
>> -- everybody, even when the information I talk about might not be as exciting.  So I started to share a 
little bit about my background; I was 15 years middle school administrator and a long-time implementer 
of PBIS in our school, using the data from there.  We used data before we had SWIS to monitor our level 
of implementation, and to look at the referral data that we were getting.  I currently work with PBIS 
applications, and our main tools are the SWIS suites, SWIS, Check-In, Check-Out SWIS and ISIS-SWIS.  
And we also host the PBIS assessment and PBIS evaluation tools.  And they're used at about 25,000 
schools nationally and internationally, and clearly focused on using reliable and valid data, and data 
analysis to enhance schoolwide implementation of PBIS.  And you can find us at the PBIS Applications 
website, PBISapps.org, and we'll talk about that a little bit more, and where you can get additional 
information. 
 
Tina mentioned earlier the PBIS.org website, the national website.  And this is their home page on that.  
And under School on that, if we click on that, and there's a section on Equity and PBIS.  And when we 
open that, there is a very important document right at the start of it, the recommendations for 
addressing discipline disproportionality in education.  Your afternoon's presenter, Kent McIntosh, was a 
lead author on this, along with Rob Horner and Erik Girvan, Keith Smolkowski and George Sugai.  
Basically, they advocated five ways to address discipline disproportionality in education, and what we're 
going to focus on today is -- come on -- what we're going to focus on today is -- getting this other little 
screen off my screen.  There we go.  On the collecting and using and reporting disaggregated data, 
student discipline data.  I have a colleague sitting next to me, Kent McIntosh.  Say "hi" Ken. 
 
>> Hi! 
 
>> And so I get to have somebody, when things aren't working right, laugh at me and say, "Hey, press 
the left button, Bert, instead of the right button." 
 
So we're going to focus today on use and discipline, and you have in front of you the discipline data 
guide.  We've written several data guides to enhance that, and you can find these guides at the PBIS.org 
website, on School and Equity and PBIS.  And in this data guide, a clear focus on what we're going to talk 
about today.  In fact, I'm going to take you through a four-step problem-solving model that will help us 
address how we want to use data as we go along to discuss disproportionality.  And I wanted to put out 
as a caveat statement right now, because I'm going to share some data -- never be afraid of the data.  
Simply embrace the data and figure out what we're going to do with the data.  No matter what the story 
tells, the only problem we have with the data is when we ignore the data.  We either don't go looking 
for the data, or we see that the data is there and then we try to look away and not do something about 
it.  So never be afraid of the data.  Accept the data, and then it gives us something to do about it.  We're 
going to talk about a four-step problem-solving model. 
 
And this thing around data for disproportionality -- and before I get going any further, I'm going to 
delete -- I'm going to say "goodbye" to you because that part's really distracting.  So we want to talk 
about data for disproportionality; what data, how much data and where are we going to get all this 
data?  In the data guide that we talk about, we really lay out some things about some basics you need to 
have in place.  If we're going to look at disproportionality, you have to have a system with some 
required basics.  You have to be able to collect the data on a regular basis, and when we're talking about 
collecting that data, we need access, especially, to maybe the office discipline referrals.  And we need to 
have those identified by race and ethnicity.  We also need to know the school enrollment, the 
breakdown of the different race and ethnicity subgroups that comprise the total school enrollment.  We 
need to have instantaneous access to this information, and for this, we need it for the school teams 



even more than we need it for district teams.  Often times, the districts will have this information 
available for us, and we can get that information from them.  But it's the school, it's that local context 
where we can actually do something with the information that we have in front of us. 
 
We need to be able to disaggregate that data by patterns, and look at race and ethnicity and the impacts 
so we can identify where we have peaks and valleys, and where we may need to pay more attention 
than other places.  And we need to be able to calculate the risk index, or risk indices, and the risk ratios 
for race and ethnicity.  And we'll talk a lot more about that as we go along. 
 
We also make some recommended features.  You need to have these other things, you need to have the 
prior ones, you have to be able to break it down in order to follow the disproportionality; you have to be 
able to break it down by the race and ethnicity subgroups, and you need to have access to that 
information.  But another thing that makes it really well is if you have a standardized form for office 
discipline referrals that have all the information to help us get to the questions that we really want to 
know about, the who, what, when, where, why, the problem behaviors that are going on, and we need 
to have clear definitions about the problem behaviors, and we need to have clear discipline procedures 
so that everybody in the system, all the staff, know exactly the routines that we're going to go through 
when we do see a problem behavior.  Is this one I manage as staff?  Is this one I send to the office for 
immediate, or is it one that I send to the office for they can get to it when they can?  So students and 
staff need to know the definition of all the problems, and staff clearly need to know, and everybody 
agree, on discipline procedures.  We also need to have the capability for report generation, and it's so 
important if you can have that on-demand, and it's automatically disaggregated by race and ethnicity, 
and it's automatically, you can calculate the disproportionality.  And we have a copy here of something 
from SWIS.  And that reminds me, I forgot to do one more thing, and that was -- this is not going to be a 
commercial for SWIS.  It's just that we happen to work with the PBIS application SWIS, the Schoolwide 
Information System.  We've built it so that we can do these things.  So we're going to share other tools 
and information systems with you and talk about how you can collect this data and this information on 
your own, even if you don't have SWIS.  But clearly, the tool SWIS is a tremendous asset in your bank of 
resources to address and look at these kinds of things, and track the data around disproportionality. 
 
So what are we going to do with this disproportionality data?  And I mentioned earlier, we're going to 
look at it from this model; a four-step problem-solving model where we want to look at the problem to 
determine, do we have a problem?  We can look at our data and determine, is there a problem?  Do we 
see a discrepancy here?  Is there a disparity between groups?  Is there disproportionality within a 
group?  And then we want to know more about the problem, so once we determine if we do have a 
problem, we want to know, well, why is it happening?  We want to look into the who, what when, 
where and why of the problem, so we analyze the problem so we can make a concerted effort to have a 
possibility of really, truly having an impact on that problem when we do implement a plan.  So we 
determine what should be done; we create a plan that's related to the things that we have determined 
are causing the problems that happen.  And then we want to implement that plan with fidelity.  So then 
we get to the plan evaluation, and this is really two parts; the first part being looking at the plan.  Did we 
implement the plan with fidelity?  And then looking after we determine that, then looking at our data 
that originally identified the problem to determine first, is the plan working?  And did it have an effect 
on the overall problem?  Have we made progress?  And then we can make the determination when we 
see that this is a continuous cycle. 
 
Speaking of continuous cycle, this problem-solving model is very similar in nature to several other 
models that we looked at.  The Applications Training Team uses this model where we make an 



evaluation of something going on, related to that we created a plan, we implement that plan and then 
we evaluate how well that implementation went, and whether or not that changed the -- that helped 
reduce the problem that we originally identified, all of it using data to guide this continuous quality 
improvement model.  I noticed quite a few of you yesterday participated in the team-initiated problem-
solving tips model, and you'll notice that this seemed very familiar; the four-step model seems very 
similar to the six-step model where you identify a problem with precision.  And we're going to talk a lot 
about that today.  How do we get to a problem that we can actually work on?  And that really is around 
identification of the problem with precision.  And then, identifying a goal -- a place that we want to get 
to, a standard or a criterion that we can set, say, this is the change that's happening, and how close is 
that getting us to the goal?  And then based on that goal, identifying a solution or an implementation 
plan that fits the context of the problem, and then implementing that with a high degree of integrity.  
And as we implement it, we want to monitor the impact that it's having.  So the plan evaluation, your 
first check is, well, didn't we implement with high integrity, so we're comparing it against the goal, and 
then we want to make a summary of evaluation and get right back to, well, we had this problem 
originally, we've done these things around that problem, and that made a difference in the size of the 
problem that we had that we identified originally.  All of this based around collecting and using data, 
and you'll notice that all three of the models, no matter what, all focused on using data in some cyclical 
process to identify, implement a plan; analyze the problem, implement a plan and then evaluate how 
we're doing around that plan.  Time out for a sip. 
 
So, let's look at Step 1:  Problem Identification.  Do we really have a problem?  And in this problem-
solving approach, the first key ingredient and basis to the things that we do here is, you really need to 
use the valid and reliable metrics.  You have to have a measurement of something that you can actually 
measure, and we know has an impact that we can monitor to see if it's having an impact.  You also want 
to be able to qualify the difference between where we are, our current situation, and our valued goals; 
what are our outcomes currently?  Where do we want to be?  What goals do we have?  Sometimes we 
call this the performance gap, where we are now versus where we want to be.  And we know that in 
closing that performance gap, the quickest and most economical and most efficient and effective means 
we have of closing that performance gap always starts with getting information about the gap.  And that 
information is the data we want to look at.  So, for example, we have 62 percent of our students in the 
0-1 referral range.  Our school goals, we intended to have 80 percent.  So we have a bit of a gap.  Here's 
where our outcome currently is, and here's where we want to be.  So we have a performance gap of 18 
percent.  Forty-eight percent of our third-graders are meeting their reading standards.  Well, we're 
hoping that all of our third-graders meet the reading standards.  So we have a gap.  We also mentioned 
that we have valued goals.  We would like all of them to, but what would we be willing to set our goal 
for?  Something better than 48 percent.  So we have a performance gap, we want to measure that 
against the goal of where we want to be; ultimately we want 100 percent of our students to be meeting 
the standard.  But sometimes we have to set a more realistic goal to get there first.  Or maybe our multi-
racial students are two and a half times more likely to receive a suspension than their peers.  Here we 
have a disproportionality performance gap that is based on the fact that something is happening to a 
certain group more often than it's happening to another group.  And this would be what we call 
"disproportionate." 
 
When we're looking at disproportionate, we really want to be able to quantify the outcomes between 
racial and across the racial and ethnic groups, and compare those differences.  We often times talk 
about a group of interest compared to a certain comparative group, like Native American office 
discipline referrals compared to white office discipline referrals; black suspensions compared to white 
suspensions.  Oftentimes we're going to find that in most situations, the white students are the 



comparative group; this is oftentimes because statistically, they remain the majority population group.  
And sometimes that won't be the case, and I'll address that in a second.  And oftentimes, they're 
considered the dominant culture, and I don't mean to speak as that group is in charge, as much as 
socially, we compare against that group more frequently. 
 
Sometimes we face a situation where we have a population group that is so large that the other groups 
together are small in comparison, and we have small numbers when we compare those statistically.  
Sometimes those don't work well.  I had a group in Southern Texas that was 90 to 95 percent Latino.  It 
didn't make sense that we are comparing the group of Latino students to the group of white students, 
when it would probably have made more sense to compare the Latino group to all the other groups 
other than the Latino group, so we compared them to the white, the black population and the Native 
American population and the small Asian population that was in the district.  So sometimes we will 
compare to all other groups.  But usually, the most standard comparison group is the white population, 
the subgroup of white population. 
 
We know also that for disproportionality, multiple metrics are very important.  And the IDEA Center 
really clearly suggests this, and I can show you some reasons why, and we'll come back to this example 
that I'm going to share with you in just a second.  But you can see why we want to look at it.  And 
multiple metrics help us, because it gives us more than one lens, so we get multiple views of a situation, 
and possibly one of those views is going to be more enlightening than just the initial metric that we 
looked.  So it's good to look at the situation in a number of different ways. 
 
I'm going to take you on a little bit of an excursion and ask you to leave your current occupation.  
Imagine yourself as a zoo keeper.  Yeah, that's right, you're in charge of -- hello, Dennis, welcome!  
You're in charge of the penguins.  The penguins are at the world exhibit at your local zoo.  It's a large 
exhibit.  You have lots of penguins.  In fact, you have a good portion of almost all the penguin types in 
the world, and there's some great ones.  You have a good population of the Emperor Penguins, they're 
really big guys.  And even their babies are bigger than the little penguins.  There's the Crested Penguins, 
the Rockhopper Penguins, and yet all the way down to the little Blue Penguin.  And here's the little Blue 
Penguin. 
 
But you are in charge of this exhibit, and suddenly you're noticing that -- you are your staff are noticing 
that about 30 percent of your penguins are coming down with what we're going to call the "penguin 
cough."  And you have limited resources, both financially and on hand to attend to the fact that 30 
percent of them are all getting sick.  So 30 percent of the Emperor Penguins are getting sick, and 30 
percent of the little Blue Penguins are getting sick.  And so when we look at this, we see this is the 
percentage rate of each ones of this, so 30 percent of the Emperor Penguins are getting sick, 30 percent 
of the little Blue Penguins are getting sick, and I'm just thinking -- just a second, let me switch to 
something.  I need your highlighter, no, I don't like that one -- no -- okay, I'll stay with the one I have. 
 
This would be called the risk index for the penguins.  So about 30 percent, you can see that all the 
penguins as we go across here have about 30 percent of the penguins are getting sick.  And in fact, the 
Emperor Penguins are right at 30 percent, and the little Blue Penguins are right at 30 percent.  So this 
view itself, we can see that there are some that are a little bit more, the Rockhopper, the Northern 
Rockhopper is almost 38 percent, and some are a little bit less than 30 percent, the Erect-Crested is 
around 25 percent.  But on the average, right around 30 percent.  But your -- oops, that went on too 
quick, let me go back one. 
 



But your data all shows, and we know some additional.  We looked at it in a different way.  You had 
some additional information.  You asked your staff to score, well, how sick are they getting?  And you 
found out that the little Blue Penguins, they rated the sickness of the penguins how brutal their cough 
was, or some determination on a fist to five, and zero to five scale, and they said, ooh, the little Blue 
Penguins are getting sick at about an intensity rate of about 4.5, on the average.  We have some as low 
as one, and we have some in the middle at around two and a half or three. 
 
But clearly, we had a little bit more -- the Blue Penguins are getting a little bit more intense.  We also 
notice that the duration is lasting longer for them.  They're lasting for about 14 days when they get it 
compared to one or two days, or even a week long for some of them -- clearly disparate amount of 
information of how long the penguin lasts for the little guys.  And then not only do they get it harder, do 
they get it longer, but they also get it more often; it continues to recur. 
 
So by looking at this, you notice that you clearly have some disproportionality, some disparate impact 
on one of your groups of penguins.  With limited resources that you have, you can possibly address, 
well, how you're going to attend to this.  Maybe you have some things.  Stay back, we'll handle this, 
cover your mouth when you sneeze, and make sure you wash your hands.  But because you have limited 
resources, you can tend to use the multiple metrics to look at the situation.  You may make a 
determination where you want to use the resources that you have.  You can get more specific about 
where you're going to direct your things.  And eventually, because of that, you're able to beat the 
dreaded penguin cough, and the little Blue Penguins thank you immensely, and you've saved your job as 
a zoo keeper. 
 
Well, congratulations on that, I'm going to ask you to come back to our reality; our current reality.  And 
that's data for disproportionality.  So what data are we going to look at?  We mentioned before, we 
looked at what percentage of a group gets something, we call that the "risk index."  The risk index is, 
what's the percent of a group that receives a certain outcome?  And in that case, it was, what percent of 
the group received the penguin cough?  And who's at risk for receiving the outcome?  For disciple 
disproportionality, we often times consider some things that are measurable and that we can monitor 
and show us the impact of discipline, and those are oftentimes the office discipline referrals, we can 
keep a count of those.  We can talk about suspensions; the number of suspensions, the days of 
suspension.  We can also talk about expulsions.  We'll have less data to compare here, because it 
happens so infrequently.  But you can use this as also a determinate when we're looking for disciple 
disproportionality. 
 
We want to calculate the risk index by determining the proportion of students who get that certain 
outcome.  So what portion of a student group, we'll say the Hispanic students, are getting referrals, and 
what portion of the white population are getting referrals?  Or what portion of the Native American 
population are getting referrals?  So that is called looking at the risk index, and all we have to do there is 
divide the portion of the group that receives that outcome by the size of the whole group. 
 
Here's a table that shows us doing just that.  Here's a fictional school of about 800 students; 300 of 
those students are white, 60 of those students currently have an office discipline referral, which equals -
- we do the 60 divided by 300, and it equals 20 percent, or a risk index of .20.  We can also look at our 
black population, 275 of them have ODRs, so 37.5 percent, or .38 on the risk index.  And Latinos, 100 
students, and 35 of them are ODRs, so 35 percent, or a .35 risk index. 
 



So we can compare the risk index, and we can just squint our eyes real quick and we can look across it 
and way, look, we have some that are higher than others.  So a little bit of disparate impact for different 
groups, the different subgroups. 
 
So when we do that, we oftentimes want to compare those subgroups, and we look at, like, well, we had 
the .20 for the white population and the .35 for the Latino population, and remember how we got there, 
the total number of students who had a referral in the Latino population compared to the total 
population, and they had 100 students, and we had a risk index of .35.  The number of white students 
divided by the total, so 60 divided by a total population of 300 gave us a .20 risk index.  Well, with those 
two numbers, we can compare them together.  We oftentimes -- and we need to, before we go any 
further, just a little reminder about being very careful about risk index, just using the risk index alone.  
We saw that a risk index with the penguins didn't show us a lot of disparate activity, but what we do 
notice about risk index for ODRs is, at the first of the year, everybody will be real equal, because when 
we come to school in September, nobody has referrals.  And then as we go on through September, we 
get into October, we start seeing some risk index; a percentage of each of the subgroups has a referral.  
That's going to look much different than those numbers later on in May and June.  So when we see that 
many more of the students...  So we're going to see this risk index rise throughout the year.  So just 
looking at the risk index, and we were just trying to determine the problem, we would always 
determine, well, we have a much worse problem in the spring than we do in the fall, because we were 
zero in the fall, and whatever our risk index was at the end of the year.  So that's why we need to be 
careful.  But we can use those risk indices to compare against each other, and create what we call a risk 
ratio.  And we get that risk index -- the risk radio by looking at the risk index for one group divided by the 
risk index for the comparative group.  And again, usually that comparative group's going to be the white 
population.  So we had that .35 of the Latino students, with their risk index being .35, and the risk index 
for white students being .20, and we do that division and we find out that it's one and three quarters 
times as likely, almost two times as likely for a Latino student to get that office discipline referral than it 
is for the white, their white peers. 
 
When we have it equal, and if all things were equal, we would say, hey, everybody should have the same 
amount, and it would be equal, then we would say, good, we have no disproportionalities.  But that is 
seldom the case.  There's usually some discrepancy there.  And when we see it larger than 1.0, like this 
1.75, we call that "overrepresentation."  And when it's less than 1.0, we call that "underrepresentation." 
 
And then you go, well, how are we supposed to figure this all out?  Well, I mentioned again the 
Schoolwide Information System, SWIS, will automatically do that for you.  And there are some other 
schools.  Before we had SWIS, I was chasing this at our school using simply a spreadsheet.  And as the 
training team, we've worked with other schools and helped them build spreadsheets just so they could 
follow the information.  Takes a little bit more intensity, it's not as effective and efficient as a system 
that's built for that.  But that's again, that's why we built the Schoolwide Information System so we 
could readily get at that kind of information so we could inform schools of that, especially at the local 
site, how we can improve those situations. 
 
But we have some other tools available, and I want to talk about one of those.  One of those is for free, 
and available for you at this site.  You don't have to copy it down, I'll say it one time:  //goo.gl/mNcgVS, 
and this will all be available for you when we send you this copy of this webinar.  Or, you can look it up 
at the Wisconsin PBIS Network, and it's called their Risk Indicator.  And for that, you just go in -- they just 
go in and they fill this all out for you, they created this situation for you, so you would just put in your 
total population; we have 255 white students, 70 black students, five Native American students.  And 



then as you go along, well, how many of those have a referral?  And so we put in, well, 165 of those 
have a referral.  So it automatically does the calculation, so we have a risk index of .65.  What 
percentage of this group gets a referral .65?  And it automatically calculates that for every group as it 
goes along, and then it automatically calculates that .65 back to the comparative group, and in this case, 
the white population.  So compared to the white population, the black population is .91, 
underrepresentation.  The American Indian population of .62, again, underrepresentation.  But the 
Hispanic population is 1.27.  So some overrepresentation here, some disparate impact seen in this 
subgroup.  And for the multi-racial category a little bit; 1.03.  That's pretty close to being the same as 
1.00.  But you can see that it is a little bit above that. 
 
So remember our little buddy, Blue Penguins there, and all the penguin breeds.  They all had around 30 
percent chance of catching the penguin cough.  Well, we recognized that we needed more information 
than just the risk index; we needed to look at the composition of what that being sick was all about.  So 
we looked at and gathered how sick are they getting?  How long are they staying sick?  And how much 
of a recurrence are there?  And based on that, you were able to determine a way to use your limited 
resources and address the problem.  Well, we want to be able to do the same thing when we look at 
disproportionality in schools.  So we want to look at the composition of what the situation looks like. 
 
The composition metrics help us look at little bit deeper into the story, help us understand what's going 
on.  They certainly give us another view of the story.  And for discipline disproportionality, again, we 
want to investigate that.  That portion of a subgroup that has a certain metric, compared to a 
comparative group.  So we're still going to compare the two groups.  And we're going to look in, as we 
do this for discipline, let's look at the total number of students with referrals.  So all the students who 
have referrals, let's look at what percentage of those come from each of the different subgroups, and 
then we can compare those against each other.  So the students with referrals, we can look at theirs.  
And then we can compare the amount, what's that compared to the percentage of the enrollment that 
they make?  And I have a grasp that will make this make more sense, and I'll stop babbling.  I may need 
more coffee here, quick break before I do the next one. 
 
Similar in nature but different is the total referrals.  So we look at each group's portion of the total 
referrals, we look at what portion of the total referrals do they have, and say, well, what's that 
compared to the size of their enrollment in the total population?  So here we have a graph from SWIS 
with the students with referrals by ethnicity.  So we can look at this and we can say, well, for the Latino 
students, they make up 18 percent of the total population.  But there are 29 percent of the students 
who have referrals.  So here we have some overrepresentation.  Our African American students are 12 
percent of the total population; 16 percent of the students with referrals.  Our white population, when 
we compare that, we notice that they're 63 percent of the total population, but only 44 percent of the 
students with referrals.  So we can see underrepresentation for this composition report, and 
overrepresentation for these two groups.  And we can see that it's similar for these groups, some 
overrepresentation here, and some here.  Be very careful when we start working with small numbers, 
because where we have this 16 and 12, the difference here is .3, or .33 larger than this population.  This 
would be 100 percent larger, but that happens when we start working with small numbers, and so you 
need to be careful when you're working with small numbers of population groups. 
 
This one will look very similar in nature.  This is the total referrals in ethnicity, so we're still at 12; the 
black population is still at 12 percent, but they're 18 percent of all of the referrals.  I'm going to go back 
one, darn it.  Darn it, darn it -- back two, back -- there we go.  Notice that they're 16 percent of the 
students with referrals, watch it grow, and they are 18 percent of the total referrals.  So not only are 



they -- do they have some overrepresentation of the students with referral, they have even more 
overrepresentation with students -- the total referrals, which means that that group is getting more 
multiple referrals than the other groups. 
 
Okay, that's a lot -- have you had enough math yet?  Well, I'm trying to hang on there.  And I 
understand, and it's really hard not being able to see you, I can't read my population and seeing, ah, did 
they all fall asleep?  Are they all trying to get to the restroom now?  I just heard a buzz -- is that a chat 
question, or -- no?  Okay.  So the penguin says, "Yeah, I think I got this down, I'm kind of following what 
he says.  But what about Pennsylvania?"  Well, I did pull up some of the Pennsylvania data, and again, I 
want you to remember that what we're going to do -- thank you, Tina!  Tina reports that we're all doing 
well!  She did, like I said, she did tell me that we'd be talking to the choir, so we had people that really 
respect this, and sometimes we even do a presentation that we call, "Data is a Four-Letter Word," so we 
know that when we just talk about data sometimes, we get out there like that.  But it's important. 
 
So, good!  Tina says, "You guys love data!"  Oops, I'm jumping ahead -- so here we have the risk index for 
the elementary schools in Pennsylvania.  You have 113 elementary schools.  These are schools that are 
using SWIS, that have agreed to share their data for research purposes, and have been collecting 
ethnicity data.  So if they were using SWIS and they were offering to share their work with ethnicity 
data, we still wouldn't use it if they weren't collecting ethnicity data, and if they didn't collect the 
ethnicity data, then we wouldn't have anything to report.  So these are schools that are using SWIS, are 
sharing their data and are monitoring ethnicity.  Well, good, check that out and let us know what we 
think, how many of those groups are monitoring for ethnicity. 
 
So we look across here, and here's the white population.  They have a risk index of 10 percent, and we 
can see that a little bit higher for the Hispanic, for the black and for the Native American population.  
And then when we look at the composition report, this is from PBIS Eval, so we have to turn these 
around.  The green this time will be the -- this is the size of the total population.  So they're about 16 
percent of the total population.  They're about 36 percent of the students with referrals.  So there's 
some significant overrepresentation in the students with referrals.  So we know that not only was there 
some disproportionality for that group, the risk index -- let me go back one -- the risk index for the black 
population a little bit higher and faced almost three times as high, so we'd have a comparative risk ratio 
of 2.9 there, 2.9, almost three times as likely to get a referral in these schools.  We also see that when 
we look at the rest of that picture, we see that though they're only about 16 percent of the population, 
they're around 30 percent of the students with referrals.  Watch this bump up when we then also look 
at, what about total referrals?  Well, they're almost 35 percent of the total referrals.  So they were 30 
percent of the students with referrals, 35 percent of all the referrals, which means not only is there 
overrepresentation of the group as the students with referrals, they are also students who are getting 
multiple referrals more often than the other groups. 
 
We have the same information for the middle schools in Pennsylvania that are using SWIS sharing data 
and monitoring their ethnicity.  Here we have the white group, they make up 20 percent of the 
population, 20 percent of their group tends to get -- has had ODRs activity.  And we can see that it's 
higher for two of the groups, and significantly higher sometimes.  Well, let's look at the rest of the story.  
These are the -- so we can see again right here right away, where we're at 18 percent of the total 
population, the black group, they are 36 percent of the students with referrals.  Now unfortunately we 
don't have these numbers, but I've looked at them, so I know them.  These are 18 percent of the -- they 
make up 18 percent of the total population of these 20 schools, but they're 36 percent of these students 
who have referrals.  And then when we look at the total referrals, 18 percent of the total population, 38 



percent of the total referrals.  So we see again, with this group, overrepresentation for the students with 
referrals, but even more overrepresentation with the total number of referrals, meaning, this group is 
getting more multiple referrals than the other groups. 
 
And here we have the high schools; we have 15 high schools who are using SWIS, sharing data and 
monitoring their ethnicity data.  Here is the risk index for the white group, white population group, then 
we can see as we go across there, some underrepresentation by certain groups, and some 
overrepresentation for other groups.  And when we look at the population and we look at the 
composition reports, here's the students -- of those students with referrals, the black population makes 
up about, I think, as I recall, it as 28 percent of the total enrollment, and they were about 45 percent of 
the students with referrals.  And notice how that one grew as well; 28 percent of the total population 
and 50 percent of all the referrals.  So we can see, again, overrepresentation in the group in just the 
students who get referrals, but even more overrepresentation, just the number of referrals.  So that 
means this group is getting more multiple referrals than the others. 
 
Here's a group for the K-8 schools.  We have 15 K-8 schools who are also collecting data using SWIS, 
collecting data, sharing that data for research purposes and monitoring their ethnicity data.  Here's the 
28 percent risk index for the white population; very similar in nature to the black and the Hispanic.  So 
the K-8 schools, they have a different story to tell.  And when we look at this, we can see in these 
schools, the K-8 schools are much larger population, so the population here, notice this one was close 
to, I think it was 65 percent, and it was 75 percent of the -- there we go -- 75 percent of the students 
with referrals.  And then, but notice this one actually went down.  They were 65 percent of the total 
enrollment, with only 70 percent of all the referrals.  Well, that's not because they have less than one 
referral; what it means is, one of the other groups must have gotten larger.  So let's go back one, look 
over at this white population group.  They are about 10 percent of the population and about 10 percent 
of the students with referrals.  But then when we look at all the referrals, they've been a little bit more 
active.  So they're 10 percent of the total population, but about 21 percent of all the referrals written.  
So this group is getting a lot more multiple referrals last year in the K-8 schools.  So we had a lot more 
activity, multiple referral activity, from this population. 
 
So -- thank you, Tina!  Those pop up for me as well.  Tina let us know, no questions so far.  Go ahead and 
interrupt us when you do spot those, and feel free to let Tina know you have a question, so we can 
attend to that question.  So we have -- these are the same risk ratios, then, for these same groups, we 
can see them compared to the population.  And this would be if we looked at -- we could look at our 
goal there and say, okay, our risk ratio, we would want everybody to be in -- in a perfect world, 
everybody would be at one.  And we're fairly close to that.  A little bit of overrepresentation and a lot of 
underrepresentation at the K-8 schools, but we notice that we have some situations of 
overrepresentation in the elementaries, in the middle and in the high school.  And again, never be afraid 
to look at the data, it's only when we ignore the data that we have a problem.  So access the data. 
 
Uhhh -- that's a lot of data!  So in problem identification, we first want to select our metrics, then we 
want to calculate the metrics.  And we need to compare those two criterion, the standard, or our goal, 
okay, we saw what they were in a perfect world.  We'd like all those ratios to be at one.  I can tell you in 
working with nearly every state on this and looking at state criteria, a lot of different districts 
throughout the nation, seldom do we come to one very often.  It's around there.  But we can talk about 
what kind of goals.  It's kind of difficult, because although the federal government is very specific about 
you'd better not, and we clearly want to make sure you don't have these situations disproportionality 
and Office of Civil Rights monitors this and follows this, and we can see what it gets really bad.  But there 



are no hard federal guidelines.  But we do have some ideas that we recommend that we use.  We can 
always use the information that we had from previous years.  We can look at our historical data, either 
for the same school or for an average of the schools within the district, or we can set a district norm or a 
goal that we want everybody to get to.  So we can look at, how did we compare to our previous time?  
How are we doing?  Are we getting better than last year?  We can look at the national norms, and we 
look back at and use the latest NCES radio numbers.  And so we can look at the 2011-'12 population with 
schools using SWIS, and at least ten African American students and ten white students, the median 
ratio, the 50th percentile -- not the average, but the 50th percentile -- was 1.84.  They were 1.84 times 
as likely to get an office discipline referral as their white counterparts.  And at the 25th percentile, which 
usually when you say 25th percentile, it's really, look, they're still at 1.38.  So at 1.38, that could be a 
commendable goal to get to.  If you're a median at 1.84, we might want to get to the 25th percentile.  So 
we want to find a goal or a criterion that we can establish, and as I said before, the government doesn't 
offer us one.  The closest we get to the government is probably the Equal Employment Opportunity 
Commission, and they use the four-fifths rule, or the disparate impact criterion.  And that's where they 
can have some disparity without there being significant impact on a population group.  Now in all 
fairness, we would all say, well, shouldn't it all be exactly one?  Well, yes, it would be in a perfect world.  
But the four-fifths rule would say we probably could have some variance between .8 and turn that four 
fifths upside down, five fourths would be 1.25.  So in this area, if we had a number in this range, we'd 
probably have this without significant disparate impact.  And so we can use that, we could use the 1.25 
as a criteria and goal, and 1.3 here, 1.84.  Or we could use the comparative group.  So looking at the 
comparative group, we saw that we had 2.92, almost three times as likely for the black population in the 
113 elementary schools using SWIS, sharing their data and monitoring their ethnicity, three times as 
likely for this group. If we set our goal at -- we could set our goal at the 1.38, the median, or we could set 
our goal at the 1.84.  And we still would have a reasonable goal to get to.  So if we move this 2.92 even 
to the 1.84, the 50th percentile, we could say this is something we might be able to get to, and this is a 
goal that's reasonable.  It's an interesting goal to share; when you set your goal, we want to get to the 
1.84, the median risk.  And part of the populations say, well, hold it, you want to get us to 1.84, what 
about getting us to one?  Well, that's a great idea, we hope that we get there, but we're going to need 
to probably look at what can we get to?  Remember making smart goals, or making specific measurable, 
achievable and realistic and timely goals.  So it might not be achievable to go from three times as likely 
back to one immediately.  But getting closer to the 50th percentile, the 25th percentile, or even the 
four-fifths rule, the .25, are reasonable things.  We still have an area to work on, we know that we can 
do that.  We can see that we're already under the 1.84 for some of our groups, so this group may want 
to make the disparate impact of four fifths below our goal.  And for this group, they're that close to the 
disparate impact goal.  They might want to go to 1.25 or 1.0. 
 
So first, we want to select our metrics.  We use risk index and risk ratio, and the composition 
measurements, the composition measurements being the monitoring discipline referrals.  The students 
with discipline are students with ODRs, and the total number of ODRs.  And then we calculate those 
metrics, and we want to compare those to our criteria or our goal. 
 
So as we go along here, I'm going to give us an example.  We do the same thing in the data guide, and 
you'll see it as you're looking through at, that we use the same Rainie Middle School.  Don't check 
against this guide right now, because I've made up some different numbers for this; some of them are 
the same.  So this Rainie Middle School has a population of about 48 percent white, 31 percent African 
American, 20 percent Latino, a small amount of Asian student, about three to one ratio of free and 
reduced lunch to paid lunches.  And they do have the availability of the Schoolwide Information System; 
they're using SWIS.  They calculated their risk index or the risk indices for all their groups, and they 



found when they looked at the risk ratio that they had a significant -- they were 3.2 times as likely to -- 
the African American to white population was 3.2 times as likely to receive a referral.  They looked at 
their Latino or Hispanic group and said -- that's not bad.  They were only 1.1 as likely, and that's really 
close to one.  But they knew that they had a significant issue here, and they wanted to focus on that. 
 
Okay, so we have our data resources.  What are we going to do now?  So now we need to look at and 
analyze, what's the problem?  We know we have a problem, but how do we get to the bottom of why is 
it happening?  And in this, we want to look at the purpose, the focus and evaluate what's going on.  We 
want to identify the underlying causes of it.  We want to know the things that we could actually impact.  
The focus needs to be on those things that we can change, and those are going to be the systems and 
practices that we have in place at the school.  They aren't going to be, we can't go out and say, well, 
most of our students are on free and reduced lunch, we can't expect them to -- well, you're right.  We 
can't make a change there.  But we might have something within our system or things that we can see 
that we're doing or implementing that we could change how we're doing that to improve the 
implementation, and possibly reduce disproportionality.  And we need to look at, as we determine, we 
need to evaluate and investigate whether this disproportionality seems consistent across all situations, 
or does it just seem to be more pronounced in some situations?  There's a difference between in all 
situations and peaks and valleys in some situation could be explained by, if it's happening in all 
situations, it might be related to explicit bias.  We're just -- we've got situations where no matter what, 
we got, whether it's one teacher or a group of teachers or a whole school -- if there's explicit bias, you 
will see that across their pattern throughout.  Implicit bias, we begin to look at a little differently.  We all 
have some implicit bias within us, and we will see that that comes into play at certain times.  And so 
we'll end up seeing peaks and valleys more often.  It doesn't mean it is implicit bias, but it certainly may 
be more likely to be related so implicit bias. 
 
So why data?  Why do we use data?  Because we know that the decisions we make, we have tons of 
research on this, the decisions we make that are likely to be more effective and efficient if they're based 
on data.  And data don't answer the question for us; they're going to help us ask the right questions.  
They won't give us the right answers.  Or they won't provide us the answers, but they will help us look at 
what we do know, what more we want to know and they'll help us ask the right questions about what's 
going on.  And they help us identify and refine the problem.  So we get to something -- we can get to a 
question or an identification that will lead to an actual solution.  We've all been in the situation where 
somebody came into the staff room and said, they couldn't stand it anymore.  It is just crazy.  It is out of 
control out there.  Well, out of control, there's not a lot we can do with.  Out of control -- it may be, it's a 
primary statement, it raises awareness this person's really concerned.  But it doesn't help us in problem-
solving.  We can't do "out of control," we can't fix "out of control."  We need -- primary problems are 
based on somebody's initial review, or look at an initial review of the data.  But they don't -- okay, we 
have a problem.   But what is the problem?  We need to get to a more detailed review.  We need to 
develop what we call a "precise problem statement," and those of you that worked in the Tips group 
yesterday and said, there it is, yeah!  They're chasing the same thing.  And we really are, because we 
know that if we can get down to a precise problem statement, we have something that the team can 
work on.  We can't work real well on, "It's crazy out there, the kids are out of control," "This is the worst 
third grade class," "Tell me, is it just me, or do kids seem to be worse behaved every year?"  We can't do 
much about those kind of feelings; those are primary problem statements.  We have a much better 
chance if we can address something that's specific and really identifies the problem and the who, what, 
when, where and why of how that's going up. 
 



So we want to define problems with precision, by looking for precision  and clarity.  We want them to be 
capable of being used for team-based problem-solving.  And with this, then everybody's working on the 
same piece of information; everybody's working with the same assumptions.  This is the problem we're 
attacking.  These are the things we're going to do for that; this is the timeline we have, these are the 
people involved in that.  So we know, and we're all talking about the same thing, as opposed to what my 
feeling of "out of control" is there compared to what Mr. Smith's feeling about "out of control" is out 
there. 
 
So we want to really be able to answer these questions.  And they're really the W-H questions that we 
learned back when we learned how to write a newspaper article in the sixth grade; we want to tell the 
story, the who, what, when, where and why of a situation.  And oftentimes, we also want to include, 
how often does something happen, or how severely is something happening, because that will help 
inform the problem as well.  But the who, what, when, where and why -- if we can answer those 
questions, we really probably can get to a precise problem statement. 
 
Here's an example of a precise problem statement.  There are more ODRs for disruption, that loud and 
rowdy behavior in the hallway.  And these are likely to occur after a morning class with a large number 
of students across grade levels, and the disruption is related to getting peer attention.  Okay, that's a 
precise problem statement; not because it's long, but because it answers the five W-H questions.  Who 
is doing it?  We have a large number of students.  What's happening are getting referrals for disruption.  
When?  After morning class.  Where?  In the hallway.  Why?  It looks like it's to gain peer attention.  
With these things, a team, the local team, can do things about this.  This isn't, "They're out of control," 
this isn't, "This is the worst third grade class we've ever had," this isn't, "Is it me, I'm getting older it 
seems like kids are worst behaved."  This is something we can do something about.  We can immediately 
say, "In the hallway?  After morning class?  I bet there are things in our system or our practices that we 
can attend to this.  We can have people in the hallway.  We can prompt, prior to the end of morning 
class, we can remind them, we can talk about the disruptions and how it's impacting."  We also want to 
notice this; it's a large number of students.  Anytime we use basically the number 10, any time we have 
a situation that's 10 or larger, we say it's a "systems issue."  So we have a large number of students 
across grade levels doing this, then we know it's a systems issue.  This is something we need to do 
system-wide.  If we're less than 10, we have three or four, or maybe even a single student, those are 
more individual problems.  It's not that they don't need addressing, we want to help support those 
students.  But if it's a larger number of students, then we have a systems -- this is when the whole team 
can work on it as opposed to, let's have somebody work specifically with that student or with that group 
of students to change a certain behavior.  So precision statements aren't because they're long, they're 
because they answer, in essence, these five questions.  So we could lose all the connectors here and still 
have this be our precision statement, these answers need a precision statement. 
 
When we look at disproportionate discipline, we also want to look at those same questions to 
understand what is the story on our disproportionate discipline.  What are the problem behaviors 
associated with that?  Where does there seem to be disproportionate discipline?  When is it happening, 
days and the time of day, days of the week, months of the year?  And why does it seem to be 
happening?  What's the perceived function and the problem behavior that continues to maintain this 
behavior in this context?  And we also want to ask, well, who is involved in issuing disproportionate 
discipline?  Now, we want to be very careful for that one, because as soon as we ask who is involved, the 
assumption is, well, that person must be blatantly racist; you must be really biased.  Mr. Jalma has a fifth 
grade -- he has a lot of Hispanic referrals; we're looking at that overabundance of referrals for the Latino 
population.  We want to look at the contextual clues of that situation, because there might be more 



information that we don't have.  So before we make any assumptions about, well, Mr. Jalma has all 
these referrals then Mr. Jalma must be a racist, let's look at the rest of the information.  We also noticed 
that he has Hispanic and Latino students all throughout the day, but it's only during fifth period that his 
referral activity is coming from.  We also know that his fifth period is a reading class, he has the 
struggling readers and the students are acting out, and he has been very consisting about holding kids 
accountable for their behavior, and their behavior seems to be related to task avoidance.  So we want to 
know the rest of the situation.  So it isn't that Mr. Jalma was a racist; he wasn't doing this [INAUDIBLE].  
We had a peak of activity happening in one place, fifth period, and related to a certain task avoidance.  
And so that may add context to that situation.  We also know that sometimes we get staff who don't 
know a student, so they may be giving referrals based on the fact they didn't know the student.  If it had 
been a student from my classroom, I may have taken him inside and talked to him and said -- and had 
the conversation with him.  But since I didn't know the student, I wrote a referral.  Or I might have been 
really tired or hungry, or I might be sick, and I might be responding.  So we really need to look at the 
contextual clues about why there is disproportionate action taking place, because that might be related 
to bias, and it might be explicit or implicit bias.  But we want to be really careful about making 
assumptions on who.  So we really want to look; is it consistent across all situations, or is it more 
pronounced in some places? 
 
This brings us to a consideration of bias and a view that we used to have; if we have racial bias, it 
probably leads to disproportionate discipline.  That makes kind of good sense.  We really look at a much 
better and more important view of this now, and Ken's going to talk a lot more about this, so I'm not 
going to go into this in detail right now.  But we recognize that really, even no matter what bias we have, 
explicit or implicit bias, there is a place out here where there's a situation that happens and somebody 
addresses that.  And at this time, there is a what we call a vulnerable decision point, a VDP, vulnerable 
decision point.  And that means it's vulnerable, the decision is vulnerable to the effects of implicit bias.  
Two types of things -- two elements that we'd want to consider.  The situation, or the external state; 
what is it around that situation that may make that vulnerable to the bias, or the person's decision state, 
their internal state, about what might affect that.  So we look at this, instead of that racial bias leads to 
disproportionate discipline, look at it as someplace out there there's a situation, we have a vulnerable 
decision point and it is vulnerable based on the situational context; all the things related to the situation 
that's happening.  And the person's contacts, all the person's implicit bias and all the things that their 
ability -- are they sick?  Are they tired?  Are they hungry?  Are there things that impact how they may 
respond differently at this vulnerable decision point that might be more susceptible to the impact of 
implicit bias? 
 
So moving beyond bias and back to our problem, so first things we want to do is assess schoolwide how 
well we're implementing -- in our problem analysis, how well are we implementing PBIS?  I'm going to 
jump back to PBIS Applications; in them one of them we talked about was PBIS assessment.  And in 
there, we have a variety of tools; we have some progress monitoring tools, like the team 
implementation checklist, the benchmarks of quality, which is an annual assessment, and the Tiered 
Fidelity Inventory, our newest tool, which can be used as an annual assessment, or you can use it as a 
progress monitoring tool, just working on focusing on the tier that that school is focused on.  The 
progress monitoring tool team implementation checklist is real easy to do; it takes less than 10 minutes 
for a team that's been doing it very many times.  And there's, like, 22 questions.  But it gives a lot of 
information about how well are we doing with our implementation?  And it gives us things that we can 
add to it, it informs our action plan with things we want to change.  A coach guiding this team 
implementation checklist, a coach guiding the team through this, we know that coaches' addition to any 
of these coach guides to the use of the benchmark of quality or the coach guides, the Tiered Fidelity 



Inventory, we know that the validity of these go up.  So we highly recommend that coaches are involved 
every time that we're doing an assessment to help the team.  These are somewhat subjective to the 
team's perception, and the coach adds some objectivity to that. 
 
We also have the schoolwide evaluation tool, where we have a separate team come in and assess the 
implementation fidelity of PBIS throughout the school.  And I know that some of your schools and some 
of you are used to administering the set.  So we used that because it adds objectivity to it, and it takes 
away some of the subjectivity of self-assessment.  And then we also have the self-assessment survey; a 
survey that we give to as many staff members as possible to get an assessment of -- and we usually do 
this on an annual basis.  What's the staff's perception of how well we're implementing PBIS throughout 
the school?  So we have the team's perception, both progress monitoring and annual assessment, and 
the tier fidelity, the TFI, where we can focus on both the annual or using for progress monitoring.  We 
have the outsider's view, the more objective set evaluation, and then the staff's evaluation.  So we get a 
good, broad scope of how well are we implementing PBIS in this situation. 
 
We also want to look at our achievement gap, our students meeting the needs, and are we meeting 
their needs, at their learning level?  How do they compare to where we want them to be, and do we 
have the right and the most effective learning instruction going on for them at the level in which they 
learn? 
 
So we look at this, and we get to these valuable decision points, and we want to tear this down.  So we 
identified a group that we want to talk about, and then we want to know those five questions about it.  
So imagine that we're talking about an identified subgroup, and let's say we're talking about the Latino 
group.  We also want to know about the location of where the problems are happening for that group, 
or the time of day they're happening, or what's the problem behavior.  And we eventually want to know 
the why.  When we get to the bottom, we go, why is it happening?  What's maintaining?  What's the 
function of that behavior?  Because that can lead us to an assessment [INAUDIBLE] African American 
students. 
 
So we get to a precise problem statement; our African American students are more likely to receive 
ODRs in the classroom for inappropriate language and dress code violation right before lunch, and it 
seems related to peer attention.  With this kind of a precise problem statement, the team has 
something that they can work at.  So when we get to these vulnerable decision points, we want to 
narrow that information down to where we can get to a precise problem statement that everybody can 
work on together. 
 
Kent wants to insert something here. 
 
>> I just want to add, I think it's really important, the language that Bert used, "African American 
students are more likely to receive ODRs," which is really different than saying, "African American 
students are being more disruptive."  And it's really that interaction between seeing students' behavior 
and interpreting it as disruptive, as disrespectful, as whatever, that's really one of the key places we 
want to step in.  So Bert's got it all right there. 
 
>> Oh, good.  It's always nice to know that I said the right thing.  I'm not nearly as glib as Kelsey nor Ken, 
and we always wonder when you said something, how did that come across?  You started talking, I 
appreciate that emphasis, and I'll try to be aware of that as well. 
 



Let's look at another situation again.  This time, let's look at our Hispanic or our Latino group, and look at 
the location where things are happening, the time of day, the problem behavior we want to talk about, 
and the motivation for that.  And we get to -- we have Latino students in the seventh grade that are 
more likely to receive referrals from the classroom cafeteria and comments for inappropriate language 
and physical aggression.  And it seems to be related to task avoidance, or getting adults' attention.  
These are things, when we analyze the problem, when we get the problem narrowed down, we get it 
down to something that we can actually work on and attend to.  Then we can create plans around what 
we're going to do.  Our third grade Native American students are more likely to receive ODRs on the 
playground for physical aggression during morning recess, seeking peer attention. 
 
So in order to get to this level, think about it; we've got all these referrals that we've written our last 
year, and we want to get to this kind of level -- if you've got a robust system, it can do this for you.  And 
SWIS does this automatically, and that's why we built it to do this and chased this information down.  
Not having that would mean, okay, we've got a lot of material we go through, we've got all this referral 
data, we need to look at the students who are getting referrals.  We need to also look at the time, the 
location.  But we can pare this down and we can look at, okay, let's look at the students for our Native 
American third grade students, and let's look at the referrals there.  And we can do this, we can still pare 
this down, even if you don't have the efficiency and the effectiveness of something like SWIS to do that 
for you.  SWIS automatically gives us this three-pronged view of the composition reports, the students 
with referrals and the total number of referrals, and the risk index, which we can use to create the risk 
ratio.  And we also offer for you the ability to use the drill-down tool, and I'm going to explain that in a 
second.  You can get to this, and some of you have those and can play around at the same time with this 
if you want to, I'm going to move us through this, and I'm not going to do this.  I have some static slides 
based on our timeframe, here. 
 
But if you go to the pbisapps.org website, and right up to the very top small print, right up here, it says 
App Demos, you click on that and up will pop a thing, and then you click on SWIS.  I'm going to look at 
the SWIS demo.  And when it comes up -- Tina, I'm going to get to that question in just a second -- I just 
lost the question, but I'll get to it.  When it comes up, then we have the ability to open it up and look at 
the drill-down tool, and I'll explain that in a second.  Let's just briefly address the question.  What was 
the question?  For a district that's 98 percent, [INAUDIBLE] compared to state and national norms, that's 
a great question.  When you're 98 percent of one minority, instead of comparing to -- we can go back to 
that.  What do we want to do?  We can either look at the national norms or we can look at our historical 
thing, or we can use logical criteria there, the 1.25, that range of .80 to 1.25.  But yes, you can pull those 
national norms up.  We don't publish -- we shared with you what the national norm was for the African 
American group at 1.8 for [INAUDIBLE] level.  We don't -- I can't think of where we routinely publish 
those and make those available for everybody.  I imagine that's available somewhere on the federal web 
-- a federal website somewhere.  But Ken's shaking his head, he said, "I'll bet you not!"  We can look at 
our SWIS data, that might not be a bad thing to consider, a bit of a feature request there. 
 
Kent wants to say something. 
 
>> Yeah, you know, we run into this all the time.  And I think the two parts of that that I think are 
important is, number one, just reducing referrals overall for all of your students is going to be a very 
important goal for this group.  Then when you can identify what would be considered disproportionate, 
you could just look at your SWIS average referrals.  And if you drop it down to below one referral per 
day per 100 students, then that would be showing that you're doing well with that group, which is your 
whole population in the school. 



 
>> Yeah, so you can compare it to what you have now.  You can compare it to what you have done in the 
past.  It might be hard to find a national norm for that group, other than the one that we just published 
for the African American group. 
 
I mentioned the drill-down tool.  Here is a drill-down tool where we can use this, I'm just going to use 
the static slide.  So we were looking at this, our black population.  So we went over here to 
Demographics, we went to race and ethnicity.  I double-clicked on the black population.  I hit Generate, 
and so I had all the referrals from the 14-15 year for that population group.  Then I went over here and I 
clicked on graph type, and I saw all the graph types, and well, I clicked on Grade.  And I saw that, ooh, 
there's a disproportionate share at the eighth grade.  So I went back to Demographics, I went to Grade, I 
added the eighth grade to that.  Then I went over here and I looked at some things; problem behavior.  
And I thought, well, what about time?  So I looked at the time of day, and there was a real bubble before 
9:00.  And so then I brought before 9:00 in here, and then I created it again.  I said, well, what types of 
behavior do I see there?  And it was predominantly defiance insubordination and minor defiance 
insubordination.  So I added defiance insubordination, clicked at it one more time, went over here to 
Perceived Motivation, and I can see it clearly was about avoiding tasks.  From here, I can write a precise 
problem statement right off the bat.  Plus, we have the table of all the people that were involved in 
getting those referrals.  So I can write, "We have eighth grade African American students before 9:00 
that are getting a lot of referrals for defiance and insubordination related to task avoidance."  And with 
that, I have something I can work on. 
 
Here's one where we do the same thing, we create approved problem statement for our Hispanic 
population by going through the same thing.  We bring the Hispanic group over, then we start looking at 
where will we have them?  We got the location, we can see it's predominant out of the classroom.  Also 
remember that 85 percent of our activity is spent in the classroom, so we might have this always be a 
little bit higher. So we may want to look at -- notice we have the common areas, the cafeteria and the 
gym and the playground.  These are all what we would call unstructured or less supervised areas.  We 
might want to add all those locations in there and look at what type of behaviors we're having with that 
population.  In doing so, we came out with this kind of thing.  We did the drill-down, and so we said in 
our third grade, in the afternoon, we had some disruption and inappropriate language and defiance, and 
it seemed in most settings, and it looked like it was avoiding tasks.  We did that all the way through, and 
we created for third, fourth and seventh grade precise problem statements that the team could focus 
on, have a group of people work on.  And let me go back there -- and we turned those into precise 
problem statements.  Well, we're all working on the same information, having the same kind of 
assumptions in front of us. 
 
Well, back to Rainie Middle School, Rainie did this.  They did the tier fidelity, they did a schoolwide 
evaluation.  They said, you can see, that they're at tier one when they did the full battery assessment.  
Tier one, they're almost all fully in place, and tier three, they're doing fairly strong.  And tier two, they're 
meeting the benchmark, they're right at 80 percent.  But what they noticed was, they really had some 
places that they weren't perfect, they were a little bit short in all the areas.  And they started looking 
into that.  They really determined that they had partial implementation, and they really wanted to focus 
on improving office versus staff managed systems.  And they wanted to also address their consequence 
and reward systems.  So they assessed their PBIS.  And they also looked at their achievement, and they 
recognized that in sixth grade reading, especially at Rainie, they had both their African American and 
their Latino students were significantly less likely to meet the state benchmark than their white 
population and Asian population.  So they said, we need you to probably address this, too. 



 
So remember, they calculated their risk indices and risk ratio initially, that they were 3.2 times as likely 
to receive a referral.  They used the SWIS drill-down tool; they developed some precise problem 
statements around this.  And they came up with something for each of the three grade levels; they said 
we have a large number, remember it's above 10, of sixth grade boys who were disruptive in the 
classroom during first and second period to avoid tasks.  Remember sixth grade boys, and remember on 
that previous slide, we saw that sixth grade was a place where we had a high likelihood of not meeting 
the reading standard.  And this just happens to be their reading class. 
 
During the last month, we had 13 seventh grade girls who were disruptive in the hallway after morning 
break to gain peer attention.  I'll bet you that every school can look at that statement and say, "Oh, I 
know what we're going to do about that, right after morning break, we're going to be in the hallway, 
we're going to talk to those seventh grade girls about what that's like for everybody else when they're 
being disruptive.  And this is about gaining peer attention -- how do we help them get peer attention 
without being this disruptive, and ruining or causing problems for everybody?  So it will be by next 
month, I'll bet we see a big change in this.  So this is a precise problem statement, makes it real easy for 
us to address and look at it and work on it.  After lunch, 25 eighth graders have been late to class, 
disruptive in the hallway to gain peer attention and avoid tasks.  Again -- significantly, it's precise, so we 
have something we can significantly attend to and work on. 
 
So we've identified the problem, we've analyzed the problem.  Now we need to create what we're going 
to do about that; we need to create a plan and implement that plan.  What should we do?  And we want 
to use the information that we saw back in step two, right here, why is it happening, that information 
that we just got, to put into that plan about what we're going to do?  I started describing for you what 
we might do with these seventh grade girls.  So we want to make sure that we can select from a variety 
of strategies.  I want you to remember that the book that we put in -- on the school, on pbis.org on 
School, under Equity and PBIS, there are a number of booklets that we are addressing around things that 
we can do based on the first thing that I showed you, the things that we can do to address 
disproportionality.  And one of those is the data guide, and another one is on policy, and we'll have 
other ones on effective instruction and culturally responsive, and how to address neutralizing vulnerable 
decision points. 
 
So for all issues we want to make sure we calculate and share out disproportionality on a regular basis.  
If we have inadequate PBIS implementation, we don't address core features and implementation in the 
things that we are going to improve that, so we have a better understanding.  If we recognize that we 
have some misunderstandings between certain subgroups, we might want to look at, and talk with, our 
students and our families about the expectations that we have for you, vastly different at school than 
they are in the vicinity.  It might be about creating culturally responsive expectations so that we 
recognize that -- or, we're working with students to help them understand.  That's an okay behavior 
there; this is the expected behavior in school.  This is about code switching, and Ken's going to talk more 
about that this afternoon. 
 
We might want to look at our academic achievement gap and implement effective academic instruction 
there, or if we have disproportionality across all of our settings, that probably is indicative of some 
explicit bias.  That doesn't happen frequently, but it does happen occasionally.  Either one person in all 
settings, or a group of people in all settings, or a school, much less likely a school, but has some 
indicators of explicit bias.  In those cases, we want to make sure that we enact strong anti-discrimination 
policies that include accountability for everybody's behavior. 



 
And if we have disproportionality in specific settings, which might indicate implicit bias, we want to 
attend to those by neutralizing those vulnerable decision points, and Ken's going to talk to you today 
later on about, how do we attend to -- when we see that and we recognize this might be a VDP or this 
might be a situation where I just need to take some time and think this through, some skills and 
strategies to help neutralize the impact of implicit bias on our vulnerable decision points. 
 
So what Rainie did was, they came up with an action plan.  They made plans on what they were going to 
do.  Every action plan needs to have who is going to what, by when.  And if you did anything else on this 
to improve this, it would be, and how did we do on meeting that goal?  So who's going to do what, by 
when, and how did we do on that?  So that when we get back to this meeting, we can say we knew that 
Diane and Thomas were to take care of this task, and they were supposed to have it down within a 
week.  Did we get that done?  Doing that increases the likelihood that the action plan comes to fruition.  
Then we can determine, is the intervention and the action plan that we're going having an impact?  We 
can't assess the impact on something if we didn't actually do it; so first we need to actually implement it 
with fidelity.  So who does what, by when, and did we actually achieve that goal? 
 
Jumped too fast -- so what should be done?  We create an action plan, and the next step is, is the plan 
working?  We need to do plan evaluation and remember, I mentioned there's two parts to this.  First we 
want to know, is this plan working?  We just created an action plan, and that goal that we had at the 
end, did we accomplish that task?  Is the plan evaluation -- did we implement that?  Did we complete 
that task, and how is that working for us?  And the other part is, let's compare some of these data -- 
okay, we've done all this thing, we've looked at the problem, we made a plan.  We did that plan, we 
implemented it with fidelity -- what's the impact on the original problem?  So as we go along here, first 
we want to assess the fidelity of implementation.  And we want to regularly calculate against the metrics 
of step one, that we talked about earlier.  And we want to compare those to the chosen goals we set up; 
how are we getting any closer?  And recognize this:  Disproportionality and metrics don't change quickly.  
Sometimes they're not sensitive to rapid change.  So consider monthly assessment for looking right 
away at did we do the action plan, but maybe quarterly assessment for going back and looking at our 
disproportionality, looking at the risk index there, the composition metrics, to determine, are we making 
any increase there?  Because those risk ratios won't change as rapidly as, did we complete the plan, and 
is the plan having an impact?  And be careful again about using risk indices, risk index and risk indices to 
make our assumption about it, because remember, they're going to increase throughout the year.  
Everybody starts at zero, and those up as we go throughout the year. 
 
So plan four, we identify -- first of all, we want to identify how often we're going to evaluate the 
disproportionality data.  Then we want to assess the progress and fidelity of the plan that we created, 
and we want to compare the metrics that we originally set up in step one, and compared those to the 
goals that we determined in step one.  And then we want to make sure that we're sharing this with the 
rest of the staff, with the students, with our community, with our relative stakeholders so that they can 
see -- we know that we have this issue, we're attending to the issue, and this is the progress we're 
making on it. 
 
And then we get to Rainie Middle School.  Rainie Middle School started out, they were at 3.2 times as 
likely to get an ODR, compared to their white counterparts.  And their first assessment later on in 
January, they decided they were going to do quarterly assessments, their first assessment had actually 
gone up, the risk ratio had gone up.  But by March, it had started to come down, and by June it was 
significantly down.  They had set the goal that they wanted to reach, the 1.25, the four-fifths rule, the 



disparate impact rule.  That was their goal; they recognize now, we made great progress.  We didn't 
make the progress that we wanted.  So we need to revise our action plan, and we're going to continue 
this evaluation cycle.  They also realize that their sixth grade team may need a refresher on the 
difference between office versus staff managed behaviors.  So they have some things that informs this 
continuous problem-solving model, and it comes back, and then they can say, what impact do we have?  
We still have a problem, let's look at that problem and continue this process next year. 
 
And then we get to my last slide, where we get to say, wow -- let me look at my time slot and see where 
we did for -- oh, look at that, we did just right.  Tina, do we have any questions, and don't you dare not 
raise your hand, because you're thinking if we don't raise our hands, we get to go to lunch quicker.  This 
is your opportunity.  Share that with me.  And we'll stick around for all of you, and I guarantee you we'll 
let you out on time for lunch.  But Tina, do we have any questions that came up? 
 
>> Any questions?  Becky has a question.  Can you hear me, Bert? 
 
>> Yes, I can. 
 
>> What impact or considerations for schools with high transient population on data proportions? 
 
>> The more transient population is what you're going to notice, and we monitor that with SWIS.  We 
tend to lead, even if the population comes in and out, we look at the population group.  We usually set 
those standards, or those groups' sizes set on a standard time.  In Oregon, we use the September 30th 
data for our population groups.  So even as a group comes and goes, and subgroups come and go, unless 
there's a significant change in the size and the proportion of that group, we're still going to have a 
relatively normal group.  So say we had, of the 800 students, if you remember that early on, we had 800 
students, 200 of those were African American students.  Even though we have a highly transient, we 
might have 50 of those leave, we'd probably, if we're transient, we'd probably have 50 other ones come 
back in.  And so we continue just to gather the data, and we use that same data to inform it.  If we have 
a highly transient population, though, we might want to put in place the system where we're addressing, 
how do we attend to the needs of students as they come in?  How are we making sure that every 
student knows the expectations within our school, instead of waiting until they break the expectations 
that occur within the school.  Hope that helps.  Any ideas, Ken?  Anything else? 
 
>> That was great. 
 
>> Obviously from an intervention side, the more you have new students, the more you want to focus 
on re-teaching and booster sessions that end up being new expectation sessions for students.   
 
>>  At my school, we did have a transient population.  Not high transient, but we had a transient 
population.  So we set up a situation where we had a group of students, much like your mediators, but 
this group of students were selected by their classmates as people who really represented us.  And each 
classroom, each homeroom had a representative; any new student that was assigned to that student 
would go with that new student.  And they would tour the school, they would talk about the different 
expectations, and they would actually view a video of us teaching the expectations, so we can't expect 
everybody to go through the whole process again and re-teaching that.  But each one of these students 
would partner with one of those students coming in, would show them the tricks of the trade, and what 
to do and not do throughout the school.  And there was another way to get that same information to all 
our students, even the new students. 



 
Other questions? 
 
>> One last question.  Are there statewide or national normal for schools that are configured as an 8-12 
grade span? 
 
>> I would suggest there probably are not.  If you had an 8-12 school, I would guess that knowing 8th 
graders as I do, or you could make a case for just -- you could make a discrepancy -- difference between 
8th and 9th grade right away, I can tell you that.  No, I don't think there probably are.  When we build 
PBIS now and in the future, we hope to build a filtering system where we can determine that by the 
grades we want to talk about.  Then you could look at, give me all the 8 through the 12.  And when we 
come out with that, then I could answer that question readily and say, yeah, I can tell you what the state 
norm is for an 8 through 12 -- all the 8th grade through 12th grade students in your state.  But currently, 
we don't have that ability to do it by 8-12. 
 
>> And I don't think it would be that different from high school. 
 
>> Yeah, I think it would be very similar to the norms that you would see in a 9 through 12.  What I 
started to say, and then I thought 8th grade and 9th grade, we know that 9th graders usually are 
[INAUDIBLE] here. 
 
Well, I'm glad to stick around if anybody does have questions, I'll stick around and stay online.  And you 
can get those questions to me.  I know we're going to be close to your lunchtime.  So I'll let you do the 
dismissal.  Thank you all for the opportunity to present here for you today.  I hope it was informational, 
looking at a process model.  You have the data guide book with you that will go through that same 
process with you.  You'll see that some of the samples and some, some are the same and some are a 
little bit different.  But Tina, thank you and we'll both see you again a little later on after lunch.  And I'll 
let you do the dismissal, and then I'll stick around in case you have some people that you want to talk to 
me, or if there's something you want to be brief with us. 
 
>> Okay, thank you, Bert, everybody.  [APPLAUSE]  So Bert and Ken, we are going to keep you, just go to 
meeting live.  So we're going to stop recording now, and then pick back up.  Everybody please come 
back and 1:15, but before you leave, on your chairs, or your desks or your tables, whatever you're sitting 
at, there are these complete one-form per session suggestion; it's that time of the year when we need 
you to just go through all of the different schools that you support, whether they have been recognized 
in the past or not, but they're just doing something really cool, because the implementer's form is May 
5th and 6th.  We need your recommendations as a statewide team; we're meeting on October 2nd, we 
will be reviewing these forms to put together our agenda.  This does not mean that your schools are 
going to be presenting, it means we're going to be reviewing what you suggested.  So really, take time 
over lunch, but you can send it to me later too, think about all of your schools -- you don't have any on 
your desk?  They're around here.  I want to put a few on each table.  We will get it electronic, but I 
would like some people to do it today as well over -- got it.  I would like you, if you can, take time today 
over lunch, think about your schools.  What would be a cool thing that they could present?  You will 
have it electronically as well, for other ones, but it's a quick turnaround.  And so it's just ideas.  See you 
all back here at 1:15. 
 
>> And again, if there are any questions, or anybody that wants to ask us a specific question, feel free to 
visit with Tina right now, and we can visit about those. 



 
[BREAK IN AUDIO] 
 
>> -- and data.  So that is exactly what we did for this first part.  And now the idea is, you've got this 
data, you know there's a problem, perhaps.  How do we approach it to eliminate some of the issues that 
are out there?  So it's my pleasure now to introduce Kent McIntosh, who is from University of Oregon.  
And he is one of the lead researchers in this area, and this is -- would you say, Kent, this is your special 
topic? 
 
>>  Sure! 
 
>> I always say if I was on the spectrum, which I probably am looking at it from some distance, 
schoolwide is my special topic.  And I kind of feel like this is your special topic.  All right, I'm not going to 
take any more time, I'm going to turn this over to you, Kent. 
 
>> Great, thank you!  I appreciate it, and I'm sorry that you're all wet or hungry right now, or wet and 
hungry.  But I'm going to continue through and try to do as well as I can, continuing from Bert's good 
guidance. 
 
I do have an apology.  This is going to be a penguin-free presentation... No, I'm kidding.  Here's a 
penguin for you. 
 
>> Oh, I love it!  I was going to use it! 
 
>> No, I took it already.  Okay, anyhow, what I really want to do is acknowledge that what I'm 
presenting, what Bert presented this morning, actually comes from not just the two of us, but a large 
workgroup from the National Center on PBIS.  You can see them up on the screen.  You can actually, if 
you look closely, you can find Dr. Rhonda Nese in the corner over there, as well.  And so even though I'm 
presenting, this really is the culmination of a lot of other people's ideas. 
 
So what I want to do is, talk about something called "implicit bias," which many of you are probably 
familiar with, talk about interventions.  I want to guide you through this worksheet, although we're not 
going to be completing the worksheet while I present; you're going to have that available.  I'm going to 
walk you through how you would walk school teams through the worksheet, and especially focusing on 
strategies to use this. 
 
So the first thing I'm going to do, I'm just going to click myself off, so that you can see yourself very well.  
What I want to do is for you all to take a look at these two squares that you see in front of you.  And I'm 
going to ask you this question, and I'm going to need your help.  Raise your hand if you think that those 
two squares are the same color.  Okay, it's about 78 percent of you out there who say -- okay, what I 
want you to do now is, and I might remind you of that dress -- why is that not clicking forward now -- 
that dress, remember the blue and gold and the black and white, and whatever?  What I want you to do 
is, take your thumb, you can take your left thumb and stick it up and cover the arrow there, and the spot 
in between those two squares.  So I'm going to show you on my cursor here.  This is what I want you to 
cover up with your thumb.  Take it, look at the screen and see what happens to it.  And with any luck, 
now you're all seeing that those are actually the same color, strangely enough.  And the reason why we 
think that they're different colors has to do with context.  So our eyes are always looking around for us 



to see different patterns that we view to try to make sense of our world, and this is one of those little 
shortcuts that our brain takes to make quick decisions. 
 
What I'm going to do is move us -- 
 
>> Just so you know, Kent, they're still trying to do the test. 
 
>> They're still doing it?  Okay. 
 
>> They're stunned by the result, aren't they? 
 
>> Your thumb has to be dry to do it!  [LAUGHTER] 
 
>> Okay. 
 
>> Okay. 
 
>> If not, it should work.  It looks perfectly -- Bert, are those the same color? 
 
>> Yeah. 
 
>> Okay, Rhonda?  Are they the same color? 
 
>> Yes.  Same color. 
 
>> Okay, so yes, they're the same color.  I don't know what it looks like on your projector. 
 
>> It's all good. 
 
>> What we're going to do is, we're going to move forward here with the presentation here, and do 
another little test of what are called "automatic associations."  And this is a test called the "Implicit 
Association Test."  And it actually has a ton of different versions; it was developed by researchers at 
Harvard and the University of Washington.  And what it does is, it connects our automatic associations 
between a whole range of different things and attitudes.  And what I'm going to do is, we're going to go 
through a mockup of this.  And we're going to do one called the "Gender-Career IAT."  You can actually 
take as many of these as you want; if you click on that website, you can find it.  But I think the website is 
down for the next hour and 15 minutes, so you have to do that after this presentation.  Or maybe after 
the end of the day if Tina has more stuff for you. 
 
So what this does is, it tests the strength of our automatic association of men with careers, meaning 
work outside the home, and women more with Family.  So what I'm going to do is, I'm going to ask you 
all, we're going to do this together.  And what I need you to do is, I need you to have your knees free, 
okay?  So you've got to get everything off of your knees, you've got to have your hands free.  I know this 
is challenging.  And then what I'm going to ask you to do is, what you can see here is -- and I'm going to 
walk you through practice, so you're going to have plenty of chances to do it.  I'm doing it too, 
everybody in here is doing it.  What you've got here on the left side of this screen, you've got Female 
and Family, and on the right side of the screen, you've got Male and Career.  And so what I want you to 
do is, we're going to flash some words up on the screen, you can see that one says "Jeffrey" right there.  



Jeffrey is a male name.  And we're not going to have anything that's that ambiguous, so you would slap 
your right knee for Jeffrey. 
 
Okay, so Julia, female name, so you're going to slap your left knee for that one.  Corporation -- Career, 
right knee.  Wedding -- Family, left knee.  All right.  Jeffrey -- now, this is doing the same ones on your 
own, okay?  I hear some slapping, that's good.  Julia.  Corporation.  Wedding.  Okay.  You got it here? 
 
So here's what I'm going to do.  You're going to see a different word show up every second.  And all I 
want you to do is slap your knees and keep up with it.  Ready?  And go.  [SLAPPING NOISES HEARD] 
 
All right, got it?  Hopefully you all got the hang of it toward the end; most of you probably kept up with 
that.  All right.  What I want you to do now is, we're going to do the exact same thing with some of the 
exact same words.  But all we're going to do is just switch it up a little bit.  So you're going to still do the 
same thing, but all I've done is, I've switched Career to the left side and Family to the right side.  And 
that's it.  Okay.  So we're going to go through some practice ones again, so you get a sense of this.  Okay, 
ready?  So Ben?  Right, male, Family -- so that's right.  Emily, female -- left.  Children?  Okay, that's 
Family -- right.  Salary -- left.  Okay.  Ben, yeah -- right.  Emily -- left.  Children -- right, salary -- left. 
 
Okay.  Are you ready?  All right, just try to keep up.  [SLAPPING NOISES HEARD]  Okay.  How did that 
feel?  So what I want you to do, and this is going to be really dangerous -- I am going to ask you to turn 
to the person next to you and talk for three minutes, and I'm going to just start talking again after three 
minutes, what did you notice about the activity?  And how might that relate to your actual actions in the 
real world, as opposed to your needs?  Okay, so three minutes, and go. 
 
If you haven't let the other person talk, go ahead and switch it up and make sure everybody's able to 
chat, and we'll come back in a minute and a half. 
 
Fifteen seconds.  Okay.  So winding up those conversations, coming back to the group -- thank you very 
much.  I know that it is the afternoon for you, and you're all full with food.  We're not going to do any 
kind of sharing back out, but I want you just to think about what happens when we have to make the 
split-second reactions, and what sort of things we see for us out there. 
 
Okay, so what we're talking about is something called "implicit bias."  And implicit bias is kind of an 
interesting thing; some of you may have heard about it, there's a lot about it in the news lately.  But 
implicit bias is a little different from what we commonly think about as bias, when we think about what 
sometimes is called "overt" or "explicit bias."  Implicit bias works a little bit differently.  Number one, it's 
unconscious, or automatic.  It happens regardless of whether we're consciously thinking about it, it is 
just there, and it just happens.  Something a little bit like that IET that you just completed.  It's based on 
stereotypes that either we hold, or that we learn over time from all sorts of places; family, media, 
everything.  We all have some levels of implicit bias, even those who are affected by it.  It's generally not 
related to levels of explicit bias, or our beliefs and values.  So sometimes what people think of as implicit 
bias is present whether or not we have the strong feelings of being egalitarian, particularly in schools.  
And it's more likely to influence specific decisions; snap decisions -- the ones that we've got to make 
really, really quickly and don't have a lot of time to think about, and also decisions where there's some 
ambiguity, where it's a little bit difficult to tell the clear-cut way to go on that.  And that's important as 
we sort of move forward and think about this.  And we're going to talk a little bit more broadly about 
implicit bias, so you get a little bit of a sense of this.  There have been some interesting research studies; 
here's one on attractiveness where researchers took head shots of real estate agents and then asked 



people in totally different cities, who had never been in those cities, to say, why don't you rate these 
people on a scale of 1 to 10 based on their attractiveness, and found a really strong correlation between 
the rated attractiveness of the real estate agent with how much they sold houses for.  Kind of 
interesting, huh? 
 
Here's another one, height.  Even when you correct for age and gender, an inch of height is worth 
almost a thousand dollars a year in salary.  Here's some other things; I don't know if any of you are 
college basketball fans out there, but this is a statistic called "foul differential."  And this is the list of 
teams in the Atlantic Coast conference.  And for those of you who don't know anything about basketball 
whatsoever, I will give you a very small tutorial.  There's one team who's trying to get the ball in one net, 
and then there's another team that's trying to get the ball in another net.  And sometimes people bump 
into each other, and that's either going to be a "foul on the defense," or a "foul on the offense," the 
person trying to put the ball in the basket.  And forgive me if you know a little bit more about basketball 
than I'm describing right here, but basically there's this judgment call.  And a foul differential is a specific 
statistic, and we talked about statistics right before lunch.  Foul differential is essentially how often a 
foul gets called in your favor, versus how often it gets called against you. 
 
So a positive foul differential, like Boston College at the home means that over the course of a season, 
they had three more fouls called in their favor than against them.  And what this foul differential has is, 
it's got two different columns; one is home games and one is away games.  And something that's really 
interesting that you see, if you look at these patterns, what I've got circled in red here, for those of you 
who know basketball a little bit more, is the foul differential for the two teams that are in the loudest 
arenas in the ACC, Duke and North Carolina, so Duke's got a home game differential of 12 and an away 
game differential of minus 27.  Okay, North Carolina -- it's 24 at home, and minus 24 away.  Now, let's 
contrast that with the two quietest arenas in the ACC.  Those ones are Florida State and Miami.  Florida 
State 4 and 14, so it's in the opposite direction.  Miami is negative 11 at home, and 6 away.  So now, put 
yourself in the situation of being that referee, and you've got to make a split-second, ambiguous 
decision about a basketball player; whose foul was it?  Now, think about if you're in one of these really 
loud arenas, you are going to have either 20,000 people booing for you, or 20,000 people cheering for 
you, based on that decision, and these data seem to indicate that that plays into a little bit into that 
specific decision that referees make. 
 
Now, moving a little bit closer to education, this is an interesting study on implicit bias and gender, and 
especially implicit math bias in terms of male-female splits in math skills.  So there were subjects, and 
these were actually business school students, who were split into groups of four, and they were split 
into they were either going to be employers or job candidates.  And what they did is, they asked them 
before they showed up, the first thing that they did is, they did a timed math probe.  So those of you 
who are familiar with curriculum-based measurement, all this was was a four-minute test of adding sets 
of two-digit numbers together, adding sets of four two-digit numbers together.  And the reason why 
they picked that number, why that specific test, is that over time, just men and women don't do any 
differently on that particular test.  There are no gender differences at all.  And in fact, in this study, there 
are no gender differences.  And what they did is, they said, okay, half of you are going to be employers 
and half of you are going to be job candidates.  And the employers got paid real money, like up to 50 or 
$60 if they picked a job candidate who did better, one of two.  So they got these two people in front of 
them, and all it's going to be is how well they do on a four-minute timed math of adding sets of two-digit 
numbers together, so the exact same thing that they did again.  And they got a few different things to 
help make that decision.  So one is, they just got to see the person.  And they could just say, okay, which 
one of them do you want to hire?  Then the middle one, which I'm not going to describe, is the 



employee or the job candidate got to say how well they did on the test, on the pretest.  And then the 
last one, which was actual pretest, was that the employers actually saw the scores that the job 
candidates had on the very same test that they were hiring them to do.  Okay? 
 
So I'm going to show you some charts up here.  So some of you might freak out a little bit.  That's okay.  
If you're a math-phobe, I will walk you straight through this.  So all of these are probabilities here.  And 
what you see here on the left side is the probability of picking a candidate who is a female, under any 
conditions.  And no matter what, employers were less likely to pick women for the job, even though 
there were no differences.  And that was true even when they saw that green by their pretest 
performance, right over here.  This is the odds that they picked the wrong person; they picked the 
person who actually did worse.  So you can see that even when they had the pretest performance, they 
picked one in five; they picked the wrong person.  And what's interesting is, when they picked the wrong 
person, here is the likelihood that they actually picked a guy as opposed to a woman.  Really, really high.  
And one thing that was really interesting across this is, these patterns were true whether men were the 
employers or women were the employers; men who were good at math, women who were good at 
math; women who were bad at math, men who were bad at math -- everybody had at least a little bit of 
implicit gender bias in assuming how well somebody would do on this math test.  So interesting stuff. 
 
So how does that relate to equity?  And you notice I haven't talked about race quite yet, so I like to give 
people -- this is sort of an aside for you coaches, facilitators -- I like to ease people into the idea of 
implicit bias, and talk about lots of other ones, and sometimes examples that are a little bit funny, or 
just sort of in non-educational eyes, before we start talking about some of the more challenging ones, 
because that way, people have the opportunity to sort of learn about it without kind of getting their 
hackles up, or starting to get defensive.  And when I do, I'd really like to start with this quote from 
Nicholas Kristof from the New York Times.  "The challenge is not a small number of twisted white 
supremacists, but something infinitely more subtle and complex:  People who believe in equality, but 
who act in ways that perpetuate bias and inequality."  Right?  So the idea is not that we see bias because 
of all of these explicit racists out there, it's because all of us have this level of implicit bias that we're not 
necessarily aware of; people who believe in equality, but who act in ways that perpetuate bias and 
inequality.  You know, I can't think of any teacher in the world who wakes up in the morning and says, 
"Hey, you know what?  I'm going to send all my black students to the principal's office today."  And yet, 
that's a pattern that we see across the country, every day. 
 
There's a great book that's been written about it called Blind Spot.  I have not read it, but I heard a five-
minute interview with the authors on NPR, so I feel like I know it.  And what I really like about -- I did 
order it, so I'm going to read it soon.  What I like about it is, the full title of it is Hidden Biases of Good 
People.  And I think that's what we're really talking about in terms of implicit bias, and especially in 
education. 
 
So I'm going to show you some pictures of evidence of implicit bias.  What you can see here is, this 
comes from the FBI.  These are arrest rates for marijuana possession by race for a 10-year period.  Bert 
might look at me and say, "That's actually an 11-year period," but we'll see.  I still haven't done my math 
yet. 
 
>> It's 10. 
 
>> Oh, it's 10.  There we go.  So what you can see here is, this is in red, is the white arrest rate, and in 
black is the black arrest rate.  Okay, does anybody see a patter there?  All right, so what I'm going to 



show with you is, by the same year, from the CDC, here's marijuana use among 18-25-year-olds by race.  
So why, if we see this pattern here, do we not see the same patter over here?  And that has a little 
something to do, we think, with implicit bias.  And let me give you another little example.  If anybody 
remembers the Department of Justice Report on the Ferguson Police Department, one of the most 
telling findings was this one right here, and I'm going to quote from that report.  And this controlling for 
the reason for a vehicle stop.  "African Africans were more than twice as likely to be searched during a 
vehicular stop, but 26 percent less likely to have contraband found on them during a search."  So if you 
are following along with the home game and you were paying attention this morning when Bert was 
talking, you would realize this 2.07 is actually a risk ratio, right?  That's the rate of African American 
stops divided by the rate of white stops.  And that's when we get that 2.07, which is much higher than 
the 1.25, which is the evidence of disparate impact that he was talking about earlier.  And it helps, you 
know, get us to see why there would be those patterns there. 
 
There's lots of research looking at that idea of implicit bias, and when people take that implicit bias test, 
which you might say, oh, I don't know, it's kind of like I just got used to a certain pattern, or slapping my 
knees, it doesn't make a difference -- those little tests actually have real-world differences that they 
predict.  The extent to which police officers use force when arresting black children as opposed to white 
children.  The extent to which arbitrators decide labor grievances in favor of men over women, the 
extent to which pediatricians recommend less pain medication for black children than white children 
with the same symptoms -- that's one study, but there are actually multiple studies showing that specific 
outcome. 
 
All right, so where does all of this implicit bias come from?  I'm going to argue that a lot of it -- some of it 
might come from, you know, where we grew up, or what our family belief is, or what we see in the 
world, but a lot of it also just comes every day from what we get barraged with in the media.  So I'm 
going to give you a couple of examples of this. 
 
I'm going to show you pictures that were posted on the same day during Hurricane Katrina, we're at the 
10th anniversary of Hurricane Katrina now.  Remember, posted on the same day, this is a young man 
who walks through chest-deep flood water after looting a grocery store in New Orleans on Tuesday, 
blah blah blah blah blah.  Okay, same day posted this one.  Two residents wade through chest-deep 
water after finding bread and soda from the local grocery store.  Does anybody see a difference in there 
-- right?  Probably not anything anybody intended, and putting them right up next to each other really 
makes a big difference in terms of seeing how implicit bias affects what people take out of a situation, 
and then that just perpetuates itself. 
 
I'm going to show you a research study by a law professor, who did, and as many of us do, Googled 
herself.  And she was really surprised to find this ad; you know how Google has ads at the top of the 
page before you actually get to your real hits?  And what you see here is a lot of ads that are showing up 
saying, you know, let's look at her arrest record and get a background check about her.  She had never 
been arrested before, and she was really surprised by this.  And so what she did was a full-on research 
study where she took thousands of names of white-sounding and black sounding names, and did Google 
searches, and actually searched also on Reuters as well, and found that the likelihood of one of these 
arrest ads for a black sounding name was 60 percent, and for a white-sounding name was 48 percent.  
Now, she was fairly clear to say she wasn't entirely sure why, but when this ad company and Google was 
contacted, they said, "No way, no how do we ever use race to target ads," but as soon as this was 
released, these ads went down.  This ads disappeared.  And what she said was so insidious about it, was 
if she was applying for a job, and a potential employer Googled her, it would imply that she had an 



arrest record and was worth of a background check, and maybe not worthy of a job.  So you can see 
how these things just get perpetuated over time. 
 
All right.  So do you think that has something to do with school discipline?  This is a report by Dan Losen 
and his colleagues, and some of our friends at UCLA's civil rights project, and the Center for Civil Rights 
Remedies.  This is a chart of rates of elementary and secondary school out-of-school suspension by 
subgroup for the last year where we had full data, so that was 2011, 2012.  So these are national data.  
The dark bar is elementary schools, and the lighter bar is secondary schools.  And if you'd like to, and 
Bert would probably tell you very clearly, say, "Hey, look, this looks like a risk index, this is the percent of 
students that received these outcomes."  Let me just draw the line for white students here for 
elementary, and then draw it for secondary.  And take a look and see if you can see those patterns.  
Those patterns actually don't look too far off of the statewide data that Bert presented earlier, as well.  
But what you see here is, for black students, had the highest likelihood of suspension in elementary 
school and in secondary school, and then the number two is students with disabilities.  And if you start 
cross-referencing those to black students with disabilities, there was a report that came out a little bit 
earlier this year, looking at the rates of suspension of black students with disabilities, and found that one 
in five districts in the U.S. suspended more than half of their black students with disabilities in a given 
school year.  So -- big stuff. 
 
Okay.  So this is sometimes about the point, because I'm sitting in a little room over here and you don't 
have the opportunity to ask questions, I like to lay out some questions that I get when I share these 
data, just so we have the chance to air them if somebody's not feeling particularly brave.  Number one 
is, well, isn't it all really about poverty because there's a correlation between poverty and race, maybe 
that's what it has to do with?  And the research is fairly clear that there is a connection between poverty 
and suspensions, but when you, in a controlled study, control for poverty, you still see significant racial 
disproportionality.  And that's across a huge range of studies here. 
 
Another question.  Well, aren't black boys just more violent?  And again, we've got no research showing 
that that's the case.  And we've got some very interesting studies on my friend, Catherine Bradshaw, 
completed a study where she had teachers rate the levels of problem behavior of all the students in 
their classroom, and then counted at the end of the year how often those students were sent to the 
office, or issued an office discipline referral, and found that race predicted higher rates of office 
referrals, even when controlling for the teacher's readings of those students' problem behavior.  So 
there really is something going on here, that points to race, and not with any evidence that there's a 
reason for it. 
 
And then the last one.  Well, are you saying that all teachers are racist, then?  And no, if you were 
following along during this webinar, what you would notice is that the research shows that 
disproportionality is most likely to come from unconscious bias; bias that we're not even aware of, that 
implicit bias that I was describing before. 
 
Okay.  So now that we're stuck in this situation, and now that you as a facilitator are thinking, gosh, 
okay, how do I do this with my schools?  I am totally bought-in that this is a challenge.  What do I do 
with it?  So we've got a few options for handling this.  Number one, and this is sort of -- I've certainly 
done this before, and it's not uncommon, is to say, well, let's just show them their data and they will be 
shocked at it.  So what we're going to do is we're going to show them how big of a deal it is, and we're 
going to create this cognitive dissonance, that all of a sudden we have this pattern that's out there, that 
doesn't line up with our values, and so therefore, we're going to jump right on it and make these 



changes.  And if that worked, that would be great.  But what we found, and maybe it works better for 
you because you're a better facilitator than I am, is that this ends up getting people more defensive, 
sometimes challenging the validity of the data, saying, oh yeah, well, we write referrals differently, or, 
oh, well, nobody writes them the same way anyway.  Or, start saying, well, yeah, of course we send 
them to the office.  We want to look at their families, look at their home life, look at where they're 
coming from.  So that doesn't seem to be working very well for at least the majority of people. 
 
So another thing we could do is just tell people to knock it off.  We've seen this bias, and we want you to 
stop doing it.  Strangely enough, we actually have research on the outcome, that this actually doesn't 
work.  It doesn't change any levels of discrimination; telling people that we know that they're biased and 
they need to stop doing it doesn't change it, and our guess is it's because, A, they don't care, or B, they 
don't know what to do differently than what they're already doing. 
 
So another one that's probably most commonly used is cultural sensitivity training, right?  So most of us 
have experienced this in some way, shape or form, right?  We talk about the value, that it's important to 
have diversity in the world, it's important to tolerate differences.  We might talk about this idea of white 
privilege.  We might do small introductions to all the different cultures so you get a little bit of a sense of 
what students are like, or what things their families value, or something like that, you know, that's very 
surfaced.  And common outcomes that we get from that -- as you probably guessed, that doesn't work 
very well.  The most common thing that we get is defensiveness.  We get a lot of white people crying, 
but we don't actually get any differences in outcomes because people don't have strategies. So we 
might come to a moment where we realize the challenge of this, and we understand very deeply about 
the difficulties out there, and how we really need to do something.  But if I don't have any new tools for 
Monday morning when I walk back into the classroom, then it's really unlikely that what I'm going to do 
is make a difference.  And more often than not, these sensitivity training actually backfire, as opposed to 
make things better. 
 
So what we've got, what we got left over, is what I'm presenting to you right now.  Introduce the 
concept of implicit bias and provide some specific strategies for what to do about it.  Describe implicit 
bias -- I described, explain vulnerable decision points that Bert talked about before and I'm going to 
touch on again, and teach people an actual strategy to use when they're in those difficult situations, 
where even people who are well-minded end up making difficult decisions. 
 
And some common outcomes -- we're not totally sure.  I'm going to show you some case study 
outcomes; we're actually piloting this approach right now, and so we'll be able to tell you next year, a 
little bit more definitively, other than just some case study outcome that I'll show you later. 
 
Okay, so this ties into as Bert was describing before. 
 
>> Where did I get that slide? 
 
>> I don't know.  I don't know, we found it somewhere.  The challenge is, when we talk about cultural 
sensitivity training, or anti-racism training, it locks us into this idea that we all have racial biases, which 
of course we do, and that those lead directly to disproportionate discipline.  But the challenge with that, 
as I was describing before, is if we just try to reduce people's racial biases, we'll more likely than not end 
up strengthening them as we are to weakening them. 
 



So a better description, one that gives us more options and that lines up much more well with how we 
intervene with students, children and youth is this multi-dimensional view that says, yes, even though 
that's true, there are situations in which there is more equity and situations in which there's less equity 
in decision-making.  And it's all based on the situation, right? 
 
Okay, so what I'm going to do is, I'm going to give you a little description of what's sometimes called a 
"dual process model" for decision-making, and it comes from this book by Daniel Kahneman called 
Thinking Fast and Slow, which is kind of an interesting book.  What he describes, and what 50 years of 
research has described, is that we have these two ways of making decisions.  So we've got this System 1.  
System 1 is for making fast decisions.  These are automatic, snap-judgment decisions that we have to 
make on the go, right away.  And it's just the thing that pops into our mind as soon as we have to make 
that decision; totally unconscious.  It just pops in, and I didn't even know what I was doing, and then all 
of a sudden, I just did it, right?  Now, contrast that with System 2.  These are slow decisions.  Slow 
decisions are deliberate.  This is where you've got more than 10 seconds to make a decision, or more 
than two seconds to make a decision.  You can sit down, you can make your list of pros and cons, you 
can go get a cup of coffee, you can really think through what might happen if I go this way, what might 
happen if I go that way.  And we can really allow most of our brains to work, and especially the front 
part of our brain that's most useful in making these high-level decisions. 
 
So what I want you to do here, and we're going to do a little discussion time, is I'm going to put some 
regular school decisions up on the screen here, and I want you to talk, and we'll do two minutes this 
time.  Take a look and identify which ones do you think are more likely to be snap-judgment, or System 
1, fast decision, and which ones are more likely to be slow decisions.  Okay, so go ahead, in two minutes 
we'll come back. 
 
Okay, back in five seconds; four, three, two, one.  All right.  So hopefully you had a chance to take a look 
at these, and some of these are going to be fairly straight-forward.  So thinking about snap judgments, 
thinking about what decisions you have to make right now and what ones you've got at least 10 seconds 
to sort of think through, where you're not quite on your feet.  And if you haven't figured it out, here's 
the pattern that we put together for it.  Fast on the left and slow on the right.  Now, one of the ones 
that's really controversial, when I ask people which ones are these, that middle one on the right, 
suspending a student from school -- that one is interesting, because a lot of people think that that's a 
fast decision.  But you're fooling yourself if it is, because you have at least 30 seconds to stop and think 
and say, okay, would suspending a student be a good idea?  Or suspending a student would be a bad 
idea, right?  Would this work for the student?  Would that pull them back into school, would it just 
disconnect them?  So that's one of the really big ones that's important for us to say, hey, hang on, this 
feels like a fast decision, but it's actually slow.  And it's the ones on the left that are most affected by 
implicit bias, and the ones on the right that might be less affected by implicit bias because -- or at least 
we can control thought, because we can catch ourself on our first thought about what to do. 
 
Okay, so you're also asking the question, how do we start to address racial bias without it backfiring on 
you?  Here's a road sign in Vietnam that I like to show.  It says, this way to the flower garden, and that 
way to the nuclear reactor.  And many of you as facilitators are thinking about, gosh, you know, I just 
saw that disproportionality data that Bert showed before, and it gave me kind of a gut check, and he 
said, "Don't be afraid of the data, but I'm a little afraid of what's going to happen if I share this with the 
school.  So how do I do this?"  So I think, why don't we just go to the flower garden and not handle this, 
right?  But we've got to go to the nuclear reactor because our decisions, as we all know, are leading to 



really, really bad outcomes.  And everyone's looking to us in education to make those changes, and we 
think we've got some ideas. 
 
All right, when I do this training as a much longer event, I talk out assumptions that we have.  And 
number one is that everybody in the room, it's hard to imagine anybody who things that a student's 
color should fate them to negative outcomes.  Number two, acknowledging that having these 
conversations is very uncomfortable.  Number three -- this really is an assumption for us -- creating 
discomfort without giving people something different to do for equity does not work, is not helpful.  And 
then the last one is giving ourselves permission to make mistakes, that the only true mistake we can 
make is not acting on this, and not working together to try to make a difference. 
 
Okay.  So Bert described where you could get this five-point intervention approach for enhancing equity.  
I'm going to talk through some of these real quick, and then number five is the one on implicit bias that 
I'm going to describe a little bit more.  We at the center are building resource guides that are freely 
available for each one of these areas.  I want to talk about academic instruction.  So, one of the things 
that we know is really important is providing engaging academic instruction.  And Rhonda and Erin 
Chaparro are building a brief that's going to be released in the next month on pbis.org on engaging 
academic instruction and equity.  One of the things we've got to do first is, we've got to kind of come up 
with what our definition of engaging academic instruction is, because it might really vary.  And we all 
have very different opinions about these things.  So number one, I would say that we all have different 
definitions.  And I'm going to share with you what our definition from the center is of engaging academic 
instruction, knowing full well that your definition might look really different, and maybe even opposite 
of this.  We used information from John Hattie on the research in academic instruction that says explicit, 
direct instruction in the skills of giving students the skills that they need, providing high rates of 
opportunities to respond so students are actively engaged in instruction, and we know how well 
students are doing and can change our instruction, based on whether students are getting it or not 
getting it.  Quality performance feedback to students so that we can correct errors quickly and easily, 
and understand that the next take is going to work better, and then progress monitoring and data-based 
decision-making, based on those opportunities to respond to the performance feedback.  Like I said, 
that might not be your definition, but what I want to do is, share with you research -- these are results 
from a school district that is near us over here at the University of Oregon; that's the Tigard-Tualatin 
School District, they do not have a lot of black students in their school, but they do have a very large 
Latino/Latina population.  And the vast majority of those students come into school as English Language 
Learners.  So what we've got is students meeting or exceeding standards on the vertical axis, and then 
you've got years across on the horizontal axis. 
 
What you've got for each of these two lines is the percent students are meeting or exceeding standards 
over time for white students, that's the sort of purplish line, at least on my screen, and then the green 
one, which is for Latino/Latina students.  And then what you see in red, those bars, are what's 
sometimes called the "achievement gap," but we're calling the "support gap."  If we know that these 
students are coming right into school having needs and are at high risk, then if we're not providing 
support to those students, that's not a student achievement gap; that's a gap in the support that we're 
providing to them.  So here's a district that looks at that and says, we need to reach these students, and 
we're going to use those definitions of engaging instruction.  You can see huge reductions in that gap 
over time, without reducing achievement for white students along the way. 
 
Okay, PBIS, that you're all familiar with, what are some reasons why a foundation PBIS would work for 
equity?  Number one is if we teach all students what's expected, and we don't assume that students 



know how to do things, then we're going to prevent a lot challenges, and we're going to prevent some 
miscommunication.  If we increase student-teacher interactions, the positive ones, we can build those 
relationships, and that way, we've got some currency in the bank when we need to have some more 
difficult conversations with students.  If we can make our office referral and discipline procedures as 
objective as possible, we can reduce subjectivity and the influence of bias in our decisions.  Ambiguity is 
disproportionality's best friend, and so the more objective we can make our procedures, knowing that 
there's always going to be some subjectivity, the better it is we're going to do.  And then the last one is, 
if the only thing we provide to teachers is, if students are disruptive, send them to the office, then we're 
going to get a lot more students in the office than we really need.  But if we can provide students with 
more instructional responses that keep students in the classroom, we're going to do a whole lot better. 
 
So some research on effects of PBIS on discipline, disproportionality:  Claudia Vincent and colleagues 
found statistically significantly lower black-white office discipline referral disproportionality, so that 
discipline gap, implementing PBIS, compared to schools not implementing PBIS.  Also, decreases in office 
referrals seen in schools implementing PBIS are seen across racial and ethnic groups, not just for white 
students.  Terry Scott, one of the earlier case studies -- larger decreases in suspensions for black 
students than white students when PBIS implemented.  And then some case study research that we 
filed, long-term decrease in suspensions for indigenous school implementing PBIS, based on their local 
context. 
 
Here's a picture of that Vincent study; I'm not going to describe it now, because I want to continue 
through the slides here.  But Terry Tobin and Claudia Vincent did a really interesting study, where they 
looked at that change in disproportionality and suspensions in 46 schools, and said, you know, what 
were the things that predicted decreased disproportionality, as opposed to about the same 
disproportionality or increased disproportionality?  And they found two things; one was regular use of 
data for decision-making, and two was implementation of classroom PBIS systems.  And then they took 
a closer look at that classroom system, so they were using the self-assessment survey, or the SAS.  This is 
that whole staff survey on what features are in place or not in place.  And what you see here is these are 
the 11 features from the classroom PBIS systems. 
 
And there were three features that were strongly predictive of decreased disproportionality.  The 
strongest one was this one right here; expected behaviors acknowledged regularly, number two was 
transitions efficient and orderly, and then number three was problem behaviors defined clearly.  
Thinking about what we teach, how positive we are with students and ambiguity -- dealing with 
decreasing subjectivity and increasing objectivity of our definitions of problem behavior. 
 
Okay so some of the things that we know about implementation of PBIS that's more culturally 
responsive, we've got to make sure that all student groups have access to our acknowledgement 
systems, and verbal praise for doing things the right way.  When we build, or when we revise our 
systems, meaning, what our expectations are, what our lesson plans look like, what our 
acknowledgement systems look like, we want to have more active involvement of family, students and 
the community, and I'll give you a tool for that in a minute, which is related to asking students and 
families regularly about how the system is working for them. 
 
So let me share with you a little joke.  You see that there?  "Welcome Home of the Dawgs," and then 
below, it says, "No dogs."  We've got to really watch out that when we build our PBIS systems that we 
don't inadvertently shut some students out.  So we've developed a student input and satisfaction 
survey.  This is going to be eventually up on PBIS assessment.  And what you see up here is, it's a survey 



that's a little bit different from what you're used to doing there; this goes to individual students, and 
there are some important questions.  Do you know how your teachers want you to behave at school?  
What are the expectations?  Do you like the expectations?  Are the expectations for your behavior at 
school the same as they are in your home?  If not, what's different?  Do students usually follow the 
expectations?  Do teachers usually follow the expectations?  And so if you're interested in this, I'd be 
happy to send you the hard copy of that, and then look for it coming out a little bit later this school year.  
We also have a family one that will be coming out as well. 
 
The other thing that should be coming out soon, I don't remember if I've already sent it to you all, is a 
Cultural Responsiveness Companion for implementation.  It helps guide you through asking those 
questions about how well are our systems aligned with the needs of our students, families and 
community?  And so what it does is, it goes along with the TFI, the Tiered Fidelity Inventory, that's the 
latest and greatest PBIS fidelity of implementation measure, although if you're not using the TFI, you'll 
find that this will work just as well, because it's the same critical features you know and love.  What 
you've got up here is, for every single one of the critical features, it talks through what's the big idea 
from PBIS?  What's the elaboration about that that would make it more culturally responsive?  And then 
examples, non-examples and resources, including lesson plans, activities and examples of schools that 
have done this.  That one will be coming out a little bit later; we're still drafting it. 
 
Data:  Bert already showed you the data guide, and then what should be coming out very, very soon, by 
the end of the month, is an equity policy guide that Rhonda took the lead on putting out, and describes 
elements of both district policy and then school procedures that line up with those policies.  So look for 
that by the end of the month coming out. 
 
And looking at my time, and knowing how much time you have, I think I'm going to skip a little bit of 
thinking and talking, and just barrel through tons of content, because that is the most research-validated 
way of delivering a webinar.  So what I want to do is walk you through that worksheet that you all have 
in front of you, and identify what we can do in terms of implicit bias.  And that's talking about those 
situations right here.  So a vulnerable decision point -- Bert talked about it before, and our definition is, 
it's just a specific decision, a discipline decision in this case, that's more vulnerable to implicit bias than 
other ones.  And there's two parts to a vulnerable decision point; number one has to do with the 
elements of the situation, and the other one has to do with how I am doing as a person making a 
decision, or the decision-maker, my internal state.  And what I'm going to do is, I'm going to walk 
through both of these.  The situation is going to sound very similar to this morning, the decision state 
will be a little bit different, but you probably have a little bit of a hang of it. 
 
So the way that we can identify these VDPs, we've got a few ways of doing it.  Number one is, we might 
say anytime I'm going to send a student to the office, that's a vulnerable decision point, and so I want to 
be really careful before I do that, that I really check myself, and am totally sure that I'm making a 
decision that's lining up with my values.  I think that sounds like a really good idea, but it also sounds a 
little bit like the be less biased commandment, and so I'm a little worried about that one being as 
effective as talking about specific situations the research is identifying in fields other than education is 
important.  Option two is to say, you know, if we don't have these vulnerable decision points right now, 
let's look at national data and find some general VDPs.  And then option three is, let's look at school-
specific or district-specific ones.  And the data guide walks you directly through how to do all of this. 
 
What I'm going to do is, I'm going to show you just some national VDPs from our SWIS data, so you get a 
sense, over 6000 schools, almost every state.  And what you can see here, and it's going to be very hard 



for you to see on the screen, but I'll walk you through it, is this is office referrals by problem behavior.  
And so this is the percent of office referrals for each of these given categories of problem behavior that 
comes from SWIS, for white students on the top, and black or African American students on the bottom.  
What you see if you squint at it is, they look somewhat similar, but there are two big distinctions.  And 
there are two big areas that line up with VDPs.  Number one is this percent of referrals for defiance or 
disrespect.  So for black students, one in five referrals is for defiance or disrespect.  For white students, a 
little bit less.  Still almost the most, but not entirely.  Another one that you see here is the difference 
between majors and minors for defiance or disrespect.  So you see, for black students, they're almost 
twice as likely to receive a major referral -- usually meaning being sent to the office -- versus a minor 
referral, those M's stand for Minor, or a warning slip as opposed to being sent to the office.  Contrast 
that with white students, and you see that white students were slightly more likely to receive a minor 
for defiance as they were a major for defiance.  So that points to two specific vulnerable decision points; 
number one are these subjective problem behaviors, like defiance or disrespect, disruption as well -- you 
see that as a little bit of a pattern, so the three D's.  And then the other one is whether we classify that 
as, okay, this is something I can handle in my classroom versus this is something I need to send you to 
the office for. 
 
If we look by location, this is a little bit of a different way of putting it, but for black students, it's in blue 
and for white students, it's in red.  We see two areas with more disproportionality; one is the classroom 
and the other one is the hall or breezeway.  This one's probably the most subtle of all of them, this is 
time of day.  So these are half-hour increments of referrals throughout the day; white students on top 
and black students on bottom.  And what you see for white students as it goes up, kind of we get a few 
right at the beginning of the day, it drops off a little bit.  We come back up right around either end of 
instruction before recess time, or recess time or break time for students in middle and high schools, and 
then the middle of the day at lunchtime, and then it tapers off slowly.  But you see for black students, it 
stays a little higher later in the day, which is kind of interesting to see. 
 
So what we see -- and I'll come back to that one -- so what we see from VDPs from national data is, 
number one, subjective decisions that we have to make.  What is defiance?  What is disrespect?   What's 
disruption?  And majors versus minors.  And that all ties into that ambiguity idea.  Non-classroom areas, 
like the hallway -- I don't know about you all, but when I wrote referrals when I was teaching, I never 
wrote a referral for one of my students in the hallways.  It was always somebody else's student.  And 
what happens?  I'm teaching in front of the class, I hear some noise outside, I run outside and make a 
split-second decision, and that split-second decision is based on the appearance of the students outside, 
right?  So lack of contact.  Classrooms -- classrooms, we're not entirely sure why; we need to understand 
a little bit more.  Maybe it's unfair task demands, maybe it's the relevance of instruction, maybe it's just 
academic skill levels.  We don't necessarily know yet, we need to know a little bit more about that.  And 
then afternoons, which ties into fatigue, which starts moving us towards that decision state part of 
vulnerable decision points. 
 
So now we've got a list of national situations where we're more likely or less likely to see bias.  So what 
I'm going to do is, I'm not going to walk you through how to do the worksheet, but I'm just going to 
explain it so you've got a little bit of a sense of it.  When you start this worksheet, the first thing you're 
going to do is say, okay, what am I going to do?  Am I going to look through some data on the school -- 
the SWIS demo site?  Am I going to look at my school's data?  Hopefully when you're doing this with 
your school, they actually have access to the data that they need.  If they don't, that is a major red flag.  
And if your data systems can't do what Bert described this morning, that is a really, really important 
step; to get a data system that can do that. 



 
All right, so then what you do is this worksheet helps you walk through how to identify those vulnerable 
decision points I'm laying out there.  First thing you've got to do is you've got to pick a specific group of 
interest.  That might be black students for you.  That might be something different based on your 
demographics; it might be Native American students, it might be Latino students.  It might be LGBTQ 
students.  And what you do is, you fill out the national data, so you would have a little bit of a sense of 
what are the national VDPs, so I described those for you before, these should not be that much of a 
surprise.  Then, what you do is you identify what are the patterns?  So this would be essentially, as Bert 
was describing, the precise problem statement for the majority student group in your school, so 
generally, that's going to be for white students.  Then the right side, you do it for your demographic 
group, and you start looking at what differences you see there with your own data.  Okay, so use the 
drill-down as I was describing.  If you're using SWIS, the good thing is, we've designed SWIS specifically 
to do that is in my special interest area of identifying disproportionality.  And here's some samples, so if 
this is showing -- here's behavior for white students, then you pull up the chart for black students.  
Location for white students, for black students; and you see where the difference is in patterns, and 
then what to do about it.  And then what you end up getting is, remember Bert was saying you walk into 
the teacher's lounge, and somebody says, "Oh, these students are out of control!"  We can do the same 
thing in terms of disproportionality, where we can say, "Oh my gosh, there's tons of disproportionality," 
but instead, a more constructive way is saying, where are the situations where we have the most 
disproportionality, and then are there some places where we actually don't see disproportionality as 
well; start building on some strengths with our data. 
 
Okay.  Then the next step is to have some discussions.  So you've got to really have some talk time on 
this, walking through a set of questions.  And I will tell you that these questions look really scary, and I 
was a little afraid the first time I did these, and I always get a little afraid every time I do it, but it's 
worked out really well every time if I approach it in the right way.  So this is the difference between a 
general situation, what's going to happen in the whole school, versus a personal VDP.  We all have that 
button that's different for me, that's different for Bert, that's different for Rhonda, that's different for 
Tina, that gets us every time.  And we get a really strong, emotional response to that.  Ask yourself, what 
are the common student behaviors?  How might those specific behaviors that you see be related to 
cultural differences, as opposed to just differences in behavior in general?  And then the next question 
that a lot of you will be familiar with, how might these behaviors meet a basic need, or a functional 
need, for the students? 
 
So what I'm going to do is, I'm going to walk through some things that I've walked through, I can talk 
about my personal and vulnerable decision points, so you get a little bit of a sense of this.  So sometimes 
people say, you know, my big thing is kids talking out on doing instruction.  Well, there's a term for this, 
it's called "overlap," right?  And the origin of this comes from actually being expected to talk out and 
interact in churches, in desired group responses to a leader or somebody who's in charge, and actually 
demonstrates engagement.  So when students are talking during instruction to the whole group, that's 
saying, "Hey, I'm actually listening to you right now."  Emotional reactions to requests, or sometimes 
we'll call "machismo," you know, the puff-up-the-chest, right?  Thinking about, hey, you know if a 
student has experienced discrimination for their whole life and they're getting to you teaching your 10th 
grade math, they may not be reacting to you in particular, but be reacting to this situation and their 
perception of it.  Understanding that some students may have that initial emotional response, and that 
our emotional response right back to them is not particularly helpful. 
 



Ignoring requests -- so I will tell you this was my -- when I taught in North Carolina, this was my big, big, 
VDP, was if I was talking to a student and they were sort of looking just not -- averting their gaze from 
me, looking at the wall, while I was talking to them in particular -- that drives me nuts, right?  And that 
was most common of a response from my black students particularly, and my black female students 
who I was working with.  And we might think of a few different things, or sometimes that's identifying 
that they might need some more academic support, that what I'm asking them to do is too difficult for 
them.  And so it's better to look like I'm ignoring it than make me feel like I'm stupid, right?  It might be a 
functional alternative to defiance.  It might be they're doing everything they can not to blow up at me, 
because they know if they blow up at me, then something worse is going to happen, right?  So we've got 
to identify from our side, what is it?  Is it something about the task that I'm asking them to do?  Is it 
something about the way that I'm asking them to do it that might be uncomfortable? 
 
So one of the things that I think is important is to understand that a lot of these behaviors that we see 
may very well be adaptive; they may work well outside of school.  They might be reinforced in other 
settings.  And a key distinction that we have to make is that those behaviors are not necessarily wrong, 
but our reframing this is that they may just not be for school.  They may not work when we've got a 
huge group of people and we're all trying to get through a lesson.  That reframing is a really key piece.  
So when we think about what to do; number one is, we want to be really clear about that what's okay at 
school and what's not okay at school, and be really, really explicit about it.  We do that all the time in an 
implicit way, when we teach students about, okay, well, what are you supposed to be doing when you're 
doing independent worksheets?  What are you supposed to be doing when I'm teaching in front of the 
class?  What are you supposed to be doing in group work?  What are you supposed to be doing when 
you're sitting and watching a webinar that's been going on too long, you know?  What are you supposed 
to be doing with your friends at Happy Hour after said webinar? 
 
So we do code switching all the time; it is a regular thing.  And it's just saying taking that and applying it 
with this cultural lens to it.  And another really good example that I think of is, for any of you out there 
who are math teachers -- I know we're doing lots of math examples today -- usually, when we start in 
kindergarten and grade one, and this is kind of the old math example, because when I was teaching, I 
was teaching old math, not new math.  When we put two numbers next to each other, what do we ask 
students to do?  Well, they see a number and a number, and their first instinct is to add them together, 
right?  And then we do something incredibly cruel with them, where we tell them to subtract things.  
And then when we put one number with one number and we have a clear instruction with the minus 
sign, what do they do?  They still add, because they're used to that.  So we don't say, "Oh my gosh, I 
think that's because you don't have a dad in the home," or, "I think that's because of RAP music," or, "I 
think that's because of" -- what?  No, we don't do that at all.   We say, "Hey, remember, pay attention to 
here.  Let's practice this.  Let's do this back and forth.  Let's look at this, let's look at that.  Let's look at 
this, let's look at that."  And so when we think of student behavior, just like we do with academic skills, 
which you were all used to probably telling your teams all the time, that this cultural lens is really helpful 
for us. 
 
So the other thing that we think about is our decision states.  I'm going to go through this fairly quickly, 
because you're probably all familiar with the term, "Setting Events."  So a setting event is something that 
happens that makes behavior more likely; it sets it up.  And we can think about setting events as 
something that's important, because it's particularly relevant in bias, because it doesn't require our own 
awareness, right?  So thinking about implicit bias.  So we can think of lots of examples from students 
about what are setting events for student behaviors.  So think to yourself for about five seconds, about 
what are some setting events where you know if this is happening outside of the classroom, then you're 



going to see much more problem behavior.  Right?  Okay, so we've got lack of sleep, we've got a 
headache, they didn't get breakfast, they had a fight before, they had a previous experience in the class 
before yours, didn't get any coffee this morning -- that's usually a grown-up one -- right?  So we can do 
the same thing, and thinking about it for us, my colleague Erik Girvan, he teaches in the School of Law, 
has done a bunch of research in an area called "Resource Depletion."  And what that says is, when we 
get more and more tired throughout the day, we all have these filters that stop us from saying that thing 
that would be really bad to say, and we catch ourselves.  But as we become more tired, those filters 
drop.  And for some people it's hunger, for some people it's being tired.  There's a really interesting 
study called the "Morning" -- where some researchers looked at decisions people made and the ethics 
of those decisions, and found that people made more ethical decisions in the morning, versus the 
afternoon, which is sort of interesting. 
 
And I'm going to share with you some really terrifying research here.  This is a study looking at outcomes 
of parole hearings where individuals would go in front of judges and the judges would either say, "Yup, 
you're out," or, "Nope, you're going back."  Okay, so what you see here is, the vertical axis is the 
proportion of favorable decisions, so how often they made a "you have been set free" decision, versus a 
"you are going back to jail."  This is throughout a day.  And what you see is it starts fairly high, and then 
starts dropping down, dropping down, and then here is snack break, for adults.  Starts high again, goes 
down, goes down, goes down until lunch break, back up and down and down.  Now, this is probably 
really scary to you, because judges are hired to be objective arbitrators of the truth.  And when these 
data were showed to the judges, they had no idea that this was affecting their decision-making.  And so 
we might think about that for us. 
 
So the next activity that we do here on the worksheet is to ask ourselves, hey, what are some common 
VDPs for adults in schools?  And then what might be some VDPs for you in particular?  And this is a 
really, really interesting thing to do through.  Most of us say, oh yeah, if I'm hungry, or it's the beginning 
of the day, or at the end of the day -- you know, everyone's got something that's a little bit different.  I 
was in a school last year and working with the staff, and one of the staff said, "You know, when I'm 
introducing a new lesson plan, and I'm not totally sure if it's going to work, that's a really big VDP for me 
to be a little harsh with students, because when it starts going wrong, then I start questioning my 
judgment as a teacher, and how well I can do this, and whether this was a smart idea anyways, and why 
did I spend three hours last night working on this lesson plan, as opposed to just judging it just like I 
would any other lesson.  So this is another point for people to reflect, A, what's the general, what might 
be a general decision state VDP, and then what might be a specific one for you? 
 
And this ties us into intervention.  So what we recommend, when we've identified these VDPs, is what's 
called a "Neutralizing Routine," it has the VDP as step one, and then an alternative behavior as step two.  
So for staff, what this is is, when you see problem behaviors, something that you said, "Oh yeah, this is 
something I should deal with," stop and ask yourself, number one, is this one of those vulnerable 
decision points that that person on the screen was talking about?  Is it due to the situation, or is it just 
due to how I'm feeling right now?  Am I able to make a decision that lines up with my values?  If so, then 
I'm going to use an alternative response.  I'm going to talk through what those look like. 
 
I'm going to use these four boxes on the screen; many of you are probably familiar with these four boxes 
and what they look like with student behavior, but this is for me as a teacher, okay?  So when I haven't 
had a lot of positive interactions with a student, and I am tired, and a student provides loud complaints 
about work, which I can view as either constructive criticism about my level of differentiation of the 
lesson, or I could view that as defiance, right?  It's subjective.  And my snap decision is, "Go to the office, 



that's disrespectful, you're out of here."  Right?  Student leaves the class, they get out of the social 
interaction.  So what we're trying to do with this neutralizing routine is, create a little bit of space in 
between that student behavior and our response to it.  And so the question number one, hey, is this one 
of those vulnerable decision points?  If so, I'm going to use my alternative response; in this case I've 
decided it's going to be, "See me after class," as opposed to sending as student right to the office.  And 
the idea is, we are trying to break that link of me sending a student to the office immediately. 
 
So there is some research on what makes a good neutralizing routine.  And it mostly comes from law 
enforcement, actually.  It should be an If/Then statement, so if this is a VDP, I do this.  It should be brief, 
it should be clear that I know what to do, it should slow down my decision-making, or interrupt the 
chain of events, and it's got to be doable; it's got to be something that I believe is going to work.  Now, 
what that is really varies.  So you could think about this sort of like schoolwide expectations, right?  
We've got our critical features; there should be three to five of them, they should be memorable, they 
should be brief, they should be positively stated.  But there's no specific set of expectations that are 
really important that you've got to do, it's really just whether it meets these critical features. 
 
So here are some examples.  These are ones that either we came up with, or teachers that I've worked 
with have come up with.  Remember, if this is a VDP, that's step one, and then two, will they see me 
after class?  Asking myself am I in line with my values?  Calming routine -- maybe using my meditative 
state, maybe it'll line up with something that I'm teaching in terms of social skills or social emotional 
skills with students.  Whatever it is, any one thing up there you might look at and say, oh, that wouldn't 
work for me.  But maybe that would work for me.  But that might work for you, but it wouldn't work for 
me.  The key part is to pick one of these that's going to work that has those critical features.  Some of 
the ones that I really like that I'm particular on is, if you're teaching a socioemotional curriculum, it has a 
calm-down routine, what better way to teach students that that's actually an important skill, and to 
reinforce it, by actually modeling it for them?  So okay, I'm going to take my three deep breaths, I'm 
going to count backwards -- okay, I'm going to respond.  So you're getting a double-whammy; number 
one, you're getting a neutralizing routine for yourself, and number two, you're actually just showing that 
that skill that you taught at 2:00 last Tuesday is actually something that might be useful. 
 
So thinking about, what do we do to neutralize that bias out there?  I'm going to skip through some of 
these here -- so we can also use this as pre-correction.  If I know that we've got some challenges in the 
hallway, then before I step in the hallway, I know, hey, I remember that we've got this VDP for 
inappropriate language in the hallway.  How am I going to handle it?  Let me prime myself.  I'm going to 
do a self-pre-correction for using my alternative response, as opposed to my knee-jerk response. 
 
Okay, so then the worksheet goes through what are going to be some possible neutralizing routines.  
We had thought before maybe that we would identify -- you know, the whole school would come up 
with some, but you know, in reality, I think each person -- this is probably going to be a very personal 
thing, so everyone's going to have to come up with their own.  And it just has to have those critical 
features.  So you've got to decide on one, and you've got to practice it.  You've got to identify what are 
the things that might help, and what are the things that might get in the way of me using this?  So the 
school I worked with last year, they identified that the principal was going to make an announcement on 
the PA system, before students came in the building.  "Hey, remember" -- their VDP was defiance in the 
classroom in the first 15 minutes of school -- they said, "Hey, remember, defiance in the classroom, 
that's our VDP.  Remember what your alternative response is going to be; we're going to use that," and 
then make that plan.  So the worksheet will walk you through all of those things. 
 



All right, so everything we've talked up until now has really been about the staff, so mostly teacher, but 
also any non-enrolling staff who's just witnessing challenges.  What about an administrator's decision?  
Russ Skiba, who's really one of the leading researchers in this area and who we rely on so much for his 
work, asks this.  What is the strongest predictor if disproportionality in school discipline at the school 
level?  And it was this:  The extent to which the school principal endorsed exclusionary discipline and 
zero tolerance as something that worked.  Okay, now if you are scared to say this, last month I told 
every principal in Philadelphia this research, okay, so you can do it! 
 
So here's a neutralizing routine for administrators.  When you have to handle problem behavior, stop 
and tell yourself.  You know that saying, "Don't just stand there, do something"?  We want to flip that 
around and say, "Don't just do something, stand there!"  Remember, this is not a fast decision; this is a 
slow decision.  Get information.  Find out whether you think sending a student home is actually going to 
help things or hurt things.  Use an instructional response that you've already agreed on beforehand, as 
opposed to just sending the student out of school, and most likely out onto the street.  There's a nice 
little restorative chat that you can use; this is just a seven-step set of questions for students that 
administrators can use.  You'll be able to see this with the handouts that you get later.  And then it's 
going to be really important, just like a new skill, that you, as facilitators, are really going to need to walk 
people through these things. 
 
Last thing I want to do really quickly is show you a school example.  This is a school I was working with 
last year, a K-8 school.  Here's their SWIS data; remember thinking about what Bert showed you before -
- their black/white ODR risk ratio was 2.67 -- this was year before last.  So black students were 2.67 
times more likely to get a referral, to get a major referral.  Now that's a big deal.  But when they went 
through the drill-down process that's described in the data guide, they found for a specific problem 
behavior and a specific area, physical aggression on the playground, the risk ratio was 4.5 -- really big. 
 
So what did they do with that?  So the first thing they did was, they looked at their data and they said, 
what's going on with these patterns?  Let's talk with the recess monitors, and found, going back to 
basketball, that there were differences in what students thought the basketball rules were.  And 
essentially, that boiled down to the kids were playing streetball rules, and the adults who were 
watching, and the white kids at the school were using NBA rules, which is no-touch anything, don't play 
defense.  So instead of saying, oh yeah, no, these kids are bad and they’ve got a bad influence, and it's 
all these basketball stars who are making them disrespectful, they said, "Hey, hang on.  We should 
actually just teach that the rules that you use two blocks away in the neighborhood court is different 
from the rules that we need to have on our school court."  And so they taught those first to staff, and 
then to students.  And it's this code switching, or say, "What you're doing here is okay over there, not 
okay over here."  Additional teaching, practicing acknowledgement, they monitor with office referrals 
and black/white risk ratios -- here's what they found.  So remember before, the year before, the risk 
ratio was 2.67.  Up until halfway through last year when we were working with them, dropped down to 
2.  Physical aggression on the playground, 2013-'14 -- there was 4.5, 2014-'15 they only had one office 
referral for physical aggression on the playground.  You can't even calculate a risk ratio for that, right? 
 
So this is not one quick, easy solution that's going to fix everything.  But what it did was, it gave this 
team and this school a sense that they could actually make a difference using their existing schoolwide 
systems and their existing stuff. 
 
Okay, so last slide here, what I want you to do is, understand that looking at the data, talking about what 
to do is the most important first step.  Picking a neutralizing routine and trying it, and using your data to 



assess how well are we doing it, and is it making a difference?  And then like I said before, if you don't 
have the discipline data that you need to identify your school-specific vulnerable decision points, you've 
got to advocate for it.  And use all the skills that you already have for just a new behavior that will totally 
generalize to working in this specific context. 
 
Okay.  So I perfectly timed it so that we have no time for questions, which is perfect!  [LAUGHTER] 
 
>> And you perfectly timed it because it is 2:45 on the East Coast, that is perfect! 
 
>> [LAUGHS]  So I'm happy to answer any questions if you want to blow your agenda schedule. 
 
>> Do you have any questions that I can run with the microphone to ask?  Or, you can email them to me.  
I can filter them through, or whatever works best for you.  But know that this is a beginning 
conversation with this project.  There will be more, going forward, with regard to this.  So if there's 
nothing else, I'm going to say thank you, Kent.  [APPLAUSE] 
 
>> Thank you! 
 
>> And we are going to -- 
 


