by a cased
opening, and | could see and hear children who sdamcertain about direction, were
off task, and were playing around instead of wagkiiThe teacher voice was loud,
negative, and her engagements with students whe efetask were reactive rather than

responsive.
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This study investigated a school-wide implementatf behavior theory, and the
observations revealed various levels of implementatThese different levels of
implementation were obvious as | visited in hallwaynd other general areas of the
school. | spent time in major intersections whesehers brought students by to use the
restrooms on their way to and from the cafetekiaoticed a difference in student
behavior based on what their teachers were modekog example, students in two
classes | observed in a ten minute span were tpdad playing around while their
teacher was using loud, coercive, and punitiveuanqg to try to correct their behavior.
When teachers modeled respect, affirmation, andip®seinforcement, students were
generally more compliant.

Cindy stated her frustrations with certain teasiveino were loud, negative, and
coercive. She complained that “they just needhild! cTheir lives would be so much
better if they would just calm down and be moreitpas”

Jessica and Hanna confided that they had fettkadbsupport with a student
whose behaviors were very difficult to manage. M/bin the way to visit with Jessica, |
saw the class coming down the hall and noticeddhatof her students was on the floor
displaying highly aggressive behaviors. Jessigppsd to intervene with the child, and |
walked the rest of the class to the room. Shekédime later and said, “You just don’t
know how much that meant to me ... our principal $&sn me in that kind of situation
on more than one occasion and he “just watchedtmggie” and offered no assistance.

Hanna described what she considered a lack ofraskmative support when she
had a class with several difficult students. Shid that administrators would come in to

observe but offered no assistance in managingehavors. She said she felt like they
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were judging her and found it hard to believe thiay just left me alone to deal with it.”
PART V: CONCLUSION

The participants in the study were generous arttiright in their responses to
guestions and discussions regarding principal ks&ge school culture, and the
application of behavior theory in their daily priaet | meticulously transcribed their
words and stories and carefully reviewed them thhomultiple lenses.

The lens of narrative processes stimulated my aveasethat the narrator gives
meaning to his or her life through stories and dpgons. The language lens reminded
me that narratives are part of a social processetlyaneaning and reality are
constructed. | tried to be mindful of the contektulture (social, political, historical)
and significant moments or epiphanies that inforts@escribed. As McCormick (2000)
suggested, attention to these multiple lensestadsise in “reducing the distance
between an individual's understanding of his orltierand (my) interpretation of his or
her life.” (p. 282).

In the process of data analysis | began categgrizmious codes into groups or
themes. The three most predominant themes or ptsiemerged as challenges for the
educational administrator:

Challenge One: Maximizing positive engagements

Challenge Two: Meeting the behavioral needs ofesttslin a changing society

Challenge Three: Embracing a redemptive paradigm

In Chapter Five, | developed each challenge andigeed a model for
schools and districts that addressed the increagngands and responsibilities of

principal leadership.
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CHAPTER FIVE
CONCLUSION
We teach who we are.
Parker PalmeiThe Courage to TeacB007

PART I INTRODUCTION

In Chapter Five | provided the findings of thedstand reflected on their
meaning. The following sections were included:pmse of the study, overview of the
literature, research questions, overview of thehablogy, major findings and
implications, recommendations for further studytgmtial larger audience, and
conclusion.
PART Il. PURPPOSE OF THE STUDY

This study examined the nature of the relationblepveen principal leadership
and school culture within a school-wide implemeptabf Professional Crisis
Management (PCM). It identified principal, teacherd behavior interventionist
perceptions of the connections between leaderstusehool culture, the influence of
additional training in behavior theory, and thelsraes of behavior management in our
changing society.

While school personnel are responsible for manamgiaiggasing numbers of
aggressive and even crisis behaviors, this studyesti that additional training in
behavior theory was not only necessary for todagliscators but provided positive

reinforcement for all students and promoted a hgalhd positive school culture.
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Without this extensive additional training, howeueachers and staff members were ill-
equipped to deal with some of the problem behavi®GM and its companion course,
Behavior Tools, were based on the guiding prinsipiedignity, respect, and safety. The
participants in this study were trained and cextifin one or both of these programs.
PART lll: OVERVIEW OF THE LITERATURE

There was considerable research on the link betVezelership and
organizational culture (Collins, 2001; Covey, 2QQ#)ncipal leadership and school
culture (Deal & Peterson, 2009) and principal leskg, school culture, and student
outcomes (Marzano et al., 2005).

Bohanon, Fenning, and Carney (2006) found “someess with the
implementation of Positive Behavior Support (PB¥BIS) as indicated by a decrease in
monthly discipline referrals and fewer studentsureng additional support. Other
studies showed similar findings on the effect odipee behavior support (Medley &
Little, 2007; Stormont, Smith & Lewis, 2007; McDdd&2010). However, there was
little to no research connecting principal leadgr$b school culture within the construct
of a school-wide implementation of the PCM system ao such studies have been
conducted in South Carolina. Hence, the neecdhierimquiry was justified.

| learned from the participants in this study, patarly from the interventionist
who worked in all schools in the district, thatrh@ave been positive shifts in school
cultures where principals and teachers were irdaatiabout applying behavior theory in
their settings. The model of school wide behaintervention that was adopted in this
district actually began in my own school. As awpipal, PCM and Behavior Tools

practitioner and instructor, | have seen firsthhre@value and influence of leadership and
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behavior theory on school culture.
Historical Context

| included a story to illustrate the findings ofstistudy.

Daniel transferred from another county to our schiate in November of 2011.
As a five-year-old, he had already been identibgdhe sending school as special
education self-contained. He exhibited three prirteehaviors; screaming, biting, and
running away. Based on his records from the previgchool and their special
education identification, we placed him in our smihtained class.

In the first couple of days of his aggression, aomeg, attempts to run away, and
his lack of success in an experimental placemeat4K classroom, we knew he needed
additional support. Our counselor, a PCM LevePtactitioner and Behavior Tools
Instructor, asked to provide a one-on-one intemgervention for the child. We placed
Daniel on a modified school day schedule, and thenselor began a token economy and
behavior shaping program that reinforced even hghgest approximations of sitting
quietly, walking beside her, and abstaining froningi and running away. She
reinforced his target behaviors as frequently asrgwen seconds.

The counselor began delivering these services @rdhpet in her office, and
within the first day, the student showed potentalard progress. As his screaming
began to subside, she started having him walk lguieside her for short distances in the
hallway. Small increments of progress were slowsbeady and always celebrated.

After two weeks, the counselor trained another eyga with PCM certification
to take her place in the intervention. During tiext three weeks, Daniel was carefully

and incrementally introduced to classroom partit¢ipa, but always with the trained
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shadow at his side literally every moment. Soerstitadow began fading some of her
interventions and reducing the frequency of rewaodsromote Daniel’s self-direction
and independent behavior management.

As a result of these educators’ additional trainipgtience, huge blocks of time,
and most of all their love and commitment to thidthdevelopment, today Daniel is
sitting quietly in a regular education 5K classroamd progressing toward grade level
academic targets. As it turned out, he had norewy disability. His behaviors were a
result of his grossly under-developed social skifsd when those inappropriate and
aggressive behaviors were patiently and lovingp&u into compliance through
positive reinforcement, he gained the skills teradt, to listen, to follow rules and
procedures, and ultimately, to make academic pregre

As John so aptly pointed out in his interview, ve@ ©o longer simply place a
student in an alternative setting saying “we cdo’anything for this child.” Daniel's
success was constituted by educators who were gydpgned in behavior theory and
who were willing to use their skills to make a dittnce for him. The course of Daniel’s
life was altered dramatically because of the colen'seaction and because the school
was committed to do whatever it took to optimize ¢hild’s growth and development.
The decision to assist students at their leveleoktbpment and to provide proper
support, strategies, and expertise for each chpdesented a redemptive rather than a
punitive approach to the increasingly demandingkvadiprincipal leadership.

PART IV: RESEARCH QUESTIONS AND METHODOLOGY

This study examined the following central and gugdguestions:
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What is the nature of the relationship betweengpi leadership and school

culture within a school-wide implementation of Rrsdional Crisis Management?
Additional guiding questions:

1. What are the principal attitudes and behaviorsitifatence positive school
cultures?

2. In what ways, if any, does the shaping of adultavésdrs influence classroom and
school cultures that promote learning?

3. What is the combined impact, if any, of the congswf principal leadership and

PCM on the school culture?

Working from a constructivist worldview, the casedy approach was
appropriate for this research endeavor as it eadchy understanding of the lived
experiences of participants within the contexth&fit own school settings. This type of
qualitative inquiry accommodated the interpretatdbmultiple participant meanings in
three varied school settings and allowed me totcocistheory to describe the
phenomenon.

Data were collected in two elementary schools aremiddle school during the
months of January, February, and March of 2013 @drticipants’ stories and
descriptive language were coded and analyzed thrtheglenses afarrative processes,
language, and context of cultuf@cCormick, 2000).

My intellectual goals were to construct substamakning through interactions
with participants and enrich my insight and underding of the role of principal
leadership and school culture. Further, | examimaa principal leadership and the

application of behavior theory in daily practiceapkd school cultures.
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Elementary and middle school principal, teached, the behavior
interventionist’s perceptions were gathered throumggrview, observation, and focus
groups.

PART V: MAJOR FINDINGS AND IMPLICATIONS
Participants

The study included two male principals and one femancipal. Two of the
administrators held doctorates and the other eaimdy hours above the degree of
Master of Educational Administration. There wengerteacher informants with eight
females and one male. Their total years of expeei@anged from three to twenty-eight.
Their positions included regular education (3), M®sori education (2), and special
education (4) and grade levels ranging from finsbtigh eighth grade. One behavior
interventionist with thirty-eight years of serviparticipated in the research project.
Authenticity

The data collection process generated many ideasthe participants’ stories,
experiences, interpretations, and perceptions. ekbbange of these ideas and
perspectives in focus group discussions affordedrtformants and me the opportunity
to co-construct meaning from our experiences. ¥étized that our experiences and the
process of meaning-making shaped our thinking Batdur thinking determined our
convictions about the power of leadership to slayeire and the impact of positive
cultures on our own growth and development.

During the data transcriptions and later as | wasng the final chapters, | found
myself steeped in subjectivity and reflexivity.ftbig through my field notes and voice

recorder memos again and again and adding to theostdaily helped me reflect on
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my own biases and predispositions. | ambled my bank to Peshkin’s (1988) notion
that an inquirer’s subjectivity or qualities “... heathe capacity to filter, skew, shape,
block, transform, construe, and misconstrue wlzatsipires from the outset of a research
project to its culmination in a written documeng’ 7). Having observed and
participated in a shift in the culture of my owrneol were a central part of my
subjectivity, and | attempted to balance the viemnt my experiential lens with the
perceptions of the participants.

| remembered Schwandt (2007) pointing out thatdatiounts (in speech and
writing) are essentiality not jusboutsomething but are alstwingsomething ...
accounts do not simply represent some aspect afdhle, but are in some way involved
in that world” (p. 260). He called the procesgologicalreflexivity and described it as
unavoidable.

Re-reading the transcriptions and my journal seetoextend the feeling of
being in the field and undergirded what Schwanf#rred to as “critically inspecting the
entire process” (p. 260). This reflexivity, whearhbraced it with intentionality,
contributed to and enhanced the validity of theoaots and stories from this particular
social phenomenon.

In an effort to further safeguard the authentioityhe data, | referred to the
fairness, ontological, educative, and tacticakcid as set forth by Guba & Lincoln
(1989). Some of the most salient insights in aaesh study are garnered from the
discrepant data. Regarding fairness, the extemhtoh a researcher presents the various
perspectives and interpretations in a balanceddasttcording to the authors, the

participants discussed their frustration over tbgative attitudes of their colleagues and
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lack of administrative support with children wha@uéred substantial intervention. In his
struggle to embrace the redemptive model John stexte“Why should | reward a
student for doing what he is supposed to do?” Tdsand Nathan concurred that the
model was so contrary to their old paradigm of gimgl punitive measures and using
coercive language to manage student behaviorhbagHift required serious reflection
and intentional steps toward the application ofgheciples of behavior theory. And as
iterated in Chapter Four, Thomas had yet to seseace that the pivot technique worked.

| stated earlier that | had witnessed a positiveucal shift in my own school after
implementing behavior theory as prescribed in tretegies of PCM and Behavior Tools.
While the continental plates of our culture ardtsig, there are landforms that remain
static. We have not provided training for everypéogee, and some of these individuals
cling to a more punitive model of behavior manageime

Jessica, Rachael, and Ross had questions regamkoigic responses to students
in particular situations and about how those respsmapped on to school protocols.
Our discussions led to what they described as & mmésrmed perspective of behavior
theory and a renewed confidence in their daily fcac These comments are examples
of the ontological impact of having participatedie study. Their notions could be
applied to criterion of tactical authenticity, agse participants described an
empowerment to act with elevated levels of poisgseif-assurance.

Participants commented on the opportunity to spgegly in the exchange of
ideas that took place in the focus group sessi&asticularly, they expressed an
appreciation and deeper understanding of the petrgpeof other practitioners. They

suggested that because so much of the work ofitea@hdone in isolation, it was
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refreshing and enlightening to listen to others e given a voice among their peers.
| believe this evidence speaks to the educativeeval participation in the focus group
portion of the study.

It is rare that one model fits every circumstancapplication. While the skills
and strategies of PCM and Behavior Tools are ingogrthey appear to be adequate
approximations for effective behavior managemeadttae affirmation of appropriate
behaviors. The evidence from the participantsspectives suggested that their
application of behavior theory and intentionallylaaystematically changing their own
behaviors were making a positive difference in stug social and academic growth.

It was in the midst of this reflexive process ane tonsideration of the discrepant
data that the overarching themes began to presemiselves more clearly. Analyzing
and synthesizing the accounts brought to lightomby the three prominent themes but
also an associated administrative challenge fdn eathose themes. | elected to address
the theme that emerged from each guiding questigether with its associated challenge

for the principal. The themes and challenges ifledtin this study were presented in

Figure 5.1.
Themes Challenges
Theme One — Changing adult behaviors Challenge-OMaximizing positive
engagements
Theme Two — Shaping Positive Cultures Challenge FWwieeting behavior needs
in a changing society

Theme Three — Preserving the dignity of| Challenge Three — Embracing a redemptjve
each child paradigm 1

Figure 5.1: Themes and Challenges
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Research Question One: What are the principal attitudes and behaviorsthat influence
positive school cultures?
Challenge One: Maximizing positive engagements.

Principals reported their perceptions of the nmmgtortant and influential
attitudes and behaviors that shaped school culturasir list included a calm demeanor,
modeling or leading by example, communication, maspect. Teachers agreed with
principals on two points: communication and modglm leading by example. They
added other behaviors and attitudes they felt émfbed the atmosphere of their schools:
positive reinforcement, support, feedback, andidentiality. The interventionist
commented several times in focus groups that lggolynexample was most important in
shaping positive school cultures. He referrecheoliehavior as being “willing to roll up
your sleeves” and work with teachers to supporiieds of each child. See Figure 5.2
for a comparison of the perceptions of principald teachers on attitudes that shaped

school culture.
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Principals Shared Teachers

Communication Communication
Model/Lead by Ex. Model/Lead by Ex. Model/Lead by Ex.

Calm Demeanor + Reinforcement

Respect Support

Feedback

Confidentiality

Figure 5.2 Principal Behaviors and Attitudes thiady$e Cultures

Teachers, principals, and the interventionist gitbad that the influence of the
principal or leader in any organization may be nfoeerful than we realized. John
reflected on his influence and referred to it asatg.” Teachers made statements like “it
all has to start at the top” or they pointed outitv difference their principal’s positive
engagements with students and staff had made av#rall atmosphere of the school.
They characterized this difference as a shift toMeamore positive culture.

The participants’ thoughts on the power of priatigadership to influence
environments aligned with Kouzes & Posner’s (208} and most fundamental truth

about leadership, namelyou make a differenceTheir research, conducted over thirty
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years, indicated that believing you can have atpesnfluence on people is where true
leadership begins.

Goleman & Boyatzis (2008) cited new discoveriesrfiibie field of social
neuroscience: the study of what happens to the when people interact. They referred
to the phenomenon ascial intelligenceand reported that effective leadership was “less
about mastering situations — or even masteringabskill sets — than about developing a
genuine interest in and talent for fostering pusifieelings in the people whose
cooperation and support you need” (p. 2).

The data are convincing that the leader can daliblyy choose certain behaviors
and attitudes that shape positive feelings andraggople to vigorous action and
commitment toward organizational goals and respliiges. Social intelligence,
according to Goleman &Boyatzis (2008), is relatlupsbased and promotes
“interpersonal competencies ... that inspire othetset effective” (p. 2). They referred
to one’ssocial circuitry: the scientific language for what happens to brainen people
interact. They asserted, “The only way to devslopr social circuitry is to undertake
the hard work of changing your behavior” (p. 5).

Interview data revealed that the behavior of comigation, with its specific
components of listening and empathy, was mentidingtcand with higher frequency by
the teachers. Neuroscience, as reported by Gaolénizoyatzis, called this interaction
thebiology of leadershiand they placed empathy as the first and mostalentr
component of socially intelligent leadership. Thieew core indicators were attunement,

organizational awareness, influence, developingrsthinspiration, and teamwork.
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The teacher’s second most frequently mentionedipah attribute or behavior
was modeling or leading by example. Principals thednterventionist shared the belief
that administrators were most effective in insgrothers to action when they modeled
behaviors and attitudes, or as John put it, whew lid “with muddy boots.”

Thomas associated the act of “growing alongsidadghehers” with modeling,
and John confessed that, “You know | can’t sayszhers... | want you to treat your
students with respect, not use coercives, etcatlie same time I’'m operating
completely different opposite from that. Um, I'get to model that for teachers and
students. [ just think that can’t be over-statedhow we as leaders (principals and
teachers) how we respond to others is crucial.”

Teachers posited that principals should be “outethe interacting with kids.”
When discussing the management of difficult behayidessica and Hanna both
expressed their strong desire for principals tarfean here (classroom) and show me
what you want.” All the teacher participants irated that leaders found favor in their
sight when they were visible, engaged, and wheyititeracted positively with students
and adults. They used phrases like “walk the tatki “set the example.”

Ruth and Charlotte appeared inspired by how thaicgal embraced change in
his own life by modeling positive engagements wsitidents. Ross, when discussing his
principal’s modeling, offered, “And that has an mmp on my professional life back in
class ... | carry that back in class ...."” All respents shared some acknowledgement of
the value of modeling behaviors and attitudes ¢batributed to positive cultures.

Another core component of the socially intelligksder was the act of

developing others. Coaching and mentoring are eé¢snof modeling, and when done
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with compassion and personal and professional imes#t, respondents agreed that
modeling inspired others toward higher levels dé@fveness. Kouzes & Posner (2010)
insisted thayou either lead by example or you don’t lead at @lhey contended that
keeping promises, modeling values, and being out fleading the way with action made
lasting impressions on followers. Thomas espotiseddea of admitting mistakes and
sharing his own struggles with his staff. Ruth wasnthralled by the principal’s
willingness to confess the challenges he facedhamging his own behaviors that she
became tearful as she recounted the incident.

Principals referred to a calm demeanor and audé#iof respect as imperative for
the leader’s effectiveness. Rebecca noted thahwhacipals treated employees fairly
and consistently and teachers knew she (principallld never disrespect them, then
they had a confidence in the leader even if diffi@sues arose. John reported that
treating people with respect was a non-negotiatdkeesmcouraged his staff regularly to
make sure that everyone who entered the buildingdvoe treated with respect.

Teachers associated respect with positive reinfioecd. Many times they spoke
of how much it meant to them to have “a pat onlthek” or when their administrator
came by the classroom daily to check on them ardgkaf they needed anything. When
leaders acknowledged personal matters like bidéaths, or weddings or other family
celebrations, teachers expressed feelings of lmzireyl for and affirmed. For them,
simple expressions of care and other “little thirngst demonstrated interest brought on
feelings of worth and a sense of validation. Jsdud after a follow up conversation with
a teacher where he praised her for an outstandgsph, “I can't tell you how much that

meant to her.”
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| was reminded by these participants how much litiée“things” meant in
promoting peaceful and caring workplaces. The datgest that an organizational
environment that is characterized by respect, supafiirmation, empathy, and positive
engagement encourages and inspires effort andilwatndn. Again, Covey’s research
reiterated that the level of investment was prapodte to how people were treated.
Principals would do well to remember that the siesphotion of treating others like you
want to be treated is paramount to inspiring commarit and investment.

Goleman & Boyatzis (2008) called behaviors likeéelisng attentively and the
outward expressions of care and con@tunementand asked the question, “Are you
attuned to the feelings and moods of others” (p. 6pllins (2001) echoed that sentiment
stating that Level V leaders consistently gave iexpiredit to others for their
contributions to the organization. Another trutfoat leadership from Kouzes & Posner
(2010) wadeadership is an affair of the heariMaking people feel their worth in the
eyes of the leader along with displays of apprematere powerful motivators for
employees. These researchers confirmed that gelovedor others was the heart of
leadership.

In summary, there was general accord among thennafots regarding
communication, leading by example, respect, andamement as having a positive
influence on school culture. It was interestingnéde that the behaviors the principals
said they needed to engage in more often werenommicate appreciation and interact
positively with teachers — the very things teaclsaid they desired the most.

Having established that principal behaviors anitlalits appear to shape the

school culture, the challenge for the administrat@mned with Question One addressed
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the issue of determining if one’s influence wouldgositive or negative or maximizing
the number and quality of positive engagementontended that meeting this challenge
was a simple matter of intentionality or choiceolénan & Boyatzis (2008) reminded us
that changing one’s behavior was hard work thateones required training. From my
own experience and from my fieldwork in the resharettings, | suggested that
additional training in behavior theory, and in @ase specifically PCM and Behavior
Tools, created a sharper awareness and senséhatyt the environment and made the
most impact in shaping adult behaviors and incngadie number of positive
engagements with students, teachers, and staff.
Research Question Two: In what ways, if any, does the shaping of adult behaviors
influence classroom and school cultures that promote learning?
Challenge Two: Meeting the behavioral needs of studentsin a changing society

As stated in Chapter One, educators are facedamiihcreasing number of
students with autism or children who have beenatasd/or neglected. Often these
students arrive in our schools with under-develogmadal skills. Without the most basic
social skills, these children have little opportyrior academic growth and development
even in classrooms and school environments thabareptionally conducive to learning.

At some point in their careers all the teacheth@study had experienced
students whose behaviors were so aggressive angiiNg that teaching was nearly
impossible. They expressed feelings of frustratanxiety, and even fear that the student
would hurt himself or someone else. Nathan, tkerwentionist, recalled having assisted
children who exhibited continuous, high-magnitudsrwption, aggression, or self-injury

in every school in the district. As often as itsfaasible, he provided one-on-one
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interventions with the students to allow the teat¢he opportunity to teach the rest of the
class.

In nearly every case, these students’ behaviors glegiped into compliance
through the interventions. The teachers exprelsagd relief to have the support they
needed in their classrooms. In each situationijnfeevention was systematically faded,
and the behavior management for the child was gloglinquished back to the
classroom teacher.

This process of shaping student behaviors is nikes/lwhen adults have
undergone extensive additional training in behatheory. The skills and strategies
learned in PCM and Behavior Tools training are r&@tpito managing these difficult and
sometimes extreme behaviors. This research siguyed that the key to this kind of
success was found in the newly acquired adult beleguch as non-reactive responses,
positive reinforcement, reward systems, increapwgjtive engagements, eliminating
coercive language, relationship building, and tbeom that every inappropriate behavior
is an opportunity to teach new and more socialbepted behaviors.

The stories of Brian and Daniel were relevant t@€ion Two and the associated
challenge as they represented one extreme casmarttiat was somewhat more
moderate in nature. Regardless of the circumssaties precipitated their conditions,
these difficult cases were managed to successhdlasions by highly trained and
skillful educators who were willing to accept thessponsibility to meet the needs of
each child in their school.

While Brian and Daniel represented some of the rloalienging circumstances,

the findings of this study asserted that these da@havior management skills were
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effective with other students. While training i€ equips the educator with the
knowledge and skills to manage even the most agigeebehaviors, the foundational
emphasis of both PCM and Behavior Tools is on preen. | suggested that principals
and teachers refine the skills and strategies lof\aer theory and shift their own
behaviors to maximize positive engagements, sthemgtelationships, commit to non-
reactive responses, and in every way preserveigingylof the child.

Changing adult behaviors through additional tragnimbehavior theory seemed
to have shaped school cultures and set optimalittonsl for student success. This
conclusion was substantiated by the work of De&leferson (2009) who posited that
shaping school culture is the heart of leadershghe midst of decades of outside-in
approaches to school reform and accountabilitysehiesearchers advocated for an
inside-out model whereby educators transformed Hilis to embrace the challenges of
today’s society. They assimilated six functionsdfool culture that supported the
findings of this study. These functions or impantiicated that culture 1) fosters school
effectiveness and productivity, 2) improves colédity, collaboration, and
communication, 3) promotes innovation and scho@rowement, 4) builds commitment
and kindles motivation, 5) amplifies the energy aitdlity of school staff, students, and
community, and 6) focuses attention on what is irtgyd and valued (pp. 12-14).

The results of this inquiry confirmed that meetihg behavioral needs and
challenges of today’s society required additiorahing that changed adult behaviors.
This shift in adult behaviors appeared to have stidgarning environments that

stimulated school cultures toward social and acaclsactcess. This relationship
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between principal and teacher behaviors, learnmy@nments, and cultus of learning

was illustrated in Figure 5.3.
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Figure 5.3 Changing Adult Behavic
Research Question Three: What isthe combined impact, if any, of the constructs of
principal leadership and PCM on the school culture?
Challenge Three: Embracing a redemptive paradigm

The data from this researsignifiedthat the combined impact of princif
leadeship and behavior training resulteca shift toward a more positive school cul
that enhanced learning@.he descriptol of school culture from Chagr Onewere
noteworthy hereand containe words like attitudes, beliefs, behaviors, ritualsrms,
language, values, goakmd practices. These values and behaviors den organizatior
and arecasually spoken of simply “the way we do things around here.”

The literature on culturreferred to the leader as the most influential wbuator
to the organizationRecall the langua( from Deal & Peterson (1990) thagscribed th

multiple roles of the principi: the principal is identified as the cultural leatieat not
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only manages operations, but one that “acts as@aly a potter, a poet, an actor, and a
healer in the school environment” (p.3).

Thomas described how leadership, culture, andppkcation of behavior theory
had shaped the very core of his organization. ddegnized the value and necessity of
making each day count. He offered these sentinwatitsa measure of confidence, “Oh,
| think definitely ... certainly that training (PCMhd Behavior Tools) has and is
impacting me um, and | think that as we shape altuie, we try to do it consistently
every day. It’s kind of like you tell them (studshtou don’t get days back in the
classroom ... well, we don't get days back either ...”

Jessica tied together the constructs of princgedérship and behavior theory
with these thoughts, “I think when you have thewlealge of PCM and you understand
the positive reinforcement, the relationships,libkavior tools ... you have the support
from your leadership, you have the good commurocatihe good relationship that
comes from using it, your school culture is goiaghange.”

Of the guiding principles of PCM and Behavior Tod¥gso were most important
for this study. The first and foundational compaineas strengthening relationships.
Taking the time to get to know students, theirresés and aspirations, to listen with
empathy, to provide consistent support and gencane built trust and created a level of
security and a confidence for risk-taking and inremnt. Maximizing relationships was
the on-going and value-laden process of which Tisospake when he said, “you don’t
get days back.”

Unfortunately, the breach of trust in a relatiopsivas equally powerful. Thomas

was willing to speak openly about the damage todiaionships with a couple of
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students who were placed in an alternative seftindisciplinary reasons. Regarding his
negative engagement, he said, “I know that | valda to start over relationship wise with
some kids when they come back from over there .yoarnever start over ... its’ just
gone, it's out of the box and you don't get it pack in so ....” And Nathan articulated
his thoughts on the escalation-reintegration pmce#nd | didn't realize | was the one
escalating it. The adult ... when | figured that auit changed my whole life ... | was
the one doing it, it wasn't the kid, it was me!”

Another guiding principle of behavior theory wasifercement — the notion that
when appropriate behaviors are positively reinfdr¢bey are more likely to occur in the
future. So when teachers and administrators gpeittime positively reinforcing
appropriate behaviors rather than giving negatitention to inappropriate behaviors, the
culture seemed to undergo the beginnings of chahgeshift away from a negative or
toxic environment toward a more positive culturattappeared better suited for learning
and social development.

An important step in Question 3 and the Challedgmed with it involved a
decision, a choice to adopt a redemptive modeinagor part of the shift in culture
required a choice to embrace this crucial deterimna Understanding this redemptive
model required a discussion about what | called¢irgegration cycle Students
perform best when they are in stable functioningtage where their behavior is on task,
their thinking is reasonable, their feelings arprapriate, and their physiology is relaxed.
This stage of functioning optimizes the abilityaoquire and apply knowledge, to
connect ideas, to synthesize, to evaluate, anthatiély to maximize learning. This is the

stage on the PCM crisis continuum where the camiitare set for the most effective
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teaching and learning.

When something interrupts the stage of stable fonicig, the student may
become frustrated, agitated, or angry, and begastalate. These are stressful emotions,
and according to Goleman & Boyatzis (2008), “sungethe stress hormones adrenaline
and cortisol strongly affect reasoning and cognifjo. 6)” creating conditions where the
ability to learn is greatly diminished.

Teachers and administrators can respond to thedagsm in at least two ways.
They can participate in the negative behavior watictive responses or with coercive
language, for example. Or they can use the siestegd skills from behavior theory to
de-escalate the situation. When the strategiesxaeuted effectively, the student can be

reintegrated to task very quickly. Figure 5.4sthated the cycle.

l Stable

Reintegration Functioning

De-escalation Escalation

N

Figure 5.4 Reintegration Cycle

Intervention
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It is helpful to realize that the reintegratiorclgycan take place in a matter
seconds, minutes, or an hour or more depending@response of the adult. This study
showed that where relationships of trust existeahich adults exercised the strategies
and behaviors of PCM and Behavior Tools, the rgnakon cycle was shortened or
minimized. All participants agreed that maximizingtructional minutes was a primary
goal and that their behaviors and strategies aatebkthe reintegration cycle and
enabled students to return quickly to stable flumetig and the tasks of learning.

Understanding that adult behaviors and respowsgiuations can accelerate the
reintegration cycle and assist students back toisasnperative in maximizing teaching
and learning. Pledging to behave according tovalues, however, is always a matter of
choice. The third truth about leadership presehteouzes & Posner (2010) was
values drive commitment heir research specified forging “alignments betwpersonal
values and organizational demands” (p. xxii). Tihdings in this research pointed again
to the choice of a punitive or a redemptive modgbplying the disciplinary rule is easy,
but is it what you believe, does it align with trganizational demand of maximizing
teaching and learning, and does it set the optomadlitions for social growth and
development?

All participants in the study demonstrated a cotnrant to a redemptive model.
Their decisions required a change in their thinkang a calculated shift away from a
comfortable paradigm. Some described times ofjgteuover the shift to a redemptive
paradigm or an internal debate about some of thd Bi@ Behavior Tools strategies.
Thomas, for example, disputed, “I still don’t sesdence that the pivot works.” And

Jessica shared how she could “see both sides&alehision toward a redemptive model.
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The findings from Question Three suggested trattmbined impact of
principal leadership, behavior theory, and schadilice involved a commitment to
preserving the dignity of each child, and in orlemake such a promise, one must align
his or her behaviors with what is valued. In ttase, increasing positive engagements,
reinforcement, exercising respect in all encountgrengthening relationships, building
trust, and honoring the dignity of others were agwthe values with which participants
wanted to align their behaviors.

| proposed a conceptual framework that illuminatexbe findings. Educators
may exercise their power of choice to embrace amgdive or punitive construct from
which to interact with adults and students. Theife pathway is characterized by
negative engagement and negative consequencgsdldatce little change in future
behavior. | designated the punitive model ineffecas it contributed to a negative or
toxic culture.

The redemptive approach is defined by positive gageents and positive
reinforcements that were more likely to producerappate behaviors in the future and
to preserve dignity. | summited that the redengtnodel appeared more effective as it

fostered a positive culture. Figure 5.5 illustdatiee conceptual frame.
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Figure 5.5: Redemptive vs. Punitive Mc
Summary

Informants agreed athe following principal behaviors and attitudestt
contributed to positive school culturcommunication, leading by example, respect,
positive reinforcementThese findings aligned witthe literature (Deal & Petersc
2009; Goleman & Boyatzi20(8; Kouzes & Posner, 2010) atlte guiding principle:
and strategies of tHerofessional Crisis Management and Behavior Toatems. There
was consensuamong the participants that individuals could cleoeshaviors an
attitudes that shaped schooltures and in doing so, thgyomoted environments th
supported social and academic developr

The findings of this study confirmed that principeddership held a powert
influence on school cultures and - administrators and teachesuld exercse their
power of choiceas to whether that influence was positive or negz | proposed the

without extensive atitional trainingin behavior theory, educators weredtiuipped tc
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manage the challenging behaviors in today’s changatiety and to adequately
reinforce appropriate behaviors. The participaotscurred that their training in PCM
and Behavior Tools heightened their awareness etindhted them toward change in their
own behaviors. These new adult behaviors begahdpe a more positive culture in
their schools.

This inquiry supported the literature suggestirag positive school cultures
fostered teaching and learning (Deal & Peterso@920The data from this study
advocated that changing adult behaviors througintidnal choice and additional
training in behavior theory shaped school cultaed helped set the conditions for
student success. The findings confirmed thatatioglship existed between principal and
teacher behaviors and the application of behateory to enhance cultures of learning.

The data from Question 3 indicated that the contbingact of principal
leadership and behavior training resulted in a sbwfard a more positive school culture
that enhanced learning. The study contributeti¢diterature that placed the principal as
the most influential contributor to school cultyieal & Peterson, 2009). The findings
from Question 3 also called on educators to conwnireserving the dignity of each
child and challenged them to exercise their powehoice to embrace a redemptive
paradigm in their interactions and responses irabiehal management.

There were no previous studies that examined tagarship between principal
leadership, school culture, and a school-wide imgletation of PCM. According to the
literature and the data collected for this studgap continues to exist in what is known
about the phenomenon. However, this study redehkt educators in one South

Carolina school district were working to bridgettgap.
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PART V: RECOMMENDATIONS FOR ACTION AND FURTHER STUD

Findings for this inquiry were based on data cedldchrough interviews and
focus groups from informants in a district-wide iempentation of PCM and Behavior
Tools. This qualitative methodology provided fahrdiscussion, reflection, and the co-
construction of meaning from lived experiencese Tihdings suggested the following
recommendations for action.

Recommendations for Training and Decision-Making:

Based on the results of this study, it was recontedrthat additional training in
behavior theory, specifically PCM and Behavior Tdide considered for school leaders,
teachers, and staff members. It was further recended that school districts and
universities partner to provide this training feather candidates before they begin their
student teaching experience.

It was recommended that school administrators,asibeprincipals, lead the
way in decision-making toward a redemptive respaostudent behavior and strive
diligently toward shaping school culture througtatenship building, increasing the
frequency and quality of positive engagements foetrement, and preserving the dignity
of each child.

Recommendations for Further Study:

The study was the first of its kind and was desejto investigate the relationship
between principal leadership, school culture, artde3sional Crisis Management. This
research hardly scratched the surface of the ®piatential. | recommended a
comparative case study that examined educatorsaddlttional training in behavior

theory and those without. It would benefit the @tional community to see
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comparisons of how quality instructional minuteseveaximized, the number of
discipline referrals, the frequency of positive nsgative engagements, and the academic
performance of students exposed to positive vsc learning environments. It was
further recommended that certain segments or pbpaosaof society could be studied to
expose inequities or injustices. For example,atmsl administrators engage differently
with African American males than they do with otegments of society?

| proposed the value and potential in conductistudy on the concept of social
intelligence as suggested by Goleman & Boyatzi®820 Again, comparisons could be
drawn on the social intelligence of administratamsl teachers with and without
additional behavior training and the specific atsi@nd attitudes that inspire others
toward effectiveness. | signified that opportwstabounded for longitudinal
examinations of student performance in schoolsdistdcts where behavior theory or
social intelligence strategies had been deployed.
PART VI: POTENTIAL LARGER AUDIENCE

As indicated in Chapter Three, | had a discussiith State Superintendent of
Education, Mick Zais, regarding the need for addiil training in behavior theory when
he visited my school in 2011. | participated witbal Flesig in presentations to the
Western Piedmont Education Consortium Special Baut®irectors and to officials at
the South Carolina Department of Education. Whitéher conversations at the regional
and state levels would be appropriate, | proposatidgpeaking directly with district
superintendents and school principals about tHerdiice behavior training can make on

school cultures would have merit as well.
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| was invited to present a seminar on behavioragament with the student
teachers and education department faculty at 4 ¢otlage in March of 2013. The
response and feedback from the student teachertheinghrofessor indicated that these
students had little to no exposure to the concapdsstrategies of behavior theory as
applied through PCM and Behavior Tools. | propasegther preparation program
faculty members as a potential audience for a dsou of the findings of this study.

| suggested that caregivers and staff members ¢tamches, child development
centers, after-school programs, YMCA'’s, foster carel summer camps would benefit
from training in PCM and Behavior Tools. Finalpgrenting skills would be greatly
enhanced if parents and guardians were exposée tmhcepts and strategies contained
in these systems.
PART VII: CONCLUSION

The redemptive model is not merely a matter oflietéual choice but one of
moral responsibility. | opened Chapter Five withuste from Parker Palmer (2007). |
adhered to this notion thate teach who we arand | associated it with my subjectivity
in the study. As Peshkin pointed out, “... one’sjeatvity is like a garment that cannot
be removed” (p.17). The results of this study dedehatwho we aras also a fabric
from which children learn, a wardrobe with whicleyraspire to dress themselves.
Therefore, the power of our influence as educatitmzalers should not be under-
estimated. It would behoove us to strive diliggtnsiward more of who we are becoming
because children are looking to us as models ohileg, behavior, and character. Every
encounter is a gift especially when you considat tften the children with whom we

least desire to work are the very students who nsdtle most.
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It is our task and responsibility to be as equipaggossible to provide the care
and support children and families need. Societhanging constantly, and educators are
obliged to prepare themselves to meet the chalteagd needs of students where they
are. The interventionist and | sought PCM instructatification and advocated for a
school-wide and now a district-wide implementatidrcrisis management training and
implementation. The results of those efforts sektnenfluence positive culture shifts in
the schools in this research study. My converaatwith participants and my reflection
on the endeavors toward positive cultures in tisebeols evolved into a model that
summarized the findings of this research study.

| proposed a leadership — culture continuum coredraf two options for the
administrator to prepare to meet the needs of ouent society and to set the conditions
for optimal social and academic growth. Schootiéga make choices every day
regarding the types of engagements and encouh&y®kperience with others.
Choosing negative interactions and negative reteiment creates stress for staff
members and their anxiety, as the participantsealyre.. trickles down to students.”

The result was a punitive model characterized i Biress, low trust environments that
disrupted social and academic development and peeel a toxic school culture.

Educators who embraced a more redemptive paradignelacted to increase the
number and quality of their positive engagementeldged and nurtured high trust, low
stress environments that promoted social and adadgowth. Referring again to Deal
& Peterson (2009), the positive school culture im@dy these adult decisions and

behaviors “fosters school effectiveness and pradtyt.. and amplifies the energy and
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vitality of the school staff, students, and comntyinfp. 12-13). Figure 5.6 was designed

to illustrate this Leadership — Culture Continuum.

+ Interaction High Trust Promotes SocidPositive
+ Reinforcement Low Stress Academic Sthoo
’ Redemptive Environments Development  ItCe

e —
Behaviors

-Interaction Low Trust Disrupts Social  Tox

-Reinforcement High Stress Academic School

Punitive Environments Development Culture

Figure 5.6: Leadership - Culture Continuum

One final thought. | was reminded of examples fiagdhietic and music
performances. While standing on the free throw imthe final seconds with the game
in your hands or approaching the most difficultgzae in a concert in front of a packed
house, athletes and musicians must be able to,fpatishe crowd out of their minds, and
perform at their highest possible level. Undertdresion and stress of low trust, toxic
environments, teachers may bring something lesstti@best of who they are to
children regardless of how hard they may work. \@osely, high trust, low stress
cultures and positive, affirming leader behavias allow teachers to exhale, relax their
shoulders, and be the very best of who they arthostudents under their care.

The second option on the continuum is to choosgip®gngagements and go
about affirming others to create environments @jsut, nurture, and collaboration.

Adherence to this more redemptive paradigm appearbdve produced high trust, low
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stress environments, promoted social and acadesmel@pment, and ultimately

stimulated a shift toward more positive schoolunds.
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EPILOGUE

In the first day of my initial training as a LeM&élPCM Practitioner in 2007, |
realized that the specific skills and strategiast@ned in the system were exactly what
our staff and | needed to meet the behavior chgdélenve faced. | made a decision that
day to seek instructor certification. It was aisélfact on my part because | was thinking
only of my school. Little did | know that our satlenvide implementation would become
the model for the district.

After the first group of our teachers and staff eveained, other employees in the
building immediately began to ask if they couldttzened. One teacher said, “I feel
inadequate. My partner has these skills that | oave, and | want them!” And as more
teachers were trained in the first couple of yelasensed a shifting in our culture. The
common language of positive reinforcement, pivod praise statements began to
permeate our building. This increase in positivgagements with students seemed to
strengthen relationships and trust among teacmerslaldren. In a school culture that
was already calm and respectful, we noticed theanpf these behaviors, skills, and
tools, and most importantly, we were becoming miatentional about honoring the
dignity of each child in every situation.

This shift in our behaviors brought about a chaingaur thinking as well. There
was a move away from the old paradigm, a punitiegl@h to a more redemptive
response to student behavior. The old paradigohthet when a student behaved

inappropriately, punitive measures were appliecither words, misbehavior was met
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with the application of disciplinary action, théitag away of privileges, or the
assignment to in-school or out-of-school suspensibese disciplinary responses are
necessary at times, of course, but they are inefeegenerally because they do little to
change future behavior.

We discovered that not only were we better equippedanaging severe problem
behaviors, but we saw reductions in behaviors aditwes whole spectrum from the
mildest to the most disruptive. As we utilized pretion strategies, positive
reinforcement, de-escalation techniques, and hdntheedignity of each child, we
noticed the emergence of the reintegration cycted &s we held to our moral obligation
to preserving dignity through a redemptive paradigm felt a shift toward a more
positive culture. While we have a long way to gowaed any satisfactory level of
effectiveness, we are becoming more intentionaliabdult behaviors and attitudes that
foster social and academic growth and development.

The core leadership challenge of the coming decadesbuild

schools in which every child can grow and evergea can

make a difference. Such sentiments flourish inlaie where

learning and caring are valued and where storidésials, and

ceremonies provide zest and buoyancy to the womhd'st

sacred profession. School leaders can make aelite by

restoring hope, faith, and a shared spirit in tHage called school.

Deal & PetersonShaping School Culture: Pitfalls, Paradoxes, andrRises 2009
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APPENDIX A
PARTICIPANT CONSENT LETTER
RESEARCH STUDY PARTICIPANT CONSENT FORM

University of South Carolina - The Department of Edicational Leadership and
Policies
INFORMATION DOCUMENT FOR NON-MEDICAL RESEARCH

Principal Leadership and School Culture with a Sthide
Implementation of Professional Crisis Management

Principle Investigator: Mark Thomas Adams

You are invited to participate in a research stoolyducted by Ph. D. candidate, Mark
Thomas Adams, from the University of South CaraliYaur participation is voluntary.
Please review the information included in this doeat. You may decide to discuss
your decision to participate with family and friend

PURPOSE OF THE STUDY

The purpose of this study is to investigate thatr@hship between principal leadership
and school culture within a school-wide implementabf Professional Crisis
Management (PCM). This study will contribute te #xisting literature on principal
leadership and school culture. The selection ofréas County School District 55
represents a rare phenomenon in research ashé anty district in South Carolina to
pursue a full implementation of PCM.

Printing, signing and returning this document wadhstitute your consent to participate
in this research project. You will be given a cayhis document.

Print Name (Participant) Signature Date

Mark Thomas Adams

Researcher Signature Date

PROCEDURES

135



You will be asked to be interviewed and observetitarparticipate in a focus group of
your peers. You will be asked questions and gttieropportunity to discuss the
relationship between principal leadership and scbolture and your experiences and
perceptions regarding teaching and learning enmnts within the construct of PCM
implementation.

POTENTIAL RISKS AND DISCOMFORTS

There are no anticipated risks to your participatitf you feel some discomfort in
responding to a question, you may skip the question

POTENTIAL BENEFITS TO SUBJECTS AND/OR SOCIETY

You will not benefit directly from participating ithe study. The overall goal is to reveal
the experiences of teachers and administratorsntitie context of leadership, culture,
and the implementation of PCM. The findings mayvdte insight and understanding of
the nature of the relationship between leadershiltire, and PCM that will benefit other
schools and districts and contribute to the liteatAs a result, your understanding of
theory and practice may be strengthened.

PAYMENT/COMPENSATION FOR PARTICIPATION

You will not receive any payment or compensatianyfaur participation in this research
study.

POTENTIAL CONFLICTS OF INTEREST

As the principle investigator, | do not have amaficial interest in the sponsor or the
product being studied.

CONFIDENTIALITY

Any information that is obtained in connection wiliis study and that can be identified
with you will remain confidential and will be disded only with your permission or as
required by law. The information collected abooti will be coded with a pseudonym or
initials or numbers, for example abc—-123, etc. dae that have your identifiable
information will be kept separately from the resyour file. The data will be stored in
the investigator’s office in a locked file cabinetssword protected computer. The data
will be stored for approximately seven years atterstudy is completed and then
destroyed.

Your consent will be asked for audio/video recogdiryou may decline this request.
The principle investigator will transcribe the redimgs and provide you a copy of the
transcripts upon your request. You have a righetwew and edit the recordings.
Sentences that you ask the investigator to leavevitinot be used and will be erased
from all relevant documents.
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When the results are published or discussed irecentes, no information will be
included that will reveal your identity. If phot@phs, video or audio recordings of you
will be used for educational purposes, your idgiiill be protected and disguised.

PARTICIPATION AND WITHDRAWAL

You may choose to participate in this study or nbtou volunteer to participate, you
may withdraw at any time without consequences gfland. Also, you may refuse to
answer any question about which you are reluctagtséill remain in the study. The
investigator may withdraw you from this researchiitumstances arise that warrant
doing so.

ALTERNATIVES TO PARTICIPATION
Your alternative to participation is not to panpiate.
RIGHTS OF RESEARCH PARTICIPANTS

You may withdraw your consent at any time withoemalty. You are not waiving any
legal claims, rights, or remedies because of yauti@pation in this research study. If
you have any questions about your rights as amgssabject, or if you would like to
speak with someone independent of the researclodrtéain answers to questions about
the research, please contact the University oftfS@arolina Department of Educational
Leadership and Policies at 803.777.7000 or visitvtkeb site; http://www.ed.sc.edu/edlp/

IDENTIFICATION OF INVESTIGATORS

If you have any questions or concerns about thearel, please contact the Principle
Investigator, Ph. D. Candidate, Mark Thomas Adantsagulty Advisor, Dr. J. Lynn
Harrill.

Ph. D. Candidate Faculty Advisor

University of South Carolina University of Sou@larolina
Educational Leadership and Policies Educatioealdership and Policies
727 West Main Street Laurens, SC 29360 803.770.700

864.871.2689 864.876.2131 http://www.ed.sc.atlp/e
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APPENDIX B
TEACHER INTERVIEW PROTOCOL

Teacher Interview Questions

Characteristics of leader
Describe your school culture
Much of this research study focuses on principadésship. | would be interested

in knowing your thoughts on the value/influencethboositive and negative, of
principal leadership.

More specifically, what are your opinions about ithfieuence of principal
leadership on school culture?

| would like to understand your practice of thefeéssional Crisis Management
system. Please take me back to your initial ¢eatibon and highlight your most
significant experiences (positive and negative).

What is the value, if any, of a school-wide impleration of PCM for students
and staff?

Please describe situations, if any, where a PChifieerprincipal made a
difference (positively or negatively) in the deoisimaking process for a child’'s
immediate or long term needs/treatment? A nonfeettprincipal?

Escalation — De-escalation — Reintegration Cycle@ garadigm shift from
punitive to positive/redemptive? Definition of digline — to teach. Can you
actually shape the course of a child’s life? Praagrthe dignity of the child.

How has your understanding of principal leadersimg school culture within the
construct of a school-wide implementation of PCKluanced your professional
practice? Your personal life?

10. According to the U.S. Department of Education ()986hool culture is that

“intangible feel of a school” that can be sense@&nvbne enters the building.
Please describe your sensory notions of classreamihg environments that
may be influenced by the implementation of PCM ad as the School-wide
culture.
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11.Would you describe some moments in time when ytivéey negatively or
positively about your school’s culture. Why?

12.In what ways, if any, is your classroom environmariture different than it was
5 years ago? Your engagement with students? Stuelgpnses to you?

13.Regarding the three components of this researdy sie., principal leadership,
school culture, and PCM, in what ways, if any, hgwer school’s culture
changed for the better or worse?

14.1s there anything that we have not addressed thateel is important/relevant to
this study?

Art, music, poetry, writing, stories, interpretatsy reflections — may be submitted any
time by email, phone, text.
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APPENDIX C
PRINCIPAL INTERVIEW PROTOCOL

Q1 - What leadership actions/behaviors help craatense of trust, safety, support, and
affirmation and how do those actions/behavioraugfice your physiology?

Q2 - What, if any, additional training do admingtrs and teachers require to meet the
needs of today’s students?

Research Project working title:

Principal Leadership, School Culture, and BehavioiTheory:
A Redemptive vs. Punitive Modé

Central Research Question:

What is the nature of the relationship betweenqyped leadership and school
culture within a school-wide implementation of Frsdional Crisis Management?

Additional supporting questions are:

1. According to all participants, what are the chaggstics of positive school
cultures?

2. According to the three principals and the interiamst, what are the principal
attitudes and behaviors that influence positiveostbultures?

3. According to the teachers, what were the princgpgtiudes and behaviors that
influence positive school cultures?

4. In what ways, if any, are students behaving instiable functioning stage of the
crisis continuum and student on-task minutes imibeel by principal leadership,

school culture and the implementation of PCM?
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. In what ways, if any, do principal leadership ar@MPshape adult behaviors?

. In what ways, if any, does the shaping of adultavélrs influence classroom and
school cultures that promote learning?

. What did the thirteen participants say was the aoethbimpact, if any, of the

constructs of principal leadership and PCM on ttesl culture?
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APPENDIX D
FOCUS GROUP PROTOCOL
Q1 - WPEC Principals assemble twice a year follady of professional development
in Greenwood ... Given the opportunity to address ¢gnoup of administrators, what
would you like to say to them about leadershipturel behavior theory, and setting the
conditions/environment for optimal social and acamesuccess?
Q2 - What leadership actions/behaviors help craatense of trust, safety, support, and
affirmation and how do those actions/behaviorsugriice your physiology?
Q3 - What, if any, additional training do admingtrs and teachers require to meet the
needs of today’s students?
Research Project working title:
Principal Leadership, School Culture, and BehavioiTheory:
A Redemptive vs. Punitive Modé

Central Research Question:

What is the nature of the relationship betweengi leadership and school

culture within a school-wide implementation of Rrsdional Crisis Management?
Additional supporting questions are:

1. According to all participants, what are the priradipttitudes and behaviors that
influence positive school cultures?
2. In what ways, if any, does the shaping of adultavésrs influence classroom and

school cultures that promote learning?
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3. According to all participants, what is the combimegbact, if any, of the

constructs of principal leadership and PCM on tesl culture?
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APPENDIX E
DEFINITION OF TERMS

Continuous aggressiofiRepeated demonstrations of behaviors that imtiatky
injurious to others. Examples include continuoitisry, biting, kicking, head butting, or
use of any other part of the body or an objechjiore another person.

Continuous high magnitude disruptidRepeated demonstration of behaviors that
are potentially damaging to the environment. Exasipclude throwing or toppling
heavy objects such as chairs, tables, fire extsigus, etc. Pencil tapping, paper
throwing, book dropping, food throwing, etc., at¢ axamples of high magnitude
disruption. Similarly, damage to property doesaunistitute high magnitude disruptive
behavior.

Continuous self-injury Repeated demonstration of behaviors that isnpialéy
injurious to oneself. Examples include head bamgiace slapping, eye pocking, etc.

Crisis: Continuous aggression, and/or continuous selirynjand/or continuous
high-magnitude disruption. Individually, these dsnreferred to as crisis behaviors.

Extinction: Planned or spontaneous ignoring of junk behavior.

Fade: Systematically removing prompts in order to promotependent
responding.

Junk BehaviarBehavior that is annoying but not harmful orgié that is

typically ignored.
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Operant ConditioningThe process whereby behaviors are increasedcoeaked
by means of systematically reinforcing approximasiof a target behavior.

Pivot Using another individual’s correct responding asalel for the individual
engaged in inappropriate behavior with the ideadiract interactions are avoided,
removing the possibility of reinforcing the indivdl’s inappropriate behaviors.

Physiology Refers to heart rate, blood pressure, muscleaenstc. As an
individual comes under stressful or demanding crstances, these physiological
components increase. Physiological functions enabtl fuel behavior.

Pre-crisis behaviors: The second level of thexsntinuum that includes off-
task behaviors, unreasonable thinking, inappropfelings, and heightened physiology.

Professional Crisis Managememt:comprehensive and fully integrated system of
procedures designed to 1) prevent crisis situatioisde-escalate pre-crisis behaviors, 2)
contain and decrease aggressive, disruptive, dhohggious behaviors, 3) provide staff
with a range of personal safety techniques, 4ppart individuals and reintegrate them
into existing treatment and academic settings,grwbnduct post-crisis intervention and
analysis.

Professional Crisis Management Association (PCMA)private consulting
organization that specializes in Applied Behavioralysis. PCMA certifies practitioners
and instructors in Professional Crisis Management.

ReinforcementEnvironmental events that follow a response antcease the
probability that the response will occur againutufe behavior.

Shaping Repeated reinforcements of small improvement&eaps toward a new

or different behavior.

145



Stable FunctioningThe first level of the crisis continuum with thdléaving
characteristics — behavior is on-task, thinkingegsonable, feelings are appropriate, and
physiology in relaxed.

Target behaviorsthe specific behavior that has been chosen todseased,

decreased, or maintained.
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APPENDIX F

SOUTH CAROLINA INSTITUTIONAL REVIEW BOARD APPROVAL

2
Z
) Tl

UNIVERSITY OF

SOUTH CAROLINA

November 20, 2012

Mr. Mark Adams

College of Education

Education Leadership & Policies
Wardlaw

Columbia, SC 29208

Re:Pro00019557Study Title:Principal Leadership and School Culture within éh8al
Wide Implementation of Professional Crisis Manageime

Dear Mr. Adams:

The Office of Research Compliance, an administeatiffice that supports the University
of South Carolina Institutional Review Board (USRBI), has completed an
administrative review of the referenced researdjept on behalf of the USC IRB, and
has determined that it is exempt from the ProtaadioHuman Subject Regulations (45
CFR 46 et. seq.). No further oversight by the UBB Is required; however, the
investigator should inform this office prior to magf any substantive changes in the
research methods, as this may alter the exemptssththe project.

If you have questions, please contact Arlene Mc\Wénat arlenem@sc.edu or (803)
777-7095.

Lisa M. Johnson IRB Manager

cc: Lynn Harrill

University of South Carolina Columbia, South Carolina 292@8803-777-5458 An Equal Opportunity Institution
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