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Abstract

The use of restorative justice in the school system is an emerging philosophy for handling student
discipline that seeks alternative methods for solving problematic behavior than traditional or retributive
approaches that are detrimental to the education and well-being of students. Student discipline is a
controversial topic in education circles, resulting in many school districts looking to implement
restorative practice program initiatives. Responses that are restorative, largely decrease the chances of
recidivism. Zero-tolerance policies that were originally enforced to keep schools safe, have proven to not
have the desired effect as intended, most arguably making schools less safe. There is a growing body of
research that illuminates the issue of disproportionality in student discipline and examines the impact of
suspension and expulsion on students, families, subgroups, and society. When students are suspended
from school, opportunities for learning are lost, which prevent students from learning content needed for
the roadmap to high-school graduation. This qualitative study sought to understand how teachers came to
understand the theory of restorative justice and how they implement restorative practices in the classroom
with their students. Their experiences are compared to the three pillars of restorative justice (addressing
harm, obligations, and engagement) provided by research practitioner and restorative justice theorist
Howard Zehr. To this end, this study presents findings from one neighborhood school who implement a
restorative practice program, serving disenfranchised students with African American or Black students
as the majority. Drawing on qualitative data collected through methods that include interviews conducted
with seven educators, and document review, my findings provide critical perspectives of teachers, key
restorative practices, challenges, and implementation infrastructure needed to produce and sustain
systematic school-based restorative practice implementation to transform student discipline and learning
communities.
vi

Chapter 1
Introduction
Overview
The topic of school discipline is a rather perplexing issue, leading most educators to be critically
engaged in finding solutions. In schools across the country, it seems that educators are in constant debate
over effective ways of managing student behavior. The Department of Education Office of Civil Rights
reported that nearly 2.6 million students are suspended yearly, with Black males accounting for most
suspensions, which speaks to the level of existing racial disparities and disproportionality in student
discipline (U.S. Department of Education, 2014). African American and Hispanic students tend to have
higher rates of suspension, resulting in deleterious effects to their ability to perform better in school
(Alege & Johnston, 2020). Research by multiple authors (Bradshaw et al., 2009; Lee, 2002; Skiba et al.,
2011) found that marginalized groups of students are prone to increased drop-out rates and learning
achievement at lower levels in both mathematics and reading due to suspension. Skiba (2000) describes
exclusionary consequences such as suspension as aversive, meaning that it does not produce positive
behavior or prevent students from repeating the same behavior. According to Alege and Johnston (2020),
students who attend academically under-performing or Title I schools have higher rates of suspension
than students who attend higher performing schools and are most likely to be involved in multiple
disciplinary incidents. Further, between 2004-2010 in Florida, there were approximately 167, 000 schoolrelated arrests made by law enforcement. Although Black students accounted for about 22 percent of the
student population, they made up 47 percent of the arrests (Boccanfuso et al., 2011).
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The U.S Department of Education also found that Black girls are six times more likely to be
suspended than White girls, and that students with disabilities are twice as likely to be suspended
thantheir non-disabled peers (Kline, 2016; U.S Department of Education, 2014). Between 2011-2012, the
U. S. Department of Education reported 3.5 million students received in-school suspension, 3.45 million
students were reportedly suspended out-of-school, and 130,000 students were expelled (Kline, 2016; U.S.
Department of Education, 2014). These unsound and unjustified practices of excluding students from
school through the promotion of harshly punitive measures associated with school discipline has led to
increased despair for marginalized subgroups rather than educational opportunity for all students.
Research has shown the racial disproportionality in suspension and the pernicious effects on specifically
for students of color (Lustick, 2017; Payne & Welch, 2010). The negative impact of suspension on
academic achievement illuminates the role that suspension plays in creating or widening racial
achievement gaps (Chu & Ready, 2018).
There are other negative side-effects to the use of suspension. Research from Kupchik and Catlaw
(2015) examines the long-tern effects of suspension. Using data from the National Longitudinal Survey of
Adolescent Health, which evaluates the impact of school discipline policy and security on political and
civic participation, found students with chronic habitual suspension rates are less likely to vote and
participate in civic activities later in life (Kupchik & Catlaw, 2015). Suspended students are likely to get
into criminal activity in the neighborhood (Kupchik & Catlaw, 2015). Some students who are suspended
and labeled by school systems, are targeted for alternative education programs, which excludes them from
schooling with neighboring peers (Kupchik & Catlaw, 2015).
Under the administration of former president Barack Obama, a joint partnership between the U.S.
Department of Education and the U.S. Department of Justice, released a discipline report that examined
school discipline policies, rates of suspension and expulsion, and racial disparities that exist among
subgroup populations (U.S. Department of Education, 2014). According to the former U.S. Secretary of
Education Arne Duncan, he stated: “Positive discipline policies can help create safer learning
2

environments without relying heavily on suspensions and expulsions. Schools also must understand their
civil rights obligations and avoid unfair disciplinary practices. We need to keep students in class where
they can learn” (U.S. Department of Education, 2014. p.1). I wholeheartedly agree with this statement
because it serves as a reminder to school districts that certain disciplinary practices may be in violation of
the human rights afforded to students under law.
Following guidance provided to school districts under the administration of former President
Barack Obama, made districts take a closer look at how certain discipline practices contribute to racial
disparity and discriminatory behaviors, especially for student of color and students with disabilities (U.S.
Department of Education, 2014). The guidance of this administration was later rescinded during the
presidency of Donald Trump in 2018 (U.S. Department of Justice, 2018). Withdrawal of former school
discipline policy was introduced to school districts in a Dear Colleague Letter, written by the U.S.
Department of Justice and the U.S. Department of Education (U.S. Department of Justice, 2018). The
Trump Administration felt that the previous guidance made schools less safe although it did not have
investigative research to support its claim (U.S. Department of Justice, 2018).
According to the National Center for Education Statistics (2017), approximately 16 percent of
students in grades 9-12 indicated carrying a weapon with them at least once out of the previous 30 days
(prior to the survey) and about 4 percent reported bringing a weapon on campus (Musu-Gillette et al.,
2018). Additionally, 79 percent of public schools in the U.S. reported one or more incidents involving
violence, theft, or other crimes during the 2015-16 school year (Musu-Gillette et al., 2018).
Some of the more crucial offenses that occurred in schools have spurred policymakers to institute
sweeping fear-based legislation such as having armed guards on school campuses or newly added
monthly active threat practice drills, or locked campuses that are activated by the touch of a button
(Musu-Gillette et al., 2018). The Gun Free Schools Act of 1994 serves as an example of a zero-tolerance
policy, mandating a one-year calendar expulsion for students in possession of a firearm, constituting a
referral to law enforcement which places the accused in the criminal justice system (Skiba, 2000). The
3

Gun Free Act was later modified by the Jeffords Amendment to include language to clarify that any
instrument used as a weapon, not just a firearm (Skiba, 2000).
As a result of some of the more egregious behaviors seen in schools, the Coach Aaron Feis
Guardian Program (founded through the Marjory Stoneman Douglas High School Public Safety Act)
recommends for school districts in Florida to employ trained security personnel for rapid response in
cases of school shootings. School security/Guardians act as a deterrent to aid in preventing an active
threat on a school campus (FLDOE, Guardian Program, 2020). School Guardians receive training from
local sheriff departments. Currently, there are 42 school districts in Florida participating in the Guardian
Program (FLDOE, Guardian Program, 2020). According to Musu-Gillette et al. (2017), 54 percent of
students ages 12-18 reported the presence of security guards or police at their schools. This percentage
increased to 70 percent in the year 2015 (Musu-Gillette et al., 2018). These officers/school guardians are
permitted to carry a concealed weapon on campus.
However, schools continue to seek alternative discipline practices in classrooms to establish
community and strengthen relationships. Restorative justice (RJ) in schools is the anthesis of traditional
methods of student discipline. Many school districts borrowed the restorative justice theory from the
judicial system as an alternative approach to student discipline. Schools implement RJ through what are
called restorative practices (RP) which is a developing social science that seeks to improve relationships
between people and the community (IIRP, 2020). RP-s are specifically designed and proven techniques to
help students develop empathy, take accountability, and repair broken relationships (IIRP, 2020).

RJ in schools that wish to establish a whole-system approach, the method of implementation or
delivery must be systematic and consistent throughout the school, including inside each classroom
(Morrison & Vaandering, 2012). The ideology of RJ in schools may be a new theory for many teachers,
used to respond or address concerns within school communities restoratively (Morrison & Vaandering,
2012). With the inclusion of RJ theory in educational policy, it is imperative to understand how teacher
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beliefs or attitude about these school reform efforts affect their actions or inactions regarding the transfer
of professional learning to the classroom (Imants & Van de Wal, 2020). Application is critical to success;
therefore, objectives of any program intervention must be clear to help teachers see the benefit in using
the program with students (Harris & Jones, 2019; Hill et al., 2007). However, implementation is not the
only key element in ensuring an intervention/program is successful. Although a program is implemented,
if it is not applied with fidelity, the program is subject to fail or be less effective, therefore, it is important
to make sure that programs are implemented as intended (Hill et al., 2007). How teachers conceptualize
RJ may depend on formal training and personal beliefs. If teachers have a better conceptualization of RJ
practices, they can implement the program as intended (Garnett et al., 2019).

Teacher agency is critical to program implementation and sustainability of any RJ program in
schools (Garnett et al., 2019). Eteläpelto et al. (2013) state “professional agency is practiced when
teachers and/or communities in schools influence, make choices, and take stances in ways that affect their
work and their professional identity” (p. 61). This belief suggests that the work of others, independent or
collaborative, has a role in decision-making and actions they take that demonstrate a commitment to
initiatives to reach a specific goal, which may produce sustainable outcomes.

Intervention fidelity refers to the match between an intervention as it was intended to be delivered
and the intervention as it is delivered in real-world circumstances (Hill et al., 2007). Hill et al. (2007)
refer to the content embedded within evidence-based programs, stating that it is developed using explicit
theory that has been tested throughout multiple studies. As a result of testing, the program can be
improved. The foundational theory used in the developed content within the program is directly linked to
implementation that produces program results. Program developers include specific content with hopes of
achieving targeted or specific results, which eliminates the prospect of deviation. In fact, a simple
deviation or adaptation may change the trajectory of the program or manufacture unintended
ramifications (Hill et al., 2007). For example, if a program intended for a specific population is replicated
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or delivered with a different population other than originally designed, the effects may differ, decreasing
program effectiveness.

Statement of the Problem

Discipline disparities are widespread in school discipline, making it difficult to narrow or close
the discipline gap (U.S. Department of Education, 2014; U.S. Department of Justice, 2018). Many school
systems at one point in time preferred traditional consequences that can be viewed in some regard as
punitive or vengeance-based to control student behavior, which resulted in harsher punishments including
discipline responses that are exclusionary in which students are removed from class or school (Kline,
2016; Morrison & Vaandering, 2012). The problem with traditional methods of discipline is that they do
not consider the student or focus on identifying functions of behavior (escape from a task, attention,
sensory stimulation, or access to something they want) (Morrison & Vaandering, 2012). Traditional
consequences do not provide opportunities for students to learn about the behavior, fostering limited
opportunity for students to develop new coping skills (Kline, 2016).

There is mounting pressure to identify solutions to reduce disciplinary practices that push
students away from school, leaving most to withdraw, not participate, devalue education, or not reap the
benefits of schooling (Hawkins et al., 2004). There is also widespread attention and monitoring of the
number of students receiving school suspensions or expulsion as well as the number of times
suspension/expulsion is used as a disciplinary response (U.S. Department of Education, 2014).
Exclusionary consequences impact student attendance, wealth gap, healthcare, and graduation rates and
many other effects (Gregory et al., 2010; Hawkins et al., 2004; Valencia, 2008).

Moreover, novice teachers may struggle with classroom discipline, resulting in lower teacher
attrition rates (leaving schools, transferring to different school districts, or departing from the education
profession altogether), (Kamrath & Bradford, 2020). Often, school districts prioritize research or
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evidence-based measures or evaluation over the use of teacher perceptions of curricula, student
achievement, learning modalities, programs, policies, or initiatives that directly impact working
conditions or their ability to teach. When the perspectives of teachers are absent from RJ research
literature in schools or qualitative studies concerning school discipline, policies and legislation may be
imposed that are detrimental to the well-being of students, ultimately impacting teaching and learning.

Purpose of the Study
Restorative Justice (RJ) is an emerging development in education. The research on this topic
continues to become increasingly popular in schools, serving as an alternative approach to traditional
school discipline. Although there is existing research on the topic of RJ in schools in regard to programs,
interventions, or practices, a limited amount of research focuses on teacher perceptions and their personal
experiences as it pertains to implementing RJ in the classroom environment. Teacher perspectives can be
used to influence educational reform and practice by helping to determine additional supports needed for
sustainability. This study attempted to understand how teachers developed an understanding for RJ and
how they implement it in class. Moreover, this study illuminates the perceptions of teachers in regard to
the effectiveness of RJ in handling disciplinary issues. This study contributes to the research through the
amplification of the teacher perspectives, who are ultimately charged with the responsibility to implement
RJ to manage the learning environment.
Research questions:
1. How did teachers come to understand restorative justice?
2. How do teachers implement restorative practices in the classroom?
3. How do teachers perceive the effectiveness of restorative practices in their schools?
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Rationale for the Study
For my research, I chose to focus on the teachers’ perspectives in efforts to understand their
views on the use of RJ practices. After conducting a review of the literature, I realized that most of the
literature does not present a critical perspective of teacher viewpoints regarding RJ theory and practice.
As a critical consumer of research, I noticed that in some studies, the research focused on schoolwide
effects of RP that related to transformation of school culture. Furthermore, there is not an abundance of
research that speaks to the conceptual understanding of RJ that teachers possess even though it impacts
their ability to deliver RJ practices. I believe knowledge of RJ is critical for teachers as the theory and
practice can be defined differently by individual teachers. Without consensus around the definition of RJ
and the practices that follow, aligned implementation becomes unachievable. Additionally, program
fidelity is critical for measuring program outcomes. Fidelity of implementation increases effectiveness of
the program or intervention. My study contributes to research literature by illuminating the educator point
of view regarding RJ implementation.
Epistemology Informing the Research
Epistemological Constructivism is a research paradigm perspective that stipulates that we
construct our own knowledge and realities based on human interaction within the social environment, in
which reality can be perceived as subjective (Creswell & Poth, 2018; Grbich, 2013; Miles et al., 2014).
As a researcher, I believe we learn about our world from our experiences with each other. We construct
meaning or reality based on prior knowledge and experiences, which make it possible for multiple
realities to exist. I believe we learn through experiencing situations, events, or through interactions within
the natural environment, including interactions with others. Moreover, learning is constructed when we
reflect to make sense of our experiences. As we encounter new information, we align it with past
experiences or prior knowledge, we then determine whether to accept or reject the new knowledge based
on previous experiences (Creswell & Poth, 2018; Grbich, 2013; Miles et al., 2014).
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My positionality with the use of the constructivist paradigm influences my research study in
many ways that extend from how I constructed the research questions to how I will select participants for
this research study. Additionally, I believe teacher perspectives matter in understanding this topic of my
research. Their experiences can help inform future research.
Background: Personal Perspective
I made the conscientious decision to study RJ in schools as it one of the first evidence-based
approaches implemented in schools that considers the needs of not only the victim but also the accused
and offers a community-based approach to resolving conflict. RP offers such a well-rounded approach
that involves all stakeholders, requiring a collective effort. The practices help mediate problematic
situations and give children and adults tools and language needed to resolve conflict. It is a framework
focused on behavior; not the student, which is considerate of the feelings of children by avoiding labels
that can be forever-lasting. Behavior should not limit a child’s potential, nor should it label them;
however, it should seek to match students with resources to meet their individual needs. RP is aimed at
the behavior and how the troublesome behavior affects others, in which previous discipline models do not
provide such opportunities. In education, a shift in mindset is well overdue. Educators should not
continue using the same forms of punitive punishment and expect different result. We must realize how
consequences affect other domains in a child’s life.
I foresee RP bringing us one step closer to achieving equity in the school setting, which is
something I feel must be embraced by all educators. I envision RP transcending into adulthood for
students in a positive way, namely, learning how to communicate, problem solve, forgive, empathize,
right wrongs, and work collaboratively.
Theoretical Framework
Restorative Justice Theory (RJ) is defined as a “process to involve, to the extent possible, those
who have a stake in a specific offense to collectively identify and address harms, needs, and obligations in
9

order to heal and put things as right as possible” (Zehr, 2002, p. 39.). Howard Zehr (2002), considered the
pioneer of restorative justice, provides a three-pillar sequential framework that includes harm and needs,
obligations, and engagement. Use of RJ is directly linked to the judicial system (Zehr, 2002). RJ provides
a different approach from retributive or authoritative punishments for criminal offenses (Zehr, 2002). RJ
is becoming widespread in school systems to reform discipline practices that are often prescriptive such
as zero-tolerance policies intended for major incidents, however, are often utilized for minor infractions.
IIRP (2020) argues that RJ theory can be explained using three conceptual structures that include Social
Discipline Window, Stakeholder Roles, and Restorative Practices Typology (McCold, 1996, 2000;
McCold, 2000; McCold & Watchel, 2002; Watchtel, 1997, 2000; Watchel & McCold, 2000;).
The Social Discipline Window supports restorative practices and offers a two-column continuum
(control and support). Buckmaster (2016) defines control as having the influence over the individual or
situation, the more control the teacher has is a direct correlation with how much the teacher is able to
restrain the student and influence outcomes. Understanding teacher expectations for each student
influences where the teacher is on the control spectrum (Buckmaster, 2016). Support is defined by the
provisions to an individual to aid in their ultimate flourishing and fulfillment of potential (Buckmaster,
2016). High support equates to significant amounts of reactivity to student requirements along with
authentic and appropriate responses to students’ academic, social, and emotional needs (Buckmaster,
2016).
Furthermore, stakeholder roles are an integral principle of RJ theory. McCold (1996) suggests
that an offender (accused) does not bear the injury of a crime alone, placing responsibility and
accountability on all parties that include the offender, victim, and the community to assisting in resolution
and prevention. Restorative Practice Typology refers to the importance of the victim, offenders, and
community, defining their individual participatory roles in repairing harm (IIRP, 2020).
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Research Design
This study used qualitative research methodology to collect teacher perceptions who implement
RJ in schools. The study used semi-structured one-on-one interviews and document review for data
collection to answer the research questions. Document review included classroom referral data, school
staff handbook, district handbook, and RP training resources. Teachers were solicited through the use of a
participant recruitment letter for participation in this study. Seven racially diverse elementary level
teachers were selected for participation in this study using purposive homogenous sampling. To aid in
organizing and data analysis, I used MAXQDA computer-assisted technology software program, which is
used for organizing qualitative or mixed methods research. This software was used to store, organize, and
code interview transcripts. I used qualitative coding to analyze the data to look for emerging themes. In
addition, I used poetic analysis as a second method of data analysis. This kind of analysis comes in form
of Found Poems that serve to bring the reader as close to the problem or experience.
Significance of Study
Methods or practices concerning student discipline sanctions in schools continue to be a staple in
discussions surrounding education. Punitive discipline is intentionally being targeted for its impact in the
prevention of students from receiving an adequate education. School discipline is linked to educator
practices that seek to control students in less nurturing environments, also effecting graduation rates,
promoting racialized discrimination, increasing achievement and discipline gaps, attendance, and
incarnation rates (school-to-prison pipeline) (Valencia, 2008).
On a national level, school suspension rates continued to spike until school districts began using
alternative methods to discipline students. With the increase in suspension rates, it forced the federal U.S.
Department of Education to investigate both suspension and expulsion practices schools were
implementing (U.S. Department of Education, 2014). The U.S. Department of Education noticed
disproportionality in discipline data, racial disparities, and discipline practices applied toward students
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with disabilities (U.S. Department of Education, 2014). The U.S. Department of Education enforced
policies, popularly known as the Dear Colleague Letter that was released in year 2014, requiring states
and school districts to endorse alternative disciplinary practices (Camacho et al., 2020). The legislation
offered formal guidance to states and school districts regarding best practice measures to reduce student
discipline, specifically suspension and expulsion. After receiving federal guidance, it initially resulted in
at least 19 states instituting discipline reform policies (Camacho et al., 2020). Federal legislation aimed to
protect students against civil rights violations and discipline (Camacho et al., 2020).
According to Gregory et al. (2010), suspension has its harmful effects on children’s academic
futures. The researchers found that students who are suspended from school are less bonded to school, are
less invested in school rules and consequences, and less motivated to achieve academic success (Gregory
et al., 2010). Hawkins et al. (2004) explicated that school bonding reduces risks of delinquency, which
urges a greater need for students to be in school with a sense of attachment to the school.
Limitations
This qualitative study uses a small sampling size of seven participants from the same school. Due
to the limited number of teachers used in the study, other teachers who implement RJ practices may have
different perspectives. Moreover, the study was conducted at one school, therefore the scope of the results
does not go beyond the participating school. Additionally, I am currently a school administrator in the
school district where the study was conducted, which may have affected teachers’ ability to speak
candidly and honestly during the interview. Building trust and confidentiality from the onset with
participants helped them find comfort in participating in my study. With all participants, I shared my
experiences with teaching and managing discipline. We were able to connect through shared experiences.
I also encouraged participants to speak candidly without fear of repercussion and that participation in
study is confidential and completely voluntary. Further, although I was previously a school leader at the
school site more than 7 years ago, I am no longer affiliated with the school in any capacity; however, I am
aware of the needs and challenges faced at the school site.
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Delimitations
This study took place at the elementary level only. The study engaged teachers working in
elementary schools only. Participants in this study are teachers, most specifically, elementary teachers.
Perceptions from school administrators, students, or parents were not sought, therefore are excluded from
this study.
Definition of terms
For the purpose of this study, the following definitions are used:
•

Restorative Justice is a process to involve to the extent possible, those who have a stake in a
specific offense to collectively identify and address harms, needs and obligations in order to heal
and put things as right as possible (Zehr, 2002).

•

Restorative Justice in the school context: An approach to discipline that engages all parties in a
balanced practice that brings together all people impacted by an issue or behavior. It allows
students, teachers, families, schools, and communities to resolve conflict, promote academic
achievement, and address school safety (Gonzalez, 2012).

•

Restorative Practice: A social science that studies how to build social capital and achieve social
discipline through participatory learning and decision making. IIRP’s definition of restorative
practice also includes the use of informal and formal processes that precede wrongdoing, those
that proactively build relationships and a sense of community to prevent conflict and wrongdoing
(IIRP, 2020).

•

Social-emotional learning: The process through which children and adults understand and
manage emotions, set and achieve positive goals, feel and show empathy for others, establish and
maintain positive relationships, and make responsible decisions (CASEL, 2020).

•

Teacher agency: The capacity to exercise control over the nature and quality to one’s life
(Bandura, 2001).
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•

Zero-tolerance policies: A term borrowed from the anti-drug laws in the 1980’s that implied
uniformly harsh consequences for specific behaviors (Lustick, 2017).

Summary
Restorative Justice implementation in schools seems promising in improving student discipline
practices. Many school districts are abandoning traditional disciplinary measures such as suspension and
expulsion and seeking alternatives that avoid excluding children from school. Research has shown the
detrimental effects of exclusionary consequences have on student achievement. RJ is one alternative
approach that is gaining attention in education for its ability to build community, develop empathy in
students, and strengthening relationships. This study focused on teacher perspectives of implementing RJ
and their beliefs about the effectiveness of RJ as a practice. Chapter 2 will review the literature regarding
traditional discipline methods and present RJ theory and practice.
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Chapter 2
Literature Review
Overview
The review of literature in this section examines and synthesizes research on restorative justice
implementation in schools. This chapter is rooted in the exploration of both the theory of RJ theory and
practice, which helped design the research questions and methodology used in my study. This section
presents research regarding the evolution of RJ, specifically examining the transition from primary use in
the field of criminal justice to the education system. Furthermore, I present research information that will
examine the impact of restorative justice in schools which demonstrate how RJ practices in some schools
is redefining school disciplinary practices and serving as an alternative to student discipline. The chapter
concludes with a summarization of the literature and implications for districts and school leaders.
Traditional Approaches to School Discipline
Rudolf Dreikurs, Austrian psychiatrist and educational philosopher established a classroom
discipline model in the 1950’s that was built on Alfred Adler’s social theory (Maag, 2012). Adler’s theory
operated on the premises that humans are social beings and motivated by belonging, there is purpose
behind the behavior, humans are decision-making organisms, and that person’s reality is often skewed,
based on perception, which can be mistaken and biased (Maag, 2012). Dreikurs believed that students are
motivated by the desire for social acceptance, which gave credence to their behavior (Maag, 2012). He
did not believe in punishment, in which he viewed as a teacher’s revenge against students, he preferred a
different approach that included both logical and natural consequences (Maag, 2012). According to the
viewpoint of Dreikurs, an example of a logical consequence may involve a scenario in which a student
15

misused classroom material/objects, therefore, the student can no longer use the materials until him/her
demonstrates understanding of how to properly use class materials (Maag, 2012). On the contrary, a
student who is leaning backwards in a chair and falls, Dreikurs considered this to be what he called a
natural consequence (Maag, 2012). Dreikurs also did not believe in rewarding and praising students;
however, he did have a profound belief in encouragement, in which effort is held at the highest level than
praise that focuses on achievement (Maag, 2012). The Dreikurs model had four main goals which
included attention getting, contest for power, seeking revenge, and displaying inadequacy (Maag, 2012).
Dreikurs’s behavior management model was used in education for years. Dreikurs argues for discipline
through democracy in classrooms, however, his model supports power and control that rest with the
teacher (Maag, 2012). It pushes the idea of social control, in which students must conform or comply with
what the teachers feels is necessary (Maag, 2012).
The Assertive Discipline Model was established in 1976 by Lee and Marlene Canter. The model
is widely known as the Canter Assertive Discipline, which many schools during the time period adopted
as their new approach to discipline (McIntyre, 2011). The model emphasized the idea of what
assertiveness (not aggressive) looks like in the classroom when implemented with teachers. It focused
primarily on teachers taking back ownership of the learning environment from students. The Canter
model wants teachers to leverage their assertiveness by becoming firm and exuding confidence in their
interactions with students (McIntyre, 2011). With the assertive model, accountability was met through
choice opportunities that were communicated by the teacher to students in a straight-forward or direct
manner.
Using the assertive model required teachers to be better equipped to manage the learning
environment by demonstrating the need for professional development. This model suggests for teachers to
development systematic discipline plans that clearly state at least five classroom rules and a reward
system. The discipline plan must include language that explicitly state consequences for students who
choose to misbehave (McIntyre, 2011). The behavior management approach included multiple use of
16

student timeout to correct the behavior. Using timeout does not teach the student what they did wrong and
what are appropriate solutions to use in the future. It fails to discuss the “why” or “what” happened that
caused the behavior, which are integral pieces of effective problem, that focuses on prevention (McIntyre,
2011). In conferencing with a student after an incident, teachers were encouraged to teach through
modeling the desired behaviors they wanted their students to exhibit. After speaking with the student, a
consequence for the behavior is issued by the teacher. Elements of the Canter Assertive Discipline model
is still practiced in schools (McIntyre, 2011).
In the early 1990’s Positive Behavioral Interventions and Supports (PBIS) emerged, causing
schools to quickly adopt this new approach to managing school culture and climate. PBIS is widely used
in many schools today. It is an evidence-based three-tiered framework which uses the following pillars,
Systems, Data, and Practices (PBIS, 2019). PBIS addresses student behavior through system change
(PBIS, 2019). Research has proven PBIS to decrease exclusionary discipline practices. In the PBIS
framework, System is defined as the implementation of interventions and sustainability. Interventions are
driven by data, which is used to select appropriate interventions or supports, monitor, evaluate outcomes,
practices, and systems across tiers (PBIS, 2019). Data is used in effective decision-making. The last pillar
(Practices) describe strategies schools will use or implement to reach their goals. Moreover, the threetiers equal the outcomes, which are the achievements made by schools that are backed by data, systems,
and practices (PBIS, 2019)
PBIS provides an additional tiered model used by school leadership teams to support PBIS
initiatives and evaluate progress of interventions and supports available within the schools. Most popular
is the three-level pyramid (Tier 1, Tier 2, Tier 3). At Tier 1, universal level, focuses on school culture,
professional development for staff, and includes the entire student population (PBIS, 2019). All students
receive the same interventions and supports. Tier 2 is specifically used for a small percentage of students
from the overall student population (PBIS, 2019). Tier 2 is the home of targeted prevention through
effective use of intervention and supports. It is where students receive intervention to meet their
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individual needs. Lastly, Tier 3 is primarily for fewer students who need a more intensive intervention to
be success at school, which may include students with disabilities, emotional and behavioral disorders
(PBIS, 2019). It is important to note, data is collected at each tier level, which informs decision-making
regarding whether to advance the student to the next tier. The goal of PBIS is to have more students at the
Tier 1 level (PBIS, 2019). For students in Tier 2 or 3, the goal would be to get them back to Tier 1, which
would mean that the intervention(s) worked, and intervention may be reduced or removed.
Zero Tolerance Policies
Throughout the nation, violent crimes have plagued schools, which forced politicians and the
general public to the establish zero-tolerance policies (Dinkmeyer & Dreikurs, 2000). Violent crimes
include bringing guns, weapons, or drugs to school. Guns serve no purpose in schools other than to scare
or intent to harm others (Dinkmeyer & Dreikurs, 2000). Dinkmeyer and Dreikurs (2000) suggest zerotolerance policies are authoritarian, leading to dramatic misuse, resulting in students being expelled for
infractions such as door-handling on their notebooks or wearing the “wrong type” of clothing. Zerotolerance policies were examined for effectiveness and findings show these policies do more harm than
good by elevating the risk of future delinquency within schools and communities (Foney & Cunningham,
2002; Nichols, 2004; Schiraldi & Zeidenbery, 2001). Gregory and Mosely (2004) argue that the use of
zero tolerance policies widen the racial discipline gap in which targets the disproportionate use of
suspension and expulsion for black and Latinx students. Zero-tolerance policies are closely connected to
the increase in incarnation of students and referrals to the juvenile justice system (Beger, 2002; Fabelo et
al., 2011). Proponents for RJ believe that offenses are teachable moments and offenders are given the
opportunity to learn from their wrongdoing and work to repair harm; however, zero-tolerance policies do
not offer strategies or services to teach and promote appropriate school behavior; however, they do
increase the chances of the unwanted behavior occurring again (Gardella, 2015; Lustick, 2017; Morrison
& Vaandering, 2012).
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History of Restorative Justice
RJ originally developed in the 1970’s from case experiments in Mennonite communities, with
hopes of making an impact on the criminal justice system through the application of their religious beliefs
and peace perspectives (Zehr, 2002). RJ has early roots in Ontario, Canada, Indiana, and the U.S., which
resulted in the establishment of Restorative Justice Theory, in which Howard Zehr is credited as the first
to develop the RJ theory. The practices of RJ date back to ancient and indigenous Western and nonWestern cultures including, Native American, First Nation Canadian, African, Asian, Celtic, Hebrew,
Arab, and more (International Institute for Restorative Practices, 2020). Although a newly adopted
modern approach to North America, it was used to improve how justice is experienced by victims,
offenders, and the community, and to redress the many inequalities in the field of justice (Kehoe et al.,
2018). RJ has previous ties to cultural and religious traditions from Native people of North America and
New Zealand. Zehr (2002), highlights the fact that RJ is as old as human history.
Howard Zehr suggested that educators should focus attention on harm done instead of rules
broken, which will keep the people affected at the center (Kehoe et al., 2018; Umbreit et al., 2011). Zehr
provided a framework for examining repair that includes three aspect that must be acknowledged in order
for harm to be repaired which include, (1) harm done and the resulting needs, (2) obligations arising from
the incident, and (3) engagement with one another (Vaandering, 2013). Relational theory is closely
related to the Zehr’s theory of practice. The basis of relational theory suggests that people are relational
and connected to one another and recognize that when respect, concern, and dignity are apparent and
given individually or collectively, the well-being of all people is nurtured (Vaandering, 2013).
Restorative Practice
Restorative practice has three core principles that include repairing harm, reducing risks, and
empowering community (Pavelka, 2013). As previously stated, repairing harm is one of the core
principles of restorative practices. This principle allows for the relationship between the accused and
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victim to be repaired in hopes of reaching reconciliation. The accused is held accountable for their actions
and given a chance to hear from victims or others involved regarding how they were impacted. Reducing
recidivism is another principle of RP that targets prevention of future incidents (Pavelka, 2013). Zehr
supports the idea that when the accused understands how their behavior impacted others, they are less
likely to commit the same infraction (reducing risks). The last core principle is empowering community.
This principle understands the importance of engaging the school community to improve school culture
and restorative responses. Students are engaged throughout the process (Pavelka, 2013).
Social Discipline Window
The Social Discipline Window is a theory-based framework to support restorative practices and
offers a two-column continuum (control and support). Buckmaster (2016), defines control as having the
influence over the individual or situation, the more control the teacher has is a direct correlation with how
much the teacher is able to restrain the student and influence outcomes. Knowing the teacher expectations
for each student influences where the teacher is placed on the control spectrum (Buckmaster, 2016).
Support is defined by the provisions to an individual to aid in their ultimate flourishing and fulfillment of
potential (Buckmaster, 2016). High support equates to significant amounts of reactivity to student
requirements along with authentic and appropriate responses to students’ academic, social, and emotional
needs (Buckmaster, 2016).
Existing Restorative Practice Research
A national two-year pilot study on RP was funded by the Scottish government in 2004
(McCluskey et al., 2008). The study used qualitative methods which included the use of surveys,
interviews, and pre and post assessments (McCluskey et al., 2008). 18 schools participated in the study
(10 secondary, 7 elementary, and another characterized as a moderate learning disability school). The
study findings were similar between the primary and secondary schools. Participating schools found
restorative practices complemented other social skill programs in place (McCluskey et al., 2008). The
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findings indicated a positive change in the culture of the schools, specifically an increase in the use of
restorative language by staff and students (McCluskey et al., 2008). Interviews with school-based staff
attributed a calmness throughout their school to the implementation of the RP (McCluskey et al., 2008).
Students reported having a positive experience with RP implementation at their schools (McCluskey et
al., 2008). The findings also include a decrease in discipline referral data, out-of-school referrals and an
increase in more students utilizing conflict resolution strategies (McCluskey et al., 2008). This study was
conducted in the UK, therefore implications for schools in the U.S are limited. Each participating school
was given autonomy to implement a restorative practice program based on the individual goals and needs,
therefore a standard criterion was not established, which makes it difficult to determine the effectiveness
of RP (McCluskey et al., 2008). Participating schools were not randomly selected. Some schools
volunteered to participate in the study, and some were directed to participate by the Local Authority
Agency (McCluskey et al., 2008). The sample size in this study limits generalizing the results as the
schools involved are not representative of the all schools within the region. The findings do not discuss or
analyze how teachers developed a conceptual understanding of restorative practice. Moreover, the way in
which teachers implement RP-s in a classroom environment was not discussed or analyzed. Additionally,
there is a small number of teachers who participated in this study, which could result in other teachers
who implement RP-s to have different perspectives on the effectiveness.
In New Zealand, a 3-year RP study was conducted in 2009 at a high school (Kaveney & Drewery,
2011). The major goal of the study was for teachers to learn respectful ways of speaking to their students
by using restorative questioning techniques with an emphasis on class meetings (Kaveney & Drewery,
2011). Semi-structured interviews were conducted with teachers to explore their perceptions of
implementing class meetings and the overall structured processes for conducting class meetings (Kaveney
& Drewery, 2011). Participants were determined based on completion of 4 or more class meetings with
the same group. Nine out of 41 teachers were selected for participation. Of the nine, three were excluded
due to not meeting the requirement of participating in class meetings with the same group. 2 of the 9
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withdrew participation in the study, citing end of the school year tasks. In the end, four teachers were left
to participate in the semi-structured interviews (Kaveney & Drewery, 2011). Researchers found teachers
reported having a newfound awareness of the social needs of their students and that they learned more
about their students beyond academics (Kaveney & Drewery, 2011). Teachers reported an improved
sense of well-being and that teaching seemed to be easier (Kaveney & Drewery, 2011). Researchers
found that frequent class meetings were beneficial, learning environments improved, and the quality of
student work improved (Kaveney & Drewery, 2011).
This study focuses on one school (high school), which means the results or perceptions may
differ if the study involved more schools or if it included more schools at the elementary or middle school
level. The study only focuses primarily on one restorative practice (class meetings), which would be a
stretch to determine the effectiveness of RP’s. The sample size (4 teachers) is not enough for generalizing
the effectiveness of RP if implemented in other schools. Teachers at other schools may have different
experiences and perceptions of restorative practices. Lastly, student interviews were not a part of the
research design, which would add value to the study.
A research study using mixed methods was conducted in Porto Alegre, RS (Brazil). The study
used questionnaires, focus groups, and observational data, and interviews. Questionnaires concerning
bullying and the use of restorative circles were distributed to 113 elementary students, 45 students in high
school, and 242 teachers (Grossi & dos Santos, 2012). Researchers found 95 percent of teachers who
participated in the questionnaire answered that discussions to address conflict in schools are important
(Grossi & dos Santos, 2012). The results revealed that teachers who received RP training were able to
introduce principles of RP (honesty, respect) into their classrooms. Also, the findings indicate that
teachers were encouraged to use restorative methodology in their classrooms such as demonstrating
empathy, emphatic listening, and non-judgement ((Grossi & dos Santos, 2012). Moreover, when asked
about motivating factors to student aggression, 79 percent of teachers implied the personality of the
student as determining factors. According to the study, 33.8 percent of teachers cited racism and
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intolerance, and 38 percent selected social status as reasons for student aggression (Grossi & dos Santos,
2012).
One limitation of the study was sampling. A total of 113 elementary received the questionnaire;
however, only 4 schools were randomly selected for this study. In quantitative research, this would be
considered a small study, which impact the generalizability of the results. Additionally, some schools had
lower teacher participation rates for the questionnaire, which might indicate that the teacher responses are
not representative of the entire teaching staff at a particular school or district. Additionally, the study fails
to distinguish or identify the number of teachers who received professional development training in
conducting restorative circles. Furthermore, the questionnaire seems to focus more on bullying rather than
RP circles. Finally, the findings do not specify whether implementation of RP circles was a requirement
for teacher participation in the questionnaire and additional information in needed to evaluate the
effectiveness of the RP used (restorative circles).
An exploratory study was conducted using four schools (two elementary, one middle, and on high
school) focused on implementation and the impact of RP’s. This research study is situated in a larger
study. Participating schools were located geographically in an urban school district, predominately
African American with one-third White, and slightly 10 percent or more of other races (Wang & Lee,
2019). The district experienced issues involving physical aggression, bullying, poor treatment of adults,
and increased suspension rates (Wang & Lee, 2019). The district’s mission was to implement a program
to repair harm, restore relationships, and prevent the use of exclusionary practices (Wang & Lee, 2019).
Selected schools implemented a restorative framework developed by the International Institute of
Restorative Practices called SafeSanerSchools Whole Change Model (Wang & Lee, 2019). For this study,
the four case study schools focused on responsive circles (Wang & Lee, 2019).
Case study schools involved in this study had to undergo a two-day training, facilitated by RP
trainers. Almost 70 percent of staff attended the training. The research design included a mixed-methods,
multiple case study, with a sampling size of four schools. Participation was based on principal and
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researcher interest (Wang & Lee, 2019). The design involved the use of observations, field notes, RPObserve tool to rate the responsive circles, descriptive statistics, and teacher interviews (Wang & Lee,
2019). The observational data from this study revealed that most educators who participated found
responsive circles useful in addressing conflict and beneficial in improve relationships between student-to
student and students to adults (Wang & Lee, 2019). On average (5.02) students indicated that the topics
were relevant to the discussion during the responsive circles. Questions related to Respect and
Responsiveness between students and adults scored an average of 5.00. The average score for Circle
Agreements was 4.86. Moreover, the results show low levels of focus and engagement, expression of
respect, empathy, and rapport with each other. Also, the findings indicate lower scores in student
ownership and student refusal to take risk in sharing personal content. Lastly, researchers found that
circles did not often display steps of problem-solving (Wang & Lee, 2019).
This study includes 4 urban area schools. The results may be different if more schools were
included. The results may differ if it included schools in various geographical locations. The study
emphasized the use of responsive circles; however, it is difficult to determine the effectiveness of RP
when the average scores from the results are in the low range. It is also difficult to make generalizations
regarding the effectiveness of the RP based on this study if multiple RP’s were excluded from the study.
Additionally, teacher participants are only sharing their perception of responsive circles, not RP as a
whole.
Acosta et al. (2019) conducted a two-year quantitative study in Maine to evaluate RP
interventions in middle schools. The study used various kinds of RP’s including affective statements and
different formal conferencing circles such as proactive circles, impromptu conferences, restorative
conferences and circles (Acosta et al., 2019). Using post survey data from 2, 771 middle school students
from 13 middle schools, researchers sought to evaluate the impact of restorative practice intervention on
the whole school environment. Participating schools were selected based on characteristics such as
demographic, academic, and discipline data (Acosta et al., 2019). Then, seven treatment schools were
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randomly selected from the 13 schools to receive restorative practice intervention. Students completed
the post survey using classroom computers. Survey questions reflected on school environment and teacher
behaviors. To measure school climate, researchers used the four scales from the Inventory of School
Climate (Acosta et al., 2019).
Researchers found that students in the control group schools experienced RP’s more than students
at the schools where RP intervention was implemented (Acosta et al., 2019). They also found increases in
the formation of positive relations with all school climates, school connectedness, peer attachment, and
social outcomes (Acosta et al., 2019). The findings show a decrease in reports of both physical and
cyberbullying (Acosta et al., 2019). Furthermore, based on the results, researchers were unable to
determine the profound impact of RP on whole school environments as hypothesized (Acosta et al.,
2019). In addition, the findings do not support or identify RP intervention as an effective program for
youth development. However, researchers were able to garner supportive evidence that RP intervention
when used with consistency, can yield positive results in reducing unwanted bullying behaviors through
the use of established bonds between students, staff, and school leaders (Acosta et al., 2019).
This study used self-reported data from students. There are disadvantages to using this kind of
data. This study experienced difficulty in measuring the extent of the intervention or tracking the use of
RP due to the frequency or impromptu use, which would help evaluate the effectiveness of the RP’s.
Interviews were not conducted with participating school staff or students, which could add value to the
study and perhaps create opportunities to probe deeper into survey question items. Lastly, the study
captured RP at the secondary level. The results may differ if elementary schools were included.
A two-year (2015-17) restorative justice longitudinal case study was conducted at two Middle
Schools (West River and Cherry Hill-pseudonyms). Commonalities between the schools included
students from low SES backgrounds and school discipline referral and out-of-school suspension rates
higher than average (Karanxha et al., 2020). At both schools, restorative justice programs were
implemented to improve school discipline. Methods used in the study included engagement in discussions
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with school leadership and teachers, participation in professional development, classroom observations,
and formal interviews with staff (Karanxha et al., 2020). Although it was determined that both schools
implemented their RJ differently, four themes emerged from the authors’ findings.
The first theme illuminates the critical impact of how organizational change can influence or
become a barrier to successful change reform. The first theme researchers found was a lack of
commitment by school leaders (Karanxha et al., 2020). Researchers also found that the absence of a clear
vision impacted effective implementation, which is the second theme. They noted the importance of
teachers being co-constructors of the vision and mission (Karanxha et al., 2020). Structures must in place
to allow time and space for teachers to engage in the work of RJ (Karanxha et al., 2020). Community
involvement was noted as a barrier to implementation. At both schools, the voices and connection
between the schools and families, community partners and leadership were non-existent (Karanxha et al.,
2020).
The third theme the researchers found is concerned with blaming others and deficit-based
thinking about how staff view students. For example, using students’ SES as a rationale for misbehavior
or the inability to control their emotions. Or, reasons why students are not successful in school is due to
lack of family engagement in school without considering school structures that may hinder students or
turning a blind eye to instructional practices or pedagogy. The researchers also found it challenging to
cultivate a growth mindset amongst staff to propel them toward a restorative mindset rather than punitive
approach to discipline (Karanxha et al., 2020).
Restorative Practices Commonly Referenced
Restorative Circles
Restorative circles are a component of restorative practice that teachers can implement in their
classroom to build a solid classroom culture. Students participate in circles to discuss various topics that
might include conversations regarding academics or address noncurricular issues (Smith et al., 2015).
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There are various kinds of informal circles that include sequential and non-sequential circles, fishbowls,
and inside-outside circles (Smith et al., 2015). Sequential circles provide opportunities for all students to
participate and answer a posed question(s) from the teacher. Sequential circles use more of a protocol or
process than non-sequential circles (Smith et al., 2015). When sequential circles are held, student chairs
are placed in a formation and an object is held by the person speaking and that person is the only one who
can speak; everyone else listens and remains quiet (Smith et al., 2015). Questions can be related to the
curriculum or other topics (Smith et al., 2015). Students are given the option to pass the object used for
speaking to the next person. Non-sequential circles allow time for in-depth student response as they
respond to each other (Smith et al., 2015). These circles can be used to address school-wide issues such as
expectations, upcoming events, and news (Smith et al., 2015). Fishbowls is a form of an informal circle
that requires students to pay attention and listen to each other (Smith et al., 2015). Students sit in a circle
formation. Only those invited to the inner circle are seated and discuss sensitive topics, while the
remaining students on the outer circle listen and take notes (Smith et al., 2015). At any point, a student
may leave the inner circle once they are done speaking (Smith et al., 2015).
Formal circles are used for large groups to address problematic behavior and involves the use of
three phases (Unwind, Rewind, and Windup) (Smith et al., 2015). Unwind is the first phase which works
towards calming the victim down and gives them an opportunity to explain what happened from their
perspective (Smith et al., 2015). The Rewind phase gives the offender a chance to process the situation
and understand how their actions affected others (Smith et al., 2015). At this stage, the goal is to instill
empathy and help the offender take responsibility for their behavior. Lastly, during the Windup phases,
witnesses can share their perspectives as to what happened and how the behavior affected them (Smith et
al., 2015).
Restorative Conferencing
Restorative Conferencing is designed to open a space for mediation to occur that involves
participation from the accused, victim, supports of both the accused and victim, school personnel
27

(McGrath, 2002). The conference is coordinated by trained school-based RP coordinator/coach. To
facilitate the conference, the RP coordinator uses a democratic process and formal script that is read to all
participants (McGrath, 2002). The RP coordinator is there to help everyone work through the issues by
understanding what happened and why. Scheduling and conference seating are the responsibility of the
RP coordinator. The order of the conversation usually begins with the accused and then the victim, and
lastly others affected by the incident (McGrath, 2002). As a result of restorative conferencing,
accountability is transferred to the accused, harm is acknowledged, and a space is opened for restoring
relationships (McGrath, 2002).
Restorative Class Meetings
Class meetings are a restorative practice that some schools are implementing to establish student
agency and connectedness. Some classrooms conduct morning meetings to discuss or engage in shared
decision-making, problem and solution, and to raise awareness (Smith et al., 2015). During class
meetings, the teacher’s role is the facilitator, which provides opportunities for everyone to be heard and
take ownership of their behavior. Before school dismissal, teachers might implement afternoon meetings
for daily reflection (“What did we do really well today? What areas will we work harder to improve
tomorrow?) (Smith et al., 2015).
Affective Statements
Thorsborne et al, (2013), declared affective statements a method to express feeling. Affective
statements use what are called ‘I’ statements. For example, during a conflict resolution meeting, a student
may state to the accused “I felt angry, when items were taken that belong to me.” This kind of approach is
non-threatening and non-blaming (Thorsborne et al., 2013). Using affective statements may prevent
situations/conflicts from becoming contentious (Thorsborne et al., 2013).

28

Community Service
Community service is designed to allow the accused to provide a service to the community to
make up for harm done, in lieu of a harsh punishment (IIRP, 2020). Providing a service to the community
has positive benefits for the accused regarding self-improvement and exhibiting responsibility. Students
may complete community service hours in which they complete tasks inside the school community or
participate in a community service program or project (IIRP, 2020).
Restorative Justice Implementation in Schools
Research studies conducted in Australia showed that restorative conferences did in fact improve
relationships among participants; however, the conferences did not make a tremendous impact on the
overall school community as hoped (McCluskey, 2010). Teacher testimonials from the study mentioned
how some students might control or abuse the conference as well as restorative practices (McCluskey,
2010). One of the teachers interviewed stated “I sometimes feel that some of them just use it to their
advantage and they know how to make their way out of a situation” (McCluskey, 2010, p. 23). There are
also concerns of power and control from teachers and staff. Teachers have the power to manipulate
incidents and overuse their power to control students (McCluskey, 2010). Additionally, restorative
practices go against zero-tolerance policies (Zehr, 2002). Schools are reluctant to fully implement
restorative practices because they do not want to be defenseless by abandoning assertive disciplinary
measures, especially when restorative practices have no effect on the behavior of some students, although
research from studies have shown that restorative practices lowers the need for punitive discipline
(MCluskey, 2010).
Implementation of restorative practice is a new concept for some schools, with many schools in
the U.S. at the beginning stages. There is not an abundance of research regarding the implementation of
restorative practices with fidelity. Guckenburg et al. (2015) argue that tools and methods are needed to
assess fidelity of implementation and that these tools are being developed and underway. Once these tools

29

are created, districts and researchers will be able to effectively monitor implementation and coach schools
that may need additional supports. Moreover, research from the WestEd Justice & Prevention Research
Center concluded from their research regarding school violence and safety, that school leaders who
embraced restorative practices, when they leave the school, often times restorative justice
practices/structures are no longer implemented (Guckenburg et al., 2015).
RAND Corporation conducted a study on restorative justice in Pittsburgh Public Schools district.
RAND evaluated the implementation, impact, and sustainability of a RP district initiative (Augustine et
al., 2018). This study included a restorative practice program, implemented by Pittsburgh Public Schools,
under the Pursing Equitable and Restorative Communities (PERC) initiative that began in 2013, lasting
four years (Augustine et al., 2018). RAND also conducted research regarding the sustainability of PERC
(Augustine et al., 2018). The research study provides survey data that engages the teacher perspective as
it relates to RP implementation, however, approximately 6 percent of the staff were surveyed, resulting in
inability to generalize teacher perception (Augustine et al., 2018). I believe teacher perspectives are an
integral piece to obtaining a whole-school RP approach. The voice of students is not addressed in the
study, which relied on the teachers who completed a survey to speak on behalf of students. The study
could have been better if the student voice was present as their support for the RP is needed for it to be
effective. Discipline referral data was not obtained, making it difficult to see types of infractions,
rationale, and discipline responses.
The study findings show the positive effect of implementing RP. The results reveal staff
demonstrated basic conceptual understanding of RP and frequently used RP as a response to misbehavior
(Augustine et al., 2018). Some of the commonly used RP’s used by the staff included affective
statements, proactive circles, impromptu conferences, and responsive circle (Augustine et al., 2018).
Additionally, 49 percent of those surveyed reported using affective statements often or always (Augustine
et al., 2018), and 69 percent reported using proactive circles often or always, and 44 percent indicated
using impromptu conferences or responsive circles often or always (Augustine et al., 2018). Moreover, on
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a yearly Teaching and Learning department conditions survey, school-based staff reported a positive
school-climate (Augustine et al., 2018). Suspension in the context of days decreased at PERC schools by
36 percent as opposed to non-PERC schools by 18 percent (Augustine et al., 2018). Findings show that
students were less likely to be suspended multiple times. At PERC schools, 13 percent of students were
suspended, however, at non-PERC schools, 15 percent of students were suspended (Augustine et al.,
2018). Racial disproportionate discipline regarding suspension decreased among African American and
White students (Augustine et al., 2018). The suspension rates for female also decreased (Augustine et al.,
2018). At the middle school level (Grades 6-8), the results were not as positive. In fact, PERC schools,
outcomes related to academics worsened as compared to non-PERC schools. Male students were
suspended more, included those with disabilities (Augustine et al., 2018).
Denver Public Schools partnered with a restorative practice organization that has a shared
mission to support establishment of restorative practice programs in schools (Anyon, 2016). The
organization has a coalition of support from racial justice groups, education, labor and community, all
working together to ensure and support full implementation of restorative practices in schools (Anyon,
2016). The project is called the Denver School-Based Restorative Practices Partnership (Anyon, 2016).
The major goals of the research project is to recognize schools for successful implementation of
restorative practices school-wide, and to use the findings from observations and experiences to identify
systems and strategies to support effective implementation at other schools with interest in using an
alternative approach to traditional discipline processes, by promoting and implementing restorative
practices at their school sites to establish sustainable and systematics change (Anyon, 2016).
Three participating schools were chosen based on several factors which included their diverse
student populations, long history of implementing restorative practices, wide ranges of grade level
involvement, anchored and willful staff, and school leaders who were devoted to solving equity issues
(Anyon, 2016). The school community which included students, teachers, families, and members of the
community were able to affirm that these three schools used restorative practices to improve school
31

culture (Anyon, 2016). All three schools increased academic performance and lowered their suspension
rates since the implementation of their restorative justice programs (Anyon, 2016). The Restorative
Practices Leadership Team who headed the project, also validated this to be true based on observational
data during school visits (Anyon, 2016).
Schools that participated in this research engaged in continuous professional development,
especially at the initial phases, which helped secure the staff foundation of better understanding of
restorative practices and responses to student misbehavior (Anyon, 2016). The professional learning
covered topics such as referral processes, discipline ladders or matrices, support services, and how the
program alignment to the Positive Behavioral Interventions & Supports Plan (Anyon, 2016). The schools
discussed structures that made the restorative justice program most successful their school sites. The
Restorative Practices Leadership Team was able to evaluate the effectiveness of the programs using
qualitative methods that included school visits, observations, and structured and unstructured interviews
(Anyon, 2016).
Restorative Practices in New York City Schools
A multi-case ethnography study was conducted in three small schools in New York City that
were all using restorative practices (Lustick, 2017). The purpose of the study was to uncover the
relationship between racial disproportionality in discipline and racial bias in the selected schools that
implement restorative justice practices (Lustick, 2017). The research uses hegemony framing, using the
terms “organic intellectuals” and “traditional intellectuals” to explain intent of implementation of
restorative practices, meaning is restorative practices used to assist marginalized groups by producing
equitable disciplinary outcomes or are efforts to use restorative practices simply to maintain the status
quo, relating to hegemony (Lustick, 2017). The three schools serve students predominantly Black or
African American with a majority White teaching staff (Lustick, 2017). The qualitative data collection
methods included classroom observations to determine how restorative practice was implemented with
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students, semi-structured interviews (students, teachers, and administrators), and document analysis
(Lustick, 2017).
The findings of the study found a consistent belief that consequences that exclude students is
necessary to maintain safe and healthy schools (Lustick, 2017). The restorative practice coordinators used
as training facilitators seem to be young, nonwhite, who are responsible for educating a white audience
about how to work with black and brown students (Lustick, 2017). The research explicates the effects of
zero tolerance policies that contribute to the “discipline gap” and the use of sequestration and surveillance
by the dominate group to remove students of color from school or from the mainstream, which increases
the amount of marginalized student groups staffed for special education services (Lustick, 2017).
Restorative Practices at Cole Middle School
A case study was completed at Cole Middle School, a school in the Oakland Unified School
District, located in West Oakland California (Sumner et al., 2011). Most students attending Cole Middle
are economically disadvantaged students of color (Sumner et al., 2011). Student demographics included
63 percent African American, 15 percent Hispanic/Latino, 13 percent Asian/Pacific Islander, 9 percent
multiple races or ethnicities, and zero percent White (Sumner et al., 2011). Additionally, 85 percent of the
student population received free or reduced meals (Sumner et al., 2011).
Traditional discipline approaches were used at Cole Middle, which lead to increases in infractions
and student suspensions (Sumner et al., 2011). The leadership team at Cole Middle decided to use a
restorative approach to student discipline, which involved partnering with a restorative justice
organization to develop a restorative justice pilot program at Cole Middle (Sumner et al., 2011). The
program came to fruition in 2005, lasting for 2 years until Cole Middle was closed due to a decrease in
student enrollment (Sumner et al., 2011). The purpose of the Cole Middle case study primarily focused on
contributing to the literature by defining the role of RJ in schools and preventive strategies to reduce the
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number of black and brown students suspended or expelled from school, in which could potentially place
them in the criminal justice field (Sumner et al., 2011).
The study uses qualitative methods that included open-ended interviews with staff, both school
and classroom observations, and a student questionnaire (Sumner et al., 2011). To prepare for RJ
implementation, teachers and staff at Cole Middle participated in RJ methodology professional
development (Sumner et al., 2011). Restorative circles were first used at Cole Middle, eventually moving
into community building exercises to build class culture (Sumner et al., 2011). Guidelines for
orchestrating restorative circles were established, which included the use of a talking piece during
restoratives circles, exhibiting respect, and showing empathy (Sumner et al., 2011).
The findings of the study included outcomes of the RJ program. For example, 83 percent of the
students at Cole Middle indicated on a questionnaire that RJ helped improve the culture at Cole. On the
same questionnaire, 83 percent of students reported RJ improved their problem-solving skills that reduced
acts of physical aggression (Sumner et al., 2011). 91 percent of students answered that RJ improved peer
relationships and 70 percent indicated that RJ had a positive impact on their relationship with teachers
(Sumner et al., 2011). Moreover, the study includes the teacher perspective of RJ; however, it does not
specify the amount or percentage of teachers who provided a reflection of the RJ program at Cole Middle
(Sumner et al., 2011). This is important to gauge staff engagement in the RJ program to better understand
their perception of the methodology of RJ and school-based implementation efforts. Student agency is
included in the study; however, the study fails to mention the number/percentage of students who
responded to the RJ questionnaire (Sumner et al., 2011). Also, this study does not determine the effect RJ
has on decreasing racial inequities in student discipline (Sumner et al., 2011).
The case study at Cole Middle offers recommendations such as the use of RJ principles to inform
practice for schools that wish to implement an RJ program (Sumner et al., 2011). The study emphasizes
the need for schools to clarify for staff activities or exercises that are either fully, partially, or nonrestorative to avoid misconceptions (Sumner et al., 2011). Effective RJ programs require student
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participation and voice. Schools must be open to the idea of allowing students to have a voice and to be
involved in decision-making. In addition, relationship continuity is an aspect of RJ programs, which
promotes the capitalization of previously formed relationships between teachers and students. Lastly, for
RJ to work, schools must first address with staff preconceptions they may have about students (Sumner et
al., 2011).
Restorative Justice at Five schools in NYC
Researchers conducted a multiple case study to evaluate schools in New York City (Sandwick,
2019). The purposes of the study were to determine what a RJ holistic approach would look like in the
school context as well as to determine strength and areas for improvement (Sandwick, 2019). The study
examined specific RJ practices schools used to improve school climate and ensure the safety of students
(Sandwick, 2019). In addition, a comparison of the participating schools would be produced to determine
effectiveness of implementation. There were five schools included in this study (one transfer high school,
2 high schools, one joint middle and high school, and one middle school) (Sandwick, 2019). To
participate in the study, selected schools had to meet specific criteria, which include a school featuring
grades 6-12, diversified student population that featured disparate subgroups (Black, Latinx, students with
disabilities, and eligibility for free or reduced lunch), documented use of RJ responses to discipline,
reduced suspension rates, and principal participation (Sandwick, 2019).
The study engaged many stakeholders including staff, students, and families. Using a mixture of
data collection methods, individual interviews were conducted, focus groups involving students and
families (Sandwick, 2019). Interviews were conducted with school-based staff responsible for decisionmaking and student services departments. There were 109 total interviews from both individual
interviews and focus groups (Sandwick, 2019). Across the five schools, 32 staff members were included
in the interview sample; however, the study does not differentiate how many were teachers (Sandwick,
2019).
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Included in the findings, it was observed that most of the schools used a multifaced approach to
implemented RP. A commonality among them was their ability to prioritize relationships with students
and the use of restorative responses to student misbehavior (Sandwick, 2019). Participating schools
utilized one-to-one student check-ins, restorative conversations, mediation, mentoring, varied levels of
community building strategies, circles, and counseling (Sandwick, 2019). Each school was diverse in
their approach to RJ implementation. For example, some schools preferred to focus on circles while
others chose to dedicate more attentions to mediation strategies (Sandwick, 2019). Moreover, data from
student and staff interviews indicate a common belief that their school used a holistic approach to RJ that
included wrap-around services and community building (Sandwick, 2019). Survey data revealed low
integration of RJ was an issue at one of the five schools (Sandwick, 2019). The data also showed that
some schools were not representative of consistent use of RJ, often resulting to the use of informal or
impromptu conversations with students (Sandwick, 2019). Also, all schools developed partnerships with
RJ organizations to help achieve their objectives (Sandwick, 2019). Lastly, most staff, students, families
praised the use of RJ and viewed it as the preferred method of discipline. Staff explicated that RJ was a
primary factor responsible for reducing suspensions and increases to student attendance (Sandwick,
2019). Conflict resolution and de-escalation tactics were deemed an integral piece of the RJ success in
their schools, along with a perception that RJ teaches empathy, builds relationships, and holds students
and staff accountable (Sandwick, 2019).
Overall, this study elicits staff perspectives. It is unknown the number to teachers who
participated in interviews or responded to surveys. The study is limited to secondary, in which my
research study focuses on elementary schools; however, this study has many of the resounding positives
for RJ implementation, such as the reduction in suspension, the value of relationships, and how RJ can be
used to produce safe and healthy school climates (Sandwick, 2019).
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Benefits of Restorative Justice
Restorative justice has produced positive outcomes that include reduced recidivism and higher
academic achievement (Payne & Welch, 2018). This alternative to punitive discipline has become one of
the preferred methods by theorists and those who advocate for improved discipline policies. The
fundamental goal of restorative justice is to fill the community with empathy and excitement and
minimize anger and humiliation that persists in most communities (Payne & Welch, 2018). Howard Zehr
is recognized as being the “grandfather” of RJ in schools. When asked about the benefits of RJ, Zehr
stated that RJ “moves school discipline away from offend, suspend, and reoffend, by instead engaging in
dialogue that helps people to understand why the incident occurred, how to resolve the conflict, and teach
alternatives to violence and aggression (Payne & Welch, 2018, p. 226).” RJ uses a social engagement
approach that believes in doing things with students rather than doing things to students. It moves away
from social control structures and policies. Using reconciliation conferences, the offender, victims and
others that may be involved in harm, have an opportunity to resolve and reconcile the harm that may have
occurred (Payne & Welch, 2018).
In the United States education system, the teaching population continues to become increasingly
led by white teachers; however, the population of students continues to grow more racially diverse
(Lewis, 2006). In most marginalized areas, schools in these regions are represented by mostly black and
brown students of color (Lewis, 2006). Research by Landsman & Lewis (2006) found that students of
color who attend schools led by predominately white educators, experience various challenges or
difficulties due to the to racial and cultural background divide that white students do not encounter.
Further, the U.S Department of Education reports that Black teachers represent approximately 8 percent
of the teaching force, compared to White teachers who represent close to 87 percent (U.S Department of
Education, 2004).
Black teachers are definitely needed in the U.S school system due to the ever-changing
population of students. The absence of Black teachers, leaves students of color without a teacher who is
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able to relate to their race, culture, and experiences (Lewis, 2006). A research report by the NCES (2019)
examines the benefits for minority students who have a teacher of the same race/ethnicity, which include
a positive impact on student attitudes, motivation, and increased achievement level outcomes than
nonminority teachers. Pang & Gibson (2001) states “Black educators are far more than physical role
models, and they bring diverse family histories, value, orientations, and experiences to students in the
classroom, attributes often not found in textbooks or viewpoints often omitted (p. 260-261). Crossing
cultural lines can be challenging for White teachers to achieve as it requires those teachers to learn more
about race and culture outside of their own and how it impacts learning. Siddle-Walker (1996) highlights
the fact that teachers must hold high expectations for all students, particularly students of color and not
exhibit pity based on circumstance; however, demonstrate empathy with their students and help them
mobilize and gain a sense of empowerment to assist their families and community.
The Achievement Gap between minority and white students is one of the most controversial and
talked about issues in public education. The No Child Left Behind law aimed to address the
disproportionate academic performance among subgroups of students, namely underserved black and
brown students as compared to whites (U.S Department of Education, 2004). The first line of the law
reads, “An Act: To close the achievement gap with accountability, flexibility, and choice, so that no child
is left behind (U.S Department of Education, 2004). The law references Title I of the 1965 Elementary
and Secondary Education Act, in which the goal states: “Closing the achievement gap between high-and
low performing children, especially between minority and nonminority students (Valencia, p. xii).” When
thinking about the academic achievement of students of color, specifically students of color who come
from families with low-socioeconomic status (SES) who have no choice but to attend schools that are
setup to fail within their area, the performance of these students is always compared to those of whites
(norm group). When making comparisons between the groups, it is important to understand that these
comparisons give off the false assumption that students of color intellectually cannot achieve at high
levels and are unmotivated to learn. Valencia (2015) states that “Such an approach to understanding the
average academic performance of students of color can lead to misdirection by and preoccupation of
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deficit thinkers that there is something about being a student of color that produces low performance (p.
xiii).”
Valencia (2015) discusses the need to abandon deficit thinking models, whereas victims are
blamed for low academic performance deficits. Deficit thinking can elude to certain cultures and families
not having the desire to perform at high levels or have a careless attitude in regard to education. Valencia
(2015) argues that the focus needs to be on identifying inequalities that exist in society and inferior
schools. Also, Valencia (2015) discusses the importance of turning the attention to “at risk schools” and
not “at risk students.” At risk schools are defined as “educational institutions that are organized along the
lines that make it very difficult for many students of color to attain school success (Valencia, 2015, p.
43).”
Moreover, to better understand the student achievement gap, Valencia uses four theoretical
frameworks that include critical race theory, an asset-based perspective, class analysis, and a systemic
inequality approach to discuss the effects of the income, health, and housing gaps has on the achievement
gap and disadvantaged families (Valencia, 2015). Critical race theory focuses on race and racism and
serves to question the experiences of whites and identifies that power structures are connected to white
supremacy and white privilege. The Asset-based perspective address deficit thinking regarding students
of color and tends to blame the victim (Valencia, 2015). Class analysis refers to how people or groups are
classified by class and how economic, cultural, political, and social psychological factors help create and
maintain this class-stratified society (Valencia, 2015). Lastly, the systemic inequality approach is used to
explain stratification into the workforce and how it contributes to the achievement gap (Valencia, 2015).
Through the use of these frameworks, it helps put the Achievement Gap into perspective. Using the lens
of critical race theory, it can be noted that giving additional funding does not decrease the achievement
gap. Valencia (2015) states that “due to the profound oppression students of color deal with regularly,
systemic transformations at all levels need to occur (p. 8).” He also argues that grade level retention is not
the answer and that research has shown that retention makes minimal to no progress, and leads to social
emotional and behavioral concerns, and students tend to drop out of school (Valencia, 2015).
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“The key to student success is providing an effective teacher in every classroom (Valencia, 2015.
p. 169).” Teacher attrition rates is another issue that impacts the achievement gap. In most at risk schools,
there is a high teacher turnover rate which occurs yearly and during the school year. These teachers are
mostly replaced by novice teachers (Valencia, 2015). According to a report by the NAEP, black and
brown students had a higher probability of encountering a teacher who leaves within the school year and
does not return (Valencia, 2015). Further, students are of color are often taught by novice or
inexperienced teachers who do not possess the teacher qualifications that are needed to be effective in the
classroom, which translates into lower academic achievement levels for marginalized groups of students
(Valencia, 2015).
Summary and Implications
In this review of literature on restorative practices, practices that are restorative serve as a better
response to meeting the needs of students. The literature on implementation of RJ is evolving as more
research studies become available. From the research available, there are a limited amount of research
studies that focus on teacher perception of RJ, which creates a gap in the research. Most of the studies
within the literature focus on introducing or processes to implement RJ practices. Much of results from
existing research studies is reported quantitatively. This research study will add to the literature by
focusing on the critical perspectives of teachers who experience daily interactions with students using RJ.
This study reports the findings qualitatively to grasp a deeper understanding of the personal experiences
of teachers. As previously stated, the benefits of RJ are promising and highlight the issue of engaging
teacher agency in measures concerning student discipline reform.
Research has shown that the negative impact of punitive consequences and a desire for discipline
reform is evident. With increased suspension rates, office referrals, and expulsion rates, restorative justice
could be the key to unlocking new approaches or ideas to student discipline that promote social
engagement with an emphasis on relationships. The RJ approach seeks to restore relationships and repair
harm. This approach shows empathy and support for both the victim and of the accuser.
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Suspension is not the best option and there are alternatives such as restorative practices to
improve students’ problem-solving skills to appropriately handle problematic issues. Behavior can be
well-managed when solid relationships of trust, belonging, and safety are established. As educators, it is
our responsibility to teach students appropriate behaviors and problem-solving skills, in which they will
need to be productive citizens. When students’ needs are not met, they may often present characteristics
of misbehavior. It is important for educators to not only teach core content, but also address the social and
emotional needs of students that could impact learning. Through restorative justice, mindsets of teachers,
staff, families, and students are improved over time. RP-s provide a space for all involved in the incident
to come together to express feelings and work towards a resolution. The goal of RP is not only to repair
relationships and restore harm, but also serves as a strength-based community approach to conflict
resolution.
Districts may serve as ground zero in cultivating policies and practices that improve relationships
between students and staff, which improve the culture and structures of the district. One of the practices
districts that implemented RJ in schools recommend, is the use of a comprehensive RJ needs assessment
to determine district readiness (Garnett et al., 2019). The assessment should seek to provide both
quantitative and qualitative data (Kidde, 2017). For example, the Burlington School District used a needs
assessment for strategic planning that included participation from 11 teams of teachers and administrators,
10 community conversations, and two student forums. During each session, data was collected for further
analysis and planning (Kidde, 2017). Data from a needs-assessment can help determine strategic planning
goals, action steps, and inform differentiated professional development training to meet the needs of
teachers (Garnett et al., 2019). Professional development needs for schools should be determined to
produce safe and heathy school climates (Garnett et al., 2019).
Realignment of policies and practices should be examined and ratified to include restorative
language (Pavelka, 2013). District strategic plans should clearly state goals and necessary actions of the
district to use RJ in schools as an alternative to consequences that deemed as punishment to students for
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wrongdoing. The goals should be explicitly communicated to staff, students, and families for clear
understanding of the district’s paradigm shift in regard to school discipline from retribution to
emphasizing reparation. Student Code of Conduct policies should reflect restorative principles to
demonstrate the institutional commitment to the use of RJ. Consequences for disciplinary infractions fail
to mention restorative principles, therefore when administrators must make decisions regarding
consequences, they will most likely choose punitive practices that do not support relationship-building
and the benchmarks of restorative justice (Pavelka, 2013). To this end, discipline responses should be
updated to reflect approaches that are restorative.
As RJ in schools continues to gain popularity, many districts and RP non-profit organizations
may be looking to unify in partnership to ensure districts have the necessary professional training for
capacity building and restorative implementation (Anyon, 2017). These organizations exhibit expertise in
understanding how to implement RJ in stages or phases that produce improved outcomes in student
behaviors staff responses to discipline. The partnership with a RP organization can help districts construct
a vision and commitment to the use of a restorative framework, assist in establishing a theory of action
that includes professional development training through the hiring of a Restorative Practices Coordinator
or consultancy, coaching support, and help garner staff support for involvement (Anyon, 2017). The RP
Coordinator responsibilities should include reactive restorative practices, proactive/preventative
restorative practices, and restorative practice training (Anyon, 2017).
To support whole-school restorative justice, school-based leadership should consider extensive
RP training to build their knowledge background which will help engage both the internal and external
community partnership, which include supports for teachers, staff, students, and families in understanding
purpose for the shift in mindset and practices, along with reasonable action steps (Garnett et al., 2019).
The knowledge gleaned may help administrators create a vision of clear expectations and agreements for
staff (Gardella, 2015). The purpose must be explicitly communicated (Anyon, 2016). Conversations
centered on racial disparities and equity in discipline must also occur (Anyon, 2017).
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Chapter 3
Methodology
Overview
After conducting a survey of the literature in Chapter 2, the principles of RJ place emphasis on
nurturing stronger school community bonds to improve problem-solving skills through the use of teaching
empathy, righting wrongs, and engaging all stakeholders (Zehr, 2002). Restorative justice implementation
in schools provide alternative solutions to managing student discipline. RJ as an alternative, focuses on
dismantling traditional power structures between students and those in positions of power. This chapter
introduces the methodology and research structure, followed by the research questions that direct this
study. Sections covered in this chapter focus on qualitative methodology, research design instrument,
theoretical framework, participant selection and recruitment, and data collection and analysis. The chapter
concludes with a brief summary of the overall chapter.
Purpose and Research Questions
The purpose of this study focuses on teacher perspectives in regard to the implementation of RJ.
Engaging the teacher perspective can be a useful tool in developing effective policies and practices that
serve to strengthen program implementation. The goal of this research is guided by the research questions
to understand how teachers developed an understanding of RJ, to learn how teachers implement RP’s with
students, and to gauge teacher perception in regard to the effectiveness of RJ as it is used in their school.
This qualitative study sought to answer three research questions:
1. How did teachers come to understand restorative justice?
2. How do teachers implement restorative practices in the classroom?
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3. How do teachers perceive the effectiveness of RJ practices in their schools?
Research Paradigm
Epistemological Constructivism is a research paradigm perspective that believes that we construct
our own knowledge and realities based on human interaction within the social environment, in which
reality can be perceived as subjective (Creswell & Poth, 2018; Grbich, 2013; Miles et al., 2014). As a
researcher, I believe that we learn about our world from our experiences with each other. We construct
meaning or reality based on prior knowledge and experiences, which make it possible for multiple
realities to exist (Creswell & Poth, 2018; Grbich, 2013; Miles et al., 2014). I believe we learn through
experiencing situations, events, or through interactions within the natural environment, including
interactions with others. Moreover, learning is constructed when we reflect to make sense of our
experiences. As we encounter new information, we align it with past experiences or prior knowledge, we
then determine whether to accept or reject the new knowledge based on previous experiences and our own
background knowledge (Creswell & Poth, 2018; Grbich, 2013; Miles et al., 2014).
The constructivist paradigm influences my research study in many ways that extends from how
the research questions were constructed to how participants were selected for participation in the research
study. Additionally, I believe teacher perspectives matter in understanding the topic of my research. The
experiences of teachers can help inform future research. Using in-depth interviews and collaborative
partnerships, together, we can co-construct meaning of their experiences with RP’s to enrich our internal
knowledge base, increasing intelligence and expertise regarding a particular phenomenon.
Qualitative Methodology
A qualitative study design is best suited for this research project due to the inquiry and
investigative measures qualitative research offers. Merriam (2009) states that qualitative inquiry, which
focuses on meaning in context, requires a data collection instrument that is sensitive to the underlying
meaning when gathering and interpreting data. Qualitative research offers multiple methods to collect and
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analyze data. Some of the most common methods may include focus groups, interview, and observation
(Merriam, 2009). According to Lichtman (2013), in qualitative research, the researcher serves as the
primary instrument of data collection and analysis, deciding who to study, questions to ask, and conducts
analysis. “The data is viewed through the lens and ears of the researcher to construct realities” (Lichtman,
2013, p. 21). “Qualitative research uses an inductive approach to understand the phenomena” (Lichtman,
2013, p. 19). Application of the inductive approach is different from the deductive approach that
quantitative research uses to test hypotheses. Use of the inductive approach in qualitative research means
that the researcher begins with collecting data on the phenomena and then deeply engages in analysis of
the data, eliciting common themes or central issues related to the phenomena to build concepts or theories
(Merriam, 2009).
Lichtman (2013) offered this definition of qualitative research:
Qualitative research is a general term. It is a way of knowing in which a researcher gathers,
organizes, and interprets information obtained from humans using his or her eyes and ears
as filters. It often involves in-depth interviews and/or observations of humans in natural,
online, or social settings. It can be contrasted with quantitative research, which relies
heavily on hypothesis testing, cause and effect, and statistical analyses.
(p. 66)
This definition of qualitative research is multifaceted and seeks to clarify the role of the qualitative
researcher and explains critical components that may be used in a qualitative study. The definition also
fits the description of qualitative research that Lichtman (2013) described as understanding and
interpreting human phenomena, human interaction, or human discourse.
Theoretical Framework
Restorative Justice Theory (RJ) is defined as a “process to involve, to the extent possible, those
who have a stake in a specific offense to collectively identify and address harms, needs, and obligations in
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order to heal and put things as right as possible” (Zehr, 2002, p. 39). Howard Zehr (2002), considered the
pioneer of restorative justice, provides a three-pillar sequential framework that includes harm and needs,
obligations, and engagement (Zehr, 2002). Use of RJ is directly linked to the judicial system (Zehr, 2002).
RJ provides a different approach from retributive or authoritative punishments for criminal offenses
(Zehr, 2002). RJ is becoming widespread in school systems to reform discipline practices that are often
prescriptive such as zero-tolerance policies intended for major incidents, however, are often utilized for
minor infractions. IIRP (2020), argues that RJ theory can be explained using three conceptual structures
that include Social Discipline Window, Stakeholder Roles, and Restorative Practices Typology (McCold,
1996, 2000; McCold, 2000; McCold & Watchel, 2002; Watchtel, 1997, 2000; Watchel & McCold, 2000).
The Social Discipline Window supports restorative practices and offers a two-column continuum (control
and support). Buckmaster (2016) defines control as having the influence over the individual or situation,
the more control the teacher has is a direct correlation with how much the teacher is able to restrain the
student and influence outcomes. Understanding teacher expectations for each student influences where
the teacher is on the control spectrum (Buckmaster, 2016). Support is defined by the provisions to an
individual to aid in their ultimate flourishing and fulfillment of potential (Buckmaster, 2016). High
support equates to significant amounts of reactivity to student requirements along with authentic and
appropriate responses to students’ academic, social, and emotional needs (Buckmaster, 2016). Further,
stakeholder roles are an integral principle of RJ theory. McCold (1996) suggests that an offender
(accused) does not bear the injury of a crime alone, placing responsibility and accountability on all parties
that include the offender, victim, and the community to assisting in resolution and prevention. Restorative
Practice Typology refers to the importance of the victim, offenders, and community, defining their
individual participatory roles in repairing harm (IIRP, 2020).
Restorative Justice Pillars
Howard Zehr (2002), considered the pioneer of restorative justice, provides a three-pillar
sequential framework that includes harm and needs, obligations, and engagement. The first pillar is what
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Zehr identified as victim-oriented approach to address inherent harm done and the needs of both the
victim and offender (Zehr, 2002). The second pillar is Obligations, which implies that wrong or harm is
the result of obligations (Zehr, 2002). Offender accountability is constituted at this pillar (Zehr, 2002).
The offender has accountability to not only the victim, but also the community and/or society. The face of
accountability in restorative justice has a different look than in the judicial system, where harsh
punishments are often rendered for crimes. Zehr (2002) explicates that the offender must first begin the
process of recognizing and conceptualizing the harm that occurred due to their actions, resulting in a
responsibility to right their wrongs through repairing broken relationships. The last pillar of the
framework is Engagement (Zehr, 2002). The parties affected by harm or wrongdoing, through channels of
effective communication, collaborate through the sharing of information and ideas to determine what
needs to happen to resolve the matter or right the wrong (Zehr, 2002).
Restorative Practice Framework for School Implementation
Using the pillars of RJ, Morrison (2007) offers a tiered model approach that aligns to the pillars
of restorative justices that schools may use who choose to implement RJ practices (Figure 1). This
pyramid model places emphasis on the importance of both establishing and nurturing relationships and
provides RP-s that can be used in response to behavior. This model supports my research study by
providing an examination of what restorative practices may look like at each tier level, which is useful for
schools that wish to establish a whole-system change approach when implementing a restorative practice
program.
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• Tier III:
• Conferencing Circles

• Tier II:
• Referral-based problem solving conversation
• Classroom problem-solving circle
• Restorative Conversations

• Tier I:
• Affective Statements
• Community Building Circles
• Curriculum/academic circles
Developing social/emotional
capacity
Development of Relationships

Figure 1: Whole-School Approach. Reprinted from B. Morrison, 2007, Restoring Safe School
Communities
Design of the Qualitative Instrument
DeMarrais (2004) defines an interview as “a process in which a researcher and participant engage
in a conversation focused on questions related to a research study” (p. 54). In-depth interviews using a
semi-structured format was conducted to collect data to answer the research questions. Seidman (2006)
states “Interviewing provides access to the context of people’s behavior and thereby provides a way for
researchers to understand the meaning of that experience” (p. 10). For this study, interviewing
participants was the best method of capturing the perspectives of teachers regarding implementing
restorative justice. Interviewing is a method of qualitative research design that I used to collect data from
research participants regarding their lived experiences as relates to my study.
Further, research participants were selected using purposive sampling, where the researcher
recruits’ participants based on specific characteristics or attributes that interest the researcher in
answering the research question (O’Dwyer & Bernauer, 2013). The definition of homogenous sampling
fits well with the criteria that I established for selecting participants. Etikan (2016) defines homogenous
sampling as candidates who share similar traits or specific characteristics. For this study, the participants
48

completed restorative practice training, are employed at the selected school for two or more years, and
have experience utilizing restorative practices as an alternative to punitive consequences (Appendix A).
Sample and Recruitment
Participant Selection
There is not a set of expectations or rules when determining the number of participants for a
qualitative study (Lichtman, 2013). For this research study, the sampling size included seven elementary
teachers. Briggs et al. (2012) states “It is also common in qualitative research for sampling to be
purposive, where the researcher deliberately chooses to interview individuals who have particular
expertise or hold a particular office” (p. 259). Teachers were selected for participation in this study using
purposive homogenous sampling, which involves the researcher specifically looking for characteristics to
match study objectives (Appendix A). For this study, I recruited a sample size of teachers who are racially
diverse for the purposes of adding different participant perspectives in regard to implementing RJ and
working with students of color. One of the participants is a male teacher, which added a different
viewpoint for implementing RJ at the selected school. In addition, I selected participants from Triplett
Elementary School who have completed the district RP training prior to this study. Further, I targeted
teachers for this study based on discipline data. Teachers with higher discipline referral rates are most
likely not using RJ practices. This serves as a rationale for selecting teacher participants for this study
whose classroom data show a significant decrease in the use of discipline referrals. For each teacher
selected for participation in this research study, I reviewed end-of-year class discipline referral data to
determine the number of referrals written by each teacher. Teachers who are selected have previous
teaching experience of two or more years. In addition, teachers have at least one year of teaching
experience at the same school, which would give teachers time to acclimate themselves to the school and
establish experiences with implementation of restorative practices. During the time of the study, selected
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teachers served in the role of a full-time teacher with their own assigned class of students. Participants
also indicated they use RP-s in their class.
To recruit participants for my research study, I developed a Participant Recruitment Letter and an
Informed Consent to Participate IRB form to outline study information, discuss risk factors, and the
process to engage in my study. The letter includes the purpose and rationale for conducting the research
study. In the letter, I detail participation requirements for involvement in this study. For example, selected
teachers must indicate they implement RP-s. In addition, potential candidates were informed that consent
to participate is entirely voluntary, and they may withdraw from the research study at any time without
reason. The letter also indicates that retribution of any kind will not occur due to refusal to participate.
Additionally, no monetary compensation or supplement will be provided for participation in this research
study. Further, I explained the criteria used for selecting participants such as two years or more years of
teaching experience with at least one of those years completed at the chosen elementary school (Triplett
Elementary School), completion of the school district’s RP training, and familiarity with implementing
RP-s in the classroom environment. One of the questions on the Participant Recruitment Letter is a
question about whether the teacher implements RP-s in class with their students (Appendix A). If the
candidate for participation answered the question with a yes, they were selected for participation in this
research study.
Moreover, I explained my role as the researcher in regard to ethical behavior and maintaining
confidentiality of all research participants and data. Research participants were informed of the use of
pseudo names to refer to and identify participants and the school involved in the study. Participant names
will not be disclosed at any time at the initial, during, or at the after completion of this research study.
Information and participant data will be stored on a secured computer laptop that is password protected.
All files pertaining to the research is listed under a pseudo name. The research data is only available to the
researcher for interpretation and not shared with others. Transcripts do not include any identifying
information.
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Research participants were informed of the research methods used for data collection, which
include qualitative interviewing using a semi-structured format. Interviews were conducted using an
interview protocol, which included consent to be participate in a one-on-one audio-recorded interview
between the researcher and participant (Appendix B). Study participants were also made aware of the
amount of time it will take for the interview and general involvement in the study (Appendix A).
Lastly, participants were given a timeline to respond to the letter of invitation, indicating their
interest in my research study and how to contact me with any questions and/or concerns. Interested
candidates were authorized to contact me by telephone or email to express interest in this research study.
After receiving notification of interest, I reviewed the requirements for participation to ensure the
candidate understood what participation in my study involved. I collected a signed copy of the Informed
Consent to Participate IRB form from each participant.
Site Selection
The pseudo name for the selected school is Triplett Elementary School. Table 1 illustrates school
demographic information, characterized by the school profile and student and staff demographic
information. This school was selected due to the predominately large White teaching staff. These teachers
work in a school that lacks racial diversity of among the student population. The majority of students who
attend Triplett Elementary School are African American or Black. Although the research is limited in
regard to measuring the effect or impact that White teachers have on students of color, there is an
abundance of research that narrate the positive impact Black teachers have on achievement and the socialemotional development of Black students (NCES, 2019; Lewis, 2006; Valencia, 2015;). Due to both the
racial and cultural divide, teachers at Triplett Elementary School may encounter difficulty implementing
RJ. Involving this school in this research study may bring awareness to existing challenges that impact
implementation. The school has also experienced frequent changes in leadership. Between 2014-2016, the
school had a White principal, leading the same racial population of students with a similar staff
demographic. At the start of the 2017-18 school year, a new principal was positioned at the school;
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however, resigned within the first two months of school. Within a matter of weeks, the principal was
replaced with an experienced Black female principal.
This school is also within a certain geographical location, which allowed me to travel to the
location to interview selected teachers if they requested to meet in person (following all CDC guidelines
due to the pandemic). In addition, Triplett Elementary School had the highest number of staff who
completed the district RP training program and had higher teacher retention rates than other schools
within the same region. Triplett Elementary School is a neighborhood school that educates students
within the local community. The school enrollment ranges between 550-600 students. Students who
attend this school are considered to be 98 percent disadvantaged. 94 percent of the student body
population identify as African American or Black. Academic achievement at this school is lower than
expected when compared to other schools, which resulted in a school grade below average.
Triplett Elementary School features a school staff ranging from 110-125 staff. There are
approximately 54 instructional staff members. The instructional staff level of teaching experience varies.
Teaching experience ranges from 0 to 18 years, with the average teacher with at least 2 years of
experience. Less than half of the instructional staff possess advanced degrees. Additionally, school profile
and demographic information can be found in Table 1 (Appendix G).
Data Collection Methods
Prior to collecting data for this proposed study, I obtained approval from the Institutional Review
Board (IRB) at the University of South Florida. After receiving IRB approval, I began conducting my
research. Interviews used semi-structured interview format. Participants were interviewed once by me.
According to Merriam (2009), semi-structured interviews are a cross between structured and unstructured
interviews. I chose this style of interviewing to allow for more flexibility during interviews. This
approach allowed me to ask follow-up questions or clarifying questions to understand the experience of
the participant. In a semi-structured interview, wording or order of questions does not necessarily matter
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(Merriam, 2009). Interviews were one-on-one between the researcher and participant. To gather
additional information regarding RJ implementation, I reviewed discipline referral data for the purposes
of triangulating the data, which reduced research bias.
Interview Protocol
An Interview Guide was used to drive the discussion to understand teacher perspectives of
implementing RJ (Appendix B). Questions are open-ended to allow for participants to elaborate on their
responses. Questions from the Interview Guide were not shared with participants prior to the actual
interview in an effort to solicit a natural or intuitive response from participants. This prevented
participants from crafting a pre-planned response to interview questions. All participants were asked the
same set of questions; however, the sequential order of questions varied depending on participant
responses. Further, some questions were eliminated during the time of the individual interviews based on
participant responses.
Interviewing
Using qualitative research methodology, this qualitative research study utilized semi-structured
in-depth interviews for data collection to answer the research questions. This study focused on the critical
perspectives of teachers as it relates to implementation of RJ in schools. Teachers were interviewed
outside of the regular school day. Students and other school personnel were not interviewed as the
research seeks perspectives of teachers. Interviews for this study were audio-recorded and be transcribed
by Otter (transcription service). I used a mini device to audio record interviews. For all interviews, I used
an interview protocol (Appendix B). The interview protocol has a set of questions that align to each
research question. Participants were interviewed once. Each interview lasted for approximately 90
minutes. Additionally, due to the Covid-19 pandemic, interviews took place virtually using the Microsoft
Teams platform. Participants could have requested an in-person interview if CDC guidelines were agreed
upon. An interview schedule was established using input from participants. I interviewed one participant
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each day until all interviews were completed. During each interview, I used reflective notetaking to
record and recall information from each interview.
Reflective Journal Notes
During interviews, I recorded journal reflection notes to capture details from the individual
interviews. Using the notes, I recorded dates, times, and the length of each interview. Reflective Journal
entries were used to record interactions between the researcher and participants. Through the use of
notetaking, I recorded descriptions of participant reactions such as body language or emotional responses
to questions. Journal entries also included considerable information shared by participants related to RJ.
Document Review
To understand the experiences of teachers as it relates to implementing RJ, I reviewed
information from multiple sources. The district provides RP training to all employees. I reviewed
materials to understand training teachers received that may influence their perspectives of RJ. I reviewed
the staff handbook from the school to understand discipline policy and practices. Additionally, I gathered
information from the district employee handbook to understand RP implementation overarching goals for
schools, policies, expectations for schools, strategies, training, and implementation support for employees
and schools. The information from these sources helped inform my research findings and increase
research credibility.
Data Analysis
The audio-recorded interviews occurred with teacher participants and were transcribed using
Otter (transcription service). Using the interview transcripts, I was guided by the restorative practice
theoretical framework (Accountability, Repair harm, Relationships). Briggs et al. (2012) states “Reading
and re-reading the transcripts allows the researcher to identify possible themes that are emerging” (p.
262). To familiarize myself with the data, I read each transcript multiple times over using coding. I used
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inductive coding to analyze the data. Miles et al. (2014) states that codes are labels that assign symbolic
meaning to the descriptive or inferential information compiled during a study. Codes are researcher
generated labels. As a researcher, I used thematic analysis coding to categorize my data by paying close
attention to reoccurring patterns (participant perceptions, opinions, values, or shared experiences, word
choice, and phrases.
Briggs et al. (2012) states “Documentary Analysis is a form of qualitative analysis that requires
researchers to locate, interpret, analyze, and draw conclusions about the evidence presented” (p. 298).
After gathering data from the interviews and document review, as previously stated, I read over each
transcript and documents multiple times, meticulously combing through the data line by line, jotting notes
within the margin. I used a colored highlighter to underscore ideas or thoughts I deemed interesting as it
relates to my research questions. Further, MAXQDA is a computer-assisted technology software program
used for organizing qualitative or mixed methods research. I used MAXQDA software to store, organize,
and code interview transcripts. I used coding to analyze the data. I placed all the codes in my hand-written
code book. After continuous review of the codes, I began categorizing codes by noticing patterns that
existed in the raw data. Some codes were in the form of words, phrases, sentences, or quotes. For each
code, I established a definition and provided an example. In addition, I combined the codes into themes. I
was able to create sub-categories for certain themes that I felt were relevant to the overarching themes.
The use of sub-themes helped condense my codes, while helping to find commonalities that existed
within codes, which helped better understand the data.
Poetic Inquiry
Poetic analysis was used as a second method of data analysis. This kind of analysis is in the form
of Found Poems that serve to bring the reader as close to the problem or experience. Grbich (2013),
defines Poetic Inquiry as a form of qualitative research that incorporates poetry as a component of an
investigation. It requires the researcher to participate creatively in the reframing of data in order to bring
the reader as close as possible to the original researcher/participant experiences. For data sources, I used
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notes and transcripts from participant interviews conducted for my research study regarding restorative
practices, investigating the teacher perspectives. I thoroughly read each transcript, notes, and reviewed
codes and themes listed in my code book (Grbich, 2013). Through analysis, I examined the data,
particularly looking for words, phrases, or quotes that form a theme that could be used to create a found
poem, which is a process Grbich (2013) identifies as poetic framing.
Ethical Considerations and Data Confidentiality
According to Briggs et al, (2012), ethical practices should be considered and implemented by the
researcher to protect participants from harm by maintaining confidentiality, establish trusting
relationships, and ensure results or findings from the study will positively impact society. Further, the
Economic and Social Research Council (2005), argues that “Research should be conducted so as to ensure
the professional integrity of its design, the generation and analysis of data, and the publication of results”
(p. 23). In an effort to maintain anonymity confidentiality, I created a pseudonym to identify the
participating school and participants that I interviewed for this study. Triplett Elementary School is the
pseudonym created for the school used in my study. Additionally, I avoided the use of identifiable
information that could be traced back to the school or participants. Participants were referred to using
pseudo names to conceal confidentiality (Teacher 1, 2, 3…). Other omitted information includes specific
school practices, geographical region, points of pride, and school attractor information.
Protecting the confidentiality of the data and research participants is critical to the ethical
obligations I have as a researcher. Audio recordings from interviews will not being shared with others. I
am the only person with access to the recordings. During recorded interviews, names of the participants
were not used. In addition, transcribed interviews and all other participant information is stored on my
computer with password protection. Anti-virus software and a firewall are installed on the computer to
prevent a breach of information. The electronic folder on my computer is used for storing research
information was given a pseudo name.
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Reflexivity
In efforts to monitor subjectivity, I believe it is important for me as a researcher to disclose my
personal thoughts through reflexivity. Lichtman (2013) gleaned that the researcher creates or controls the
meaning, which impacts and shapes the research. As a researcher, I realized that I cannot completely
avoid subjectivity; however, I was cognizant of how it could impact my research. Instituting a process for
reflexivity helped me become self-reflective in my research. I used a reflexivity journal to write down my
own feelings and reactions to what I am learning throughout the data collection of my research project in
hopes of developing a critical conscious that allowed me to manage my own perspective on the topic.
Furthermore, I engaged in dialogue with others about my assumptions to avoid research bias.
I am an African American male who as a child lived in what is considered high poverty. My
family was poor, often leaving them to make critical sacrifices for the well-being of their children. As a
child, I experienced many forms of abuse including emotional, sexual, physical, and verbal, most inflicted
upon from my parents and others who I encountered during childhood. The anger and aggression I felt
was precipitated by the abuse I suffered as a young child. For a better life, I had to in some ways divorce
my parents and work hard to create the person I wanted to be and the life I wished to live. It was hard
with many struggles and frequent obstacles to overcome.
I am proud of the education I received and of all my achievements. I have served as an
elementary classroom teacher, instructing some of the most difficult students who due to the exposure of
trauma lost hope along the way…until they met me. I have taught in traditional, Title I, Magnet, and
Fundamental schools. My experience teaching in the Title I school setting humbled me and opened my
eyes to a different kind of education my students received than any other place I taught previously. It
seemed like a new education they were receiving. The culture was different and so was the desire to learn.
I noticed a difference in the curriculum and how teachers instructed our disenfranchised populations of
predominately students of color. I associate with the term institutionalized racism.
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Later in my career, I became an elementary assistant principal. This role widened my scope
because I was now looking at my school through a global lens, with the understanding that each decision I
made would impact the education and lives of many. This commitment is one that I still take very
seriously. As an administrator, I must often deal with student discipline. I have witnessed varying levels
of student misbehavior. The use of restorative justice as a solution to solving disciplinary incidents is a
philosophy that has garnered support from the top executives within our school district. At times, I
struggle with whether restorative practice is suitable for every incident due to the level of severity and
repeated offenses.
Trustworthiness of the Data
For this research study, I interviewed teachers from a previous school that I worked at as a school
leader. When trust is established, I believe participants are likely to openly express themselves by
detailing their candid experiences regarding implementing RP-s. Through storytelling, I shared with
participants my personal journey implementing RP-s as a previous elementary classroom teacher.
In the research, multiple data sources were used for deeper analysis of research data and to
establish trustworthiness. Specifically, I used interviews, reflective notes, and document review of RP
district training materials, school and district handbooks, and student discipline referral data. Further,
after each interview, transcriptions were shared with individual participants to ensure an accurate
depiction of their experiences. The collection of data sources helped answer the research questions that
guided this study. Throughout this study, I was cognizant of how my own research bias could impact the
data during analysis in an effort to access teacher agency in understanding their perspectives of
implementing RP-s.
Summary
The purpose of this qualitative study seeks to engage teacher agency to understand how teachers
implement and perceive the effectiveness of RP-s at one elementary school. In the chapter, data collection
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methods are described for this purposed study. The chapter began with a brief overview of the research
purpose, followed by research questions that guide this study. The methodology anchoring the research is
explained along with detailed descriptions of data collection and data analysis. Chapter Three ended with
a reflexivity statement and ethical considerations.
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Chapter 4
Findings
Overview
The purpose of this study is to understand how teachers developed their knowledge of RJ and
how they implement RP-s in the learning environment with students. This study sought to understand
how teachers perceive implementation of RJ within their school community. To accomplish the purpose
of this study, the following research questions were used as a guide:
1. How did teachers come to understand restorative justice?
2. How do teachers implement restorative practices in the classroom?
3. How do teachers perceive the effectiveness of restorative justice practices in their schools?
In this chapter, I report the findings from seven participants who participated in the study. In
reporting the findings, I described the perspectives of seven elementary school teachers from one
elementary school. To help the reader understand quotes from participants, I used brackets to include
subject or word meaning. For example, some participants would refer to restorative practices as [it]. I
used brackets to insert the subject or item referenced by the participant.
This chapter also provides a description of each participant, but with limited details for the
purposes of maintaining the privacy of the identities of participants. In addition, a description of the
interview setting and interactions that occurred during the interviews are included, as well as the
emerging themes from this research study as related to the research questions. For the purpose of
maintaining confidentiality, all participants involved in this study are given pseudonyms to protect their
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identities. Further, the three major themes identified from the results of this study include: Training
effectiveness, benefits of restorative justice, and challenges to restorative justice implementation. Theme
1 answered the first research question; How did teachers come to understand restorative justice. Themes 2
and 3 addressed and answered research questions: How do teachers implement RP in the classroom; and
How do teachers perceive the effectiveness of RP in their schools? Each theme is presented and discussed
below.
The Study Participants
A demographic summary of each participant can be found in Table 2 (Appendix H) which
represents demographic information for each participant including their name, race, gender, number of
years teaching at Triplett Elementary, grade level, teaching experience (months to years), and degree, and
confirmation of completing restorative practice training. The characteristics of participants represented in
this study are the following: (a) three African American or Black, three White, and one Hispanic, (b) six
females and one male, (c) number of years teaching at Triplett Elementary School, (d) current grade level,
(e) teaching experience (months to years), (f) degree, and (g) restorative practice training.
Brenda. Brenda is an African American female who is married with two boys. Her oldest child is
a recent graduate and decided to serve his country by joining the military. The younger son is a freshman
in high school. Brenda graduated from a university in the state of Florida with a bachelor’s degree in
Elementary Education. Brenda has taught elementary school for over 8 years. Her career in education
consists of working Title I schools, which receive additional federal funding based on the socio-economic
status of students and families. Brenda enjoys teaching economically disadvantaged students. During the
interview, she expressed the desire to continue instructing this population of students and how rewarding
it is. She feels like she is making a difference. During the interview, she emphasized the value of
education and how teaching is a moral calling.
Brenda has spent the last four years teaching 5th grade at Triplett Elementary School. During the
interview, she stated how much she loves working with students of color and enjoys challenges.
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Throughout the interview, she continued to place emphasis on establishing relationships of care and
compassion for students.
Reflective Journal Notes. During the interview with Brenda, I felt her passion for
teaching and love of children. Prior to the interview, I was looking forward to the interview. I felt that
Brenda would know a lot about restorative practices due to trainings she received. At the beginning of the
interview, I thought Brenda seemed nervous, which is a normal feeling when being interviewed. Her
initial responses lacked elaboration and I often had to ask for clarification or to expand on certain
experiences. Based on her responses to specific questions, I began to think that Brenda is still developing
her understanding of restorative justice and how to implement restorative practices with students. For
example, she experienced difficulty connecting her experiences with student discipline to restorative
practices. In some of the experiences she shared, she was implementing a form of restorative justice;
however, she could not associate or attach the name of the specific restorative practice she was in fact
implementing. I envisioned her as a classroom teacher who is firm and operates a highly structured
learning environment and loves children. As she continues to grow her knowledge of restorative justice
through additional restorative practice training, I believe this will continue to impact her relationships
with students, producing positive outcomes.
Heather. Heather is a White female who has taught at Triplett Elementary for 9 years. She is
married to her husband. Together, they have three children. Heather graduated from the University of
Central Florida with a master’s degree in Reading. After graduating college, she was hired to teach an
intensive reading course at the middle school level. Within her first year of teaching, she came to the
realization that she wanted to change from teaching middle school to elementary. At Triplett Elementary
School, Heather has taught all intermediate grade levels. Currently she teaches 4th grade English
Language Arts. She enjoys teaching students how to improve literacy skills.
The virtual interview with Heather occurred using Microsoft Teams. I interviewed Heather after
student dismissal. She participated in the interview from her classroom. The room was very quiet without
students. Heather appeared to be in a great mood. Before the interview started, she told me about a
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reading lesson that the students completed that day, which required them to find main ideas in an article
about basketball star Lebron James. When asked why she chose an article about Lebron James to teach
the academic standard main idea, she expressed the desire for the content to be relevant and engaging for
students. Some of her students play basketball as an after school sport and she felt this would be a great
way to engage students in the content, which would allow students to use their prior knowledge of the
game, but also apply skills for determining main idea and key details by studying Lebron James who is
someone they admire. Heather reflected on her career as a teacher in a school where most students are of
color. She expressed the importance of bringing culture and student interest into the classroom, which she
expressed minimizes behavior problems and focuses on high levels of engagement. She also thanked me
for conducting a study on restorative justice and teacher perspectives.
Reflective Journal Notes. During the interview with Heather, she came across as
knowing a lot about restorative justice. Her sincerity for the use of RP was evident. She continued to
share multiple experiences involving the use of RP-s. Heather seemed to understand the needs of her
students and why they presented troublesome behavior. I felt her desire to help students and ensure their
success in her classroom. Heather was able to connect with her students well because she exhibited
empathy and compassion for their life outside of school. She discussed how she met with students oneon-one to talk about how things are going at home and offered support. As the interview continued, I
discovered that Heather understands trauma and how it can affect students in different ways. Heather
showed an interest in understanding how RP-s can help students who experienced traumatic events in
their lives.
Justin. Justin is a White male with 14 years of teaching experience. He has taught at Triplett for
three years. His wife is also a teacher at a local high school level. They do not have any children;
however, he considers his students as his own during school hours. During his career in education, he has
taught in traditional and fundamental schools. Most of his career was spent teaching in fundamental
schools, mostly middle-class families. However, he made the conscious decision to try a different school,
where he felt he would be challenged. He wanted to work with children in impoverished communities
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where he felt he could make a difference. He has taught 5th grade at Triplett Elementary School for 3
years.
Justin was very nice. Days before the interview, he sent me a text message to inform that he was
looking forward to our virtual interview. The interview was conducted virtually using Microsoft Teams.
We decided to complete the interview on a weekend due to our schedules. Justin was stationed outside in
his backyard. The atmosphere was quiet. I was at home, sitting at my dining room table for the interview.
Justin talked about how much he loves the community where he works. He coaches softball after school.
Some of his students are on the softball team. He explained that coaching softball and having his own
students on the team is a way for him to develop stronger bonds with them both inside/outside of the
classroom. In talking about his relationships with students, he mentioned that some of his former students
come back to visit him and remain in contact with him although they are currently in middle and high
school. Justin mentioned using a restorative circle earlier in the week with his class regarding an incident
that occurred in physical education class, resulting in multiple students arguing, which led to a pushing
and shoving incident. He stated that the students were so mad at one another that it made it difficult for
him to teach once they returned to class from physical education. I told him that during the interview, I
wanted him to share his story about the restorative circle in terms of the process used and impact on
students.
Reflective Journal Notes. My impression of Justin is that he loves his students and
enjoys teaching students who may be considered less fortunate. During the interview, Justin knew a lot
about RJ, and this was evident by his ability to talk about the importance of providing opportunities for
children to correct their mistakes. In the interview, Justin talked about using affective statements with his
students to problem-solve or deescalate situations involving harm. We discussed his use of affective
questioning in detail, and I learned that he is always prepared to engage in problem-solving with his
students. For example, he keeps a list of affective statement and questions on his lanyard, which allows
him to readily assist students. I also gleaned that Justin understood that students must be held accountable
for their behavior; however, he was concerned with what accountability may look like regarding student
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discipline. He discussed the importance of the accused being accountable to the victim and community,
which aligns with the restorative philosophy. From his interview, I felt Justin was invested in his students
and wanting to implement discipline practices that are not considered exclusionary. I also felt he
understood the power in developing positive relationships with families and keeping them informed
regarding RP supports implemented in his classroom.
Christine. Christine is an African American female at Triplett Elementary School for the past
two years. She moved to Florida from a different state. In her seven years of teaching, she taught 1st and
2nd grade. Currently she teaches 1st grade to 18 elementary students. Christine has a master’s degree in
education. She comes from a family of educators. During the interview she stated that teaching is in her
genes and something she loves doing. She is pondering the idea of pursuing another advanced degree at a
local university.
The interview was conducted virtually using Microsoft Teams. The interview was conducted after
school from her home. She greeted me with a smile and told me how much she admires me for studying
my topic. At the very beginning of the interview, Christine asked me for book titles regarding working
with students impacted trauma. Christine is also a RP representative for her school, which requires her to
facilitate RP professional development to new hires. As we engaged in the interview, she continuously
shared her thoughts about the interview questions and how they made her reflect on experiences and
feelings that she had not thought about or considered in a very long time.
Reflective Journal Notes. Christine’s passion for her students was evident and exhibited
throughout the interview. She seemed to know a lot about restorative practices; however, I had to ask
probing questions in order for her to elaborate on her responses. During the interview, I continued to
summarize her responses to construct meaning of experiences shared. At times, instead of answering the
questions, you would share experiences that were off-topic or not related to student discipline.
Daisy. Daisy is a Hispanic female. She has 4 years of teaching experience; currently teaching 2nd
grade. Daisy enjoys teaching the younger students. She spoke of a time when she taught 3rd grade;
however, was later moved to 2nd grade at the end of the year by her principal. Triplett Elementary School
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is her first school of employment. She has a master’s degree; however, considering beginning doctorate
course level work through an online university program. Daisy is connected to the school. She is a team
leader for her grade level and serves on multiple school-based committees. Daisy is passionate about
teaching and spoke about the amount of time she spends preparing lesson planning for her students. She
shared that over the years, her ability to manage the learning environment has improved. Daisy stated that
she worked to develop relationships with her students and families.
Reflective Journal Notes. At the time of the virtual interview, discrimination and
violence against people of color was featured on multiple media outlets. Daisy told me about a peaceful
protest she had recently participated in for the killing of an unarmed black man in the state of Georgia.
During the interview she seemed inspired by the recent events and exhibited a desire to stand up against
racial discrimination against people of color and dispel white supremacy. She discussed how societal
events angered her. Daisy engaged in the interview from a quiet place at a friend’s home where she was
babysitting. I was glad that I interviewed Daisy. I thought she was very open and honest about her
feelings of implementing RP-s. I thought her responses were straightforward in regards to the application
of RP-s. I got the feeling that Daisy felt it was necessary for all teachers to implement RP-s. I thought it
was great that she put so much effort into trying to teach others about RP-s. I thought Daisy would make a
great teacher leader if given the opportunity.
Brandy. Brandy is African American or Black, who currently teaches kindergarten at Triplett
Elementary School for the past two years. She was recruited to work at the school by a friend who works
in the district’s minority recruiting department. Brandy and her husband both work in high-poverty
community schools. Her husband used to be a teacher; however, he is now a school counselor at a
different school. They both value education and meeting the needs of students. Brandy has 5 years of
teaching experience. She also has a master’s degree in mathematics.
Reflective Journal Notes. The interview with Brandy was conducted using Microsoft
Teams. She was at home during the time of the interview. At the start of the interview, we experienced
technical difficulties with Microsoft Teams; the platform froze multiple times. We were able to restart the
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program to improve the connection. The remainder of the interview was conducted without any further
issues. From the interview, I got the impression that Brandy was a champion for RP-s; however, at times
she would resort to traditional discipline practices. I did not feel that she completely embraced a
restorative mindset. For example, during the interview, certain experiences she described could have
resulted in the use restorative practices; however, she preferred punitive consequences to prove a point to
the student or force control. Brandy also shared strong reflective responses during her interview that made
her think about better ways to handle certain behaviors.
Allison. Allison is White female. She has two years of teaching experience and has taught 2nd
grade at Triplett Elementary School for two years. She has a bachelor’s degree in Elementary Education
from a local university. She would like to teach a different grade level in the coming years. She completed
RP training, which inspired her to become an equity champion for her school. She feels that some
students at Triplett Elementary have experienced adults’ issues at an early (caring for younger siblings,
foster care, homelessness); however, they are resilient. Allison mentioned that the students deserve a
teacher who engages in restorative practices.
Reflective Journal Notes. Allison works a second job in the evening and on weekends,
so I had to schedule a virtual interview with her at a convenient time. We had to reschedule the interview
due to her work schedule. I appreciated her willingness to participate in the interview, so I was willing to
work around her schedule. The interview was scheduled on a day when Allison did not have to attend her
second job. The interview was conducted virtually in the evening using Microsoft Teams. Allison was
glad we finally had an opportunity to connect and thanked me for exercising patience. During the time of
the interview, Allison had a sibling in the hospital. As I conducted the interview, we paused the interview
to allow her to answer a telephone call about sibling. The telephone call did not last long. Afterward, we
were able to finish the interview. Allison is an equity champion for her school. Her experiences she
shared focused a lot on working with students of color. From the experiences and information shared, I
thought that she was able to develop meaningful relationships with some students. She also seemed extra
patient with students she had a relationship. I also expected her to know more about RJ, but later
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discovered that she has surface level knowledge regarding how to apply RP-s; however, she is very eager
to learn more about RJ.
Theme #1: Training Effectiveness
This study sought to understand how teachers developed a conceptual understanding for
restorative justice theory and practice. Knowledge of the theory and practice impacts implementation
efforts and use of restorative methodology. The first theme that emerged from the data focused on
efficacy of training participants received from attending RP staff development training. Research by
Grossi and dos Santos (2012) found that teachers who received RP training were better equipped to
introduce restorative principles in their class environment. Interview questions focused on professional
learning participants received to implement restorative justice. Teacher participants in this study met the
criteria for participation by indicating completion of a restorative practice training program. Participants
in this study shared how they acquired knowledge of RJ and their perspective on meaningfulness of
training received. All participants in this study received restorative practice training at their school site.
Most participants noted that the training was facilitated by either the school counselor or assistant
principal. Participants indicated that the school counselor attended district-level restorative practice
training and was charged with the responsibility to provide school-based training for staff. The RP
training was conducted on pre-service days prior to the start of the school year.
From the participant interviews for this study, it seemed that participants have different
impressions of the training they received. For example, some felt the training was beneficial and others
felt the training failed to educate participating staff on the meaning of restorative justice practices, value,
and how RP-s can be used to transform traditional discipline by offering a better approach. Brenda,
Heather and Justin described their experience with the RP training, indicating that the training was
facilitated by the school counselor. They mentioned learning an alternative method to student discipline
they could use with their students. During the training, they learned about the beginning phases of
implementing RP-s. For example, Heather explained the following,
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Restorative practice training is required in our school district. All employees had to complete I
think 12 hours of training. The school counselor attended a restorative practice training where she
was trained on how to train the staff. Our school counselor facilitated the training for us at the
very beginning of the school year. I thought the training was helpful, however, I felt that there
was a lot about the topic that she did not know about restorative practice because it was
something new to her too. We learned enough to get us started with implementing restorative
practices with our students. I do believe that any training that you receive can prepare you for any
student, because all students are not the same, so you need to know different types of methods
and different types of ways that you could roll something out to reach different kids. So, I do feel
like the training that I received was very beneficial.
In the response, Heather discusses district requirements for all employees to receive at least 12
hours of RP training. Her response demonstrates the feeling of an overall positive experience with the RP
training and understanding of training objectives. Brenda acknowledges that all students are not the same
and points out the importance of having several different approaches to solving problematic behavior. I
also thought her response alluded to a perception of the training that she considered to be a preview or
entry-level into sustained RP professional development at their school.
Further, the responses to the RP training were generally positive. The training perhaps covered
the basic foundation of RP. The understanding participants gleaned from the training will help develop
their knowledge of restorative methodology for effective implementation. Prior to receiving the training,
RP-s was a new and unheard-of approach for some participants. After receiving RP training, the
knowledge was transferrable from the RP instructor to participants to use the classroom with their
students. I also thought that the train-the-trainer model shared and described by study participants and
utilized by the district was a great way of getting more staff RP trained to support the district’s vision for
the restorative practice program.
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Based on participant responses, it can be inferred that the RP trainer did not have sufficient
background or a broader range of knowledge on the topic of restorative practices. The trainer was perhaps
developing their own knowledge on the subject. I believe audiences are captivated by experiences they
can connect with and apply to their daily lives or work as a practitioner. When a trainer shared personal
experiences with a practice, I think it adds another layer of credibility to the presenter to support the topic.
Study participants were informed about the theory of RP. If the training focused on theory with applied
practice, perhaps participants in this study would have found that the RP training covered the topic at a
deeper level.
As I continued to analyze the data, it was apparent that the majority of study participants felt as
through the training was inadequate. For example, Heather stated that she felt that the trainer did not
know a lot about RP-s. Christine shared a similar perspective when she stated,
I believe that this sort of training helped me as I already knew the students prior to the restorative
training that I was working with. I feel that it could have been more in depth to newer teachers
who don't know the students that we work with, because there's a certain way in which you need
to implement those conversations, or how you practice it within the classroom and if you don't
have a clear understanding of the population, it would be more difficult.
Christine’s response demonstrates that she does have some background knowledge of RP. In her
response, she alluded to the impact of the training for newer teachers. She did not feel the training reached
the essence of RP or provided enough information to help new teachers adapt a restorative mindset to be
able to work with students they encounter.
To this point, Justin was looking for a solution in regard to connecting the use of RP to students
who have experienced trauma. In his response, he wants to know how to use both RP-s and restorative
circles with students impacted by trauma. He stated,
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I thought the training was great for us just look at a new way and approach to teach children
about different behavioral mechanisms. However, I thought it could have been more in depth to
deal with more trauma and give us more support of how to implement the restorative circles such
as more examples of how to do it.
This was a critical concern for him as a classroom teacher, working with students from extremely
underprivileged economic backgrounds. In his interview, he discussed that most students in his class had
experiences with different kinds of trauma, including chronic trauma. Based on his perception of the RP
training, he was looking for additional resources to support the needs of his students experiencing trauma.
The training was not explicit in explaining how RP-s can and should be applied to all kinds of behavior,
including trauma.
Moreover, I noticed in the data that study participants mentioned 12 hours of RP training that
occurred at the beginning of the school year. No participants indicated they received ongoing sustained
professional development in the area of RP-s. Without consistent training, this may be the explanation for
study participants possessing limited knowledge of RP-s, which most of their knowledge focused
primarily on the use of restorative circles. Formal circles such as restorative circles are one of the widely
used practices associated with the topic of RP-s.
From the data, I noticed that some participants shared similar definitions of RJ; however, some
defined RJ differently. Responses to the question of defining RP closely matched the definition of RJ
provided by Howard Zehr (2002). In the literature, there are multiple definitions available for defining
restorative justice (RJ). Zehr defines RJ as “a process to involve to the extent possible, those who have a
stake in a specific offense to collectively identify and address harms, needs and obligations in order to
heal and put things as right as possible” (Zehr, 2002, p. 40). RJ can be defined differently based on the
individual, which allows for multiple meanings and interpretations of RJ theory and practice. Participants
were asked to provide their own definition of RJ. Brenda who teaches 3rd grade at Triplett Elementary
School discussed how she defines RP-s and uses the approach to establish and restore relationships with
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her students. Her response described the use of RJ as a method of building relationships between students
and teachers. The response also illustrates Brenda’s understanding that RJ can be used for conflict
resolution between peers and their teachers. Brenda stated,
Restorative justice is a way to communicate and build relationships between the classroom
teachers and students when there may be issues or circumstances that the two want to work out,
so it may be between the classroom teacher and the students, it may be between student to
student. It may be things that students want to speak to the teachers about the things that are
going on at home. So how are we building these relationships? I don’t want to use the word
restore but, fixing issues and situations that may be happening so that everyone can work together
for the better good of the student.
Heather defined RJ as “Restorative justice provides ways for students to feel comfortable,
develop relationships that will help them in the academic setting, and in life.” Although Heather’s
response included developing relationships, it is different from other participants because it focused on a
preparing student beyond the school setting, equipping them with problem-solving skills they can apply in
life. Justin, Brandy, and Allison shared similar definitions of RJ which involved accountability,
addressing harm, and restoring relationships. Justin asserted, “Restorative justice allows students to take
accountability for their behavior by repairing relationships or harm. For example, restitution, apologies,
circles, conferences.” His definition is closely aligned with the principles of RJ. He used terms such as
repairing or restoring to describe resolving conflict or mending relationships. Justin also referenced the
accused being accountable for their actions to right wrongs. Other participants’ responses did not
explicitly state such terms associated with RJ as the responses from Justin, Allison, and Brandy.
In her definition, Christine discusses promoting student agency by giving them a voice and
releasing control over students, which is a different definition as compared to the other participants.
Christine stated,
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Restorative Justice is a behavioral system in which we give students as much of a voice as the
teachers, where we can work together to find the best possible solution to help them work through
their issues, behaviors, or trauma they face in and outside of school.
Christine’s definition demonstrates the value in providing students with voice and choice options, which
could impact social control in a positive way. Further, Christine’s definition mirrors the concept of the
Social Discipline Window, which is a two-column continuum of control and support (Buckmaster, 2016).
The more control a teacher has over a student or situation, directly influences outcomes (Buckmaster, 2016).
The way in which Christine defines RJ also illuminates the issue of trauma students are faced with outside
of school, which impacts schooling or their ability to learn.
Theme # 2: Benefits of Restorative Justice
Classroom teachers play a critical role in the success of students. Interview responses from
participants in this study demonstrate the perceived understanding for the value of teacher-student
relationships and how implementation of RJP-s help foster community. Throughout the data, a common
theme revolved around benefits of implementing restorative justice. Participants shared experiences with
using RP-s to bridge relationships built on trust. Some shared how they felt implementation of RJ
humanizes them with their students. All participants emphasized the important role of relationships and
how they leverage RJ to develop healthy and safe connections with students. The perceptions of the
participants regarding restoring relationships and building community, align with the pillars of the RJ
framework, which emphasizes the relational obligations that people have to each other in community
networks (Vaandering, 2013; Zehr, 2002).
In the interviews, study participants shared a resounding theme of the benefits of implementing
RP-s with students, families, and colleagues. Specifically, they discussed how they implement RP-s. A
variety of implementation methods were discussed with some focusing on a specific RP they use with
students, such as restorative circles, class meetings, and affective statements. For example, Christine and
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Brandy both implement daily morning meetings to foster community in the classroom. Students can use
the time to share feelings or discuss issues or personal experiences. Most of the participants found value
in implementing restorative circles and was most commonly used among study participants. The
experiences shared by participants center on exhibiting care or compassion and empathy for stakeholders.
All participants seemed to care about their students. This was evident in their demeanor as they talked
about their students, with some becoming filled with emotion. To this point, Justin discusses his recent
implementation of restorative circle. He explained,
I had to use a restorative circle the other day in my classroom. The students came in and they
were so riled up about other things that we could not move academically. It was hindering us
moving academically so I had to say stop. Let's regroup. Let’s talk about what’s going
on…letting the students have a chance to voice their opinions. Me as the teacher, listening and
offering advice or just being a listening ear so that we can get back to focus on the job that is at
hand, which is what we need to do academically/instruction. Sometimes it is a way to regroup.
For everyone to get on the same page. Get the negative energy out and let the positive energy
come in. The biggest thing is that everybody is on the same page so that instruction can take place
in your classroom without being interrupted.
Justin’s response focused on the proactive use of conducting restorative circles with his students to
address a potential issue that could prevent students from engaging in learning. He expressed the value he
finds in listening to the needs of his students and engaging them in a meaningful problem-solving process.
All students who were impacted by the situation had an opportunity to be heard. The restorative circle
was able to bring understanding to the classrooms environment by deescalating the situation. It also
demonstrates an awareness that Justin has for his students when conflict or misunderstanding is
experienced.
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Daisy shared an experience with using circles and restorative conferencing to resolve a concern in
class. The circle she described focused on a common issue that most of her students experienced with
parent incarceration. Daisy stated,
We have our circles with the whole-class, and we work through different challenges, and I asked
them about themselves like a question each day. But then, the kids who are repeating behaviors, I
also have kind of problem-solving conferences with them during lunch. And we work through
those problems together. And then we keep meeting on it. We keep checking in…is this getting
better? So, it looks different from kid to kid. In one of my circles last year, it was really cool! A
lot of my students had parents who were in prison, or they struggled a lot with family life and
never really talked about it at all. And you could tell it I mean they would tell me individually
what's bothering them. What's going on at home. And so many of them are experiencing the same
thing, but they didn't know. And they never talked about it.
Daisy’s response emphasizing the important purpose of using circles to learn about her students; however,
she tended to use both traditional circles and restorative circles, which are two different kinds of circles.
The implementation of circles was consistently used as a tool in her classroom. The circles allowed her
students to share concerns and to be heard by their peers. Restorative circles were used for problemsolving difficult situations or conflict. For students who needed an additional layer of support to improve
their behavior, Daisy implemented individual conferences with this group of students in order to discover
root causes and determine better solutions. Restorative conferences function differently than restorative
circles. It was great to see that Daisy applies other restorative individualized approaches to help students.
She also used the conferencing to provide individualized counseling based on the needs of her students.
When discussing restorative practices, participant responses in this study demonstrate that the
majority of them used restorative circles. In the literature, restorative circles are considered a formal
circle, used as an effective way to restore relationships, build empathy, and address problematic behavior
(Smith et al., 2015). In fact, Smith et al. (2018) state, “using circles allows every voice to emerge and give
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each member opportunities to connect and appreciate others’ contributions” (p. 77). However, there is a
particular format or process for implementing restorative circles (Smith et al., 2015). According to
Pavelka (2013), the circle process includes the person accused of wrongdoing and persons closes affected
by the actions of the accused. There is a circle facilitator who is responsible for organizing and
conducting the circle. To facilitate the process of a restorative circle, the use of a formal script is
recommended to guide the discussion and set group norms and expectations (Pavelka, 2013; Smith et al.,
2015). The teachers in this study did not mention using a formal script while conducting restorative
circles. However, the majority used a “talking piece,” which is passed to each person who participates in
the restorative circle. The person with the “talking piece” is permitted to speak while others listen
(Pavelka, 2013).
Study participants were asked to discuss if they use a “talking piece” to facilitate restorative
circles and whether the chosen piece has a specific or symbolic meaning. Teachers who implemented
restorative circles used a talking piece. The “talking piece” was determined based on the grade level
taught, which allows students to feel comfortable with holding the “talking piece” to share thoughts. For
example, a kindergarten teacher may select a stuffed animal as a talking piece. Christine teaches first
grade and she indicated using a stuffed animal. A teacher in the intermediate grades may select a different
item; one that is more age appropriate. Brenda, Justin, and Allison agreed on using a “talking piece” to
facilitate restorative circles. When Justin was asked about structures, he uses to facilitate restorative
circles, he remarked, “Each student has a chance to talk. They know only one person can speak at a time
and I expect them to be listening. If they do not have the talking piece, they know they cannot talk.” I
asked him to elaborate more about the “talking piece” regarding its use and selection. Justin stated,
I honestly use a colored marker. I needed something that students could pass quickly to one
another. In most restorative circles, a talking piece or stick is used, so I grabbed something quick
just to start the circle. The marker works. Kids don’t talk unless they have the marker in hand.
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From Justin’s response, he seemed more focused on using the restorative circle to start the healing
process. It was also evident that he uses restorative circles frequently since he stated in his response that
his students know the routine or structure of restorative circles in regard to listening and following group
norms. He did not seem concerned as much about finding a “talking piece” that symbolizes meaning or
something students might have a connection with the chosen item.
Heather also uses a unique “talking piece” to facilitate restorative circles. In her response, she
shares how she continues to use a “talking piece” to adhere to Covid-19 protocols in place at school,
which was a different consideration than what other participants shared. Heather discussed,
This year has been crazy with Covid. I still do restorative circles with my kids. I have hand
sanitizer in my classroom, so my students are always sanitizing their hands. For circles, when a
student is talking, they must have their hand covering their heart. When they are finished
speaking, they lower their hand and then the next person has a turn to talk. When I introduced this
gesture to my students, I told them that it means you [students] are speaking from the heart.
Students placing their hand over their heart when speaking to their peers is a great gesture as it
communicates to the group the seriousness of the conversation and feelings of the person speaking.
Although there were certain safety protocols to follow to prevent the spread of Covid-19, Heather
believed that restorative circles were necessary in her class and followed the guidelines to ensure students
were engaged safely to address conflict.
In conjunction to the theme of the benefits of implementing restorative justice, participants felt
they were preparing students to become better decision-makers, productive members of society who are
empathetic toward the needs of others and seek alternative solutions to dealing effectively with conflict
without resulting to violence. RJ and its practices provide opportunities for students to engage in
discussion to speak openly about problems and to address harm; allowing all stakeholders to be heard in
order to have their needs met. Through the use of RP-s, Zehr (2002) explicates that stakeholders have an
obligation to the community to right wrongdoing. As students reach adulthood, the hope is that they will
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demonstrate better ways to problem-solve and interact with others. In the interviews, participants
expressed the need for students to take the conflict resolution strategies learned in school and apply them
beyond schooling. All participants echoed the same feeling as Brandy regarding preparing students to
become productive citizens of society. They also expressed the desire to keep students in school. They
shared a belief that if students learn better problem-solving skills to prevent or handle disputes properly,
they will have the knowledge and skills to apply in their everyday lives. Brandy stated,
We want to do what's best for our students, and we want to teach students. We want to give them
instruction academically, but we also want to teach them about life. We want them to know that
in school, there are consequences and in life, there are consequences and there are different ways
that those consequences can occur. As a teacher, I want you in my classroom, because I want you
to get your instruction. I want you to get what I have to give to you and you can't get it outside of
the classroom, so I can use restorative practices to continue to build bonds, and to build
relationships with students to keep the community and the family feeling going on in my
classroom.
Theme # 3: Challenges to implementing restorative practices
Restorative Justice is evolving in schools as an alternative to traditional discipline practices.
Participants in this study indicated completion of a 12-hour district RP training. As I continued analyzing
the data, participants spoke of challenges, which became one of the major themes. To this point, the
words time and fidelity continued to reappear in the data as participants described the inherent challenges
of implementing RP-s. Allison, Justin, and Daisy felt time inhibits their ability to implement restorative
circles. They were concerned about taking time away from teaching academic standards to focus on
implementing restorative circles. For example, Allison expressed how lack of time is a challenging factor
to RP implementation when academics in schools is such a priority. In her response, she stated “You don't
want to sometimes get so focused on the behavior and restorative practices that you lose sight of
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continuing with your academics.” This feeling is very prevalent amongst teachers in education culture,
driven by high-stakes testing. This sentiment was echoed by Brandy when she stated:
During the day, it is hard to stop everything we are doing and hold a restorative circle. These
circles must be planned, and they can take a long time. However, I know that I have to do
restorative practices with fidelity and if I don’t, my class will have a lot of unresolved issues that
will keep me from teaching. I also don’t believe all teachers implement restorative practices with
fidelity or consistency. If it's not done with fidelity and all teachers don't feel the same way about
it, then you can't see it across the board on a school wide level, because everyone does not have
the same buy-in to restorative practices.
Brandy acknowledges the amount of time that it takes teachers to plan and facilitate restorative circles.
She also alludes to the loss of instructional time; however, recognizes the importance of exercising
consistency in the use of restorative circles for her students.
Brenda described challenges to implementation below and her responses focused on additional
supports that might be necessary to support students who consistently misbehave or exhibit chronic
troublesome behavior. She stated,
It is easier for me to use affective statements when children misbehave. I can say those right in
the moment without taking too much time away from teaching my students. Restorative circle can
take a long time. I just wish teachers had more time to spend on restorative circles, but we don’t. I
usually only do circles when things are really bad like someone got hurt and students threatening
to fight. Sometimes my students have so many issues with each other that I can’t keep up
[laughs]. I sometimes rely on the school counselor to help me out. She will take the students
sometimes and do a restorative circle in her office with them and then bring them back to class.
Brenda is a great example of a teacher who understands the benefit of restorative circles; however, due to
lack of time, it seems impossible to conduct a proper restorative circle. She uses affective statements with
her students because she believes these statements do not require a lot of time or preparation on the part
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of the teacher. Brenda also relies on the school counselor to facilitate restorative circles with students
when its issue does not impact the majority of the class.
Moreover, Heather and Christine noted that implementing RP-s with fidelity is a primary concern
at their school. Heather shared that she feels some teachers, particularly experienced, are accustomed to
using traditional discipline practices. Both Heather and Christine emphasized the need for a whole-school
approach to routinely implement RP for it to take effect. They agreed that additional training is necessary
to gain support for the RP program.
Heather stated,
Through my eyes, I think the biggest problem with implementing restorative practices is getting
everyone in the schools involved. I feel that there's some teachers who have been teaching for 25
years, who have done what has always worked in their classroom and they're not willing to open
up and learn it, where I feel like there's new teachers who are also not as open to learning it as
they're so overwhelmed with all of the new aspects that are happening. Then I feel there's teachers
such as myself who we've been in the practice for long enough where we have an idea of what
we're working with. But we're more open with seeing what's new in the community of teaching. I
feel that, however, with not everybody on the same page practicing it the same way that's the
challenge for us. We need people who are open and willing to use it.

Participants are not only burdened by the time that is takes to implement restorative circles or the
lack of a whole-school approach to implementing RP-s, but some of them contemplated what kinds of
situations are most appropriate for restorative justice, which makes student discipline a challenge to solve.
It is evident that all participants believe in restorative practices; however, they feel traditional
exclusionary consequences are still needed. They seemed to depict or regard restorative justice and
traditional discipline practices as one providing softer consequences (restorative justice) and traditional
discipline as a firm. The determination whether to apply exclusionary consequences depend on the
severity of the situation. Participants were asked to share their perspective of when exclusionary
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consequences are necessary. Participants agree that severe acts of physical aggression should result in
stricter consequences to be applied other than restorative justice practices. Brenda stated this perspective
regarding traditional punishment,
One of my rules are, keep your hands and feet to yourself. So, if you put your hands or feet on
another person, then they would need some consequences because if you don't give them any
consequences, the other kid is going to go home and mention something to their mom. Mom is
probably going to ask what happened. If the child says nothing happened [meaning a
consequence was not rendered], their parent is not going to be happy about that.
Daisy shared an experience regarding one of her students throwing an object, which resulted in the object
hitting a student. Due to the severity of the incident, Daisy documented the incident on a minor incident
report. The experience Daisy shares is an example of an incident that she feels would warrant the use of
an exclusionary consequence. She stated,
A student who was upset threw a book and it hit another student, which landed on her hand. The
child’s hand was hurting, so I did have to send her to the nurse to get an ice pack because it was a
little swollen, because [of] the force. I had to pull the student to the side who threw the book and
have a conversation with that student. I had to call that student’s parents. I had to call the parents
of the student who got hit with the book. I then had the students to come together and talk about
it. He did admit to throwing the book but was not intending to hit the victim. He stated that he
was not trying to hurt the victim. But the bottom line is, it did happen, and you did hurt someone,
so I had to write the child a minor infraction for throwing objects in the classroom because that's
not safe and all kids should feel safe.
Allison is concerned with finding alternative solutions when students misbehave. She believes in not
isolating students from peers and feels that exclusionary consequences should be reserved for incidents
involving a weapon that could potentially hurt of harm other students or staff. She exhibits a desire to
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maximize teachable moments to share with students effective problem-solving strategies. Allison shared
the following perspective,
I feel like that suspension needs to be the last result if it must be used because it does impact a
child. When a child is told they're no longer able to come to class, or they're no longer able to
come to school. It puts them in a different place or a different mindset, in which they feel they are
not good enough. And if they're feeling they're not good enough, that's going to continue to bring
them down. One of the main triggers to behaviors, is when a child does not feel comfortable, or
when a child does not feel accepted, and that is one of the main reasons, a child could maybe not
feel accepted. We must find other alternatives to teach children how to do right, than by
automatically eliminating them from their peers or the school. Unfortunately, there are some
circumstances where expulsion or suspension might have to take place. If a student brings a
weapon. That's where all students have to feel comfortable, and unfortunately a weapon due to
the society of gun shootings and everything happening, that is just not something that is
acceptable by having a conversation. It might not get the point across to a student about the
severity of their behavior.
Allison’s perspective prioritizes student learning. It is evident that she understands the value in keeping
students in school. She reserves the use of suspension for the most serious infractions such as a student
bringing a weapon to school that could harm the welfare of others. If a student brings a weapon to school,
Allison explains that more should to be done to help the student other than a restorative conversation.
Allison wants her students to understand their capabilities and know that they can be successful at school.
She feels her class is a safe space and want students to feel comfortable in the learning environment.
Allison gives students opportunities to learn from wrongdoing and understand that a mistake does not
define a person or what they can become.
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Found Poems
Major Key is the first found poem. The poem demonstrates the restorative mindset of teachers
who use RP. The poem shows the commitment teachers have to students to establish trusting and
meaningful relationships with community building as the foundation. Major Key is also about engaging
student agency and problem-solving through a situation, while placing emphasis on the result, which is
the relationship.
Major Key
Restorative practice is a way to communicate.
Build relationships between the classroom teachers and students.
All children should have a voice.
Restorative practices kind of allow the students to have that voice.
To hear teachers, teachers to hear students.
AGAIN…a chance to build relationships.
Students want to speak to the teachers about the things that are going on at home.
You learn about your students.
That's another way for you to come in and say.
Yeah.
I felt like this too.
They bought (buy in) in like, oh, wow!
My teacher felt like that too.
My teacher really understands me.
Those bonds.
The feeling of community.
I can talk in my classroom.
This is a S A F E place.
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Found Poem
The title of this poem comes from an interview with one of the participants. It highlights the
challenges many teachers face to effectively implement restorative practices. A common challenge that
transcended through each interview was the lack of time available to do restorative practices due to
curriculum constraints.
When is it an appropriate time to do a restorative practice?
Is this something that I can do every day?
Do I have to do this every day?
Is this something that I can do every other day?
Every couple of days?
WHEN are you going to do it?
That's one of the biggest things is WHEN.
If you feel like this is really working.
There have been challenges.
It's the time.
How do you make time to do it?
Do you take little bits and pieces?
Or do you do it in chunks?
When?
Found Poem
Does restorative practice really help students take accountability for their behavior? Held
accountable OR…Not, can be described as crossroads of the internal beliefs conflicting with the
restorative philosophy, which is a process some teachers described they go through based on
circumstances of discipline incidents that are more severe. The teacher recognizes the detriment of
suspension or other punitive consequences; however, they feel traditional methods of discipline is
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necessary in some situations. The participants interviewed felt like restorative practices is not enough for
all situations and stricter consequences may be warranted.
Held Accountable OR…Not
Sometimes you have to walk away.
A student may have to be removed.
There has to be a consequence.
Not all students.
Like I said.
Carry that remorseful feeling.
Suspension does not work for everybody.
Some just want to stay home.
You cannot just take that off the table.
Because then students are like.
Oh, there's no consequences.
They can be in the form of a negative consequence
Or a positive.
But yes, they do need a consequence.
If they are repeating offenders.
They don't respect your consequences.
I think that's when you have to look at some different consequences.
That's when writing a letter is no longer good enough.
Summary
In this chapter, I presented the data collected during this research study. Semi-structured
interviews were conducted with seven research participants and then transcribed. The chapter provides
demographic information for each of the participants, including their race, age, teaching experiences, and
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education. All interview transcripts were analyzed using qualitative coding. Using thematic coding, three
major themes emerged which include (1) training effectiveness, (2) benefits of restorative justice, and (3)
challenges to restorative justice implementation. I also used Poetic Inquiry in the form of Found Poems to
present the data.
It is evident from the responses of participants that RP training has helped develop their
understanding of RJ theory and practice. Most of the participants expressed whether directly or indirectly
that RJ is a mindset and a set of actions used by stakeholders to identify harms, build and repair broken
relationships, and resolve conflicts. The majority of participants in this study implement restorative
circles or Morning Meetings to discuss issues or concerns affecting their classroom community. From the
perspective of participants, restorative circles are effective and teach students appropriate strategies to
handle difficult situations. Participants also implement other restorative practices that focus on building
and displaying empathy for others.
Restorative Justice is viewed as an alternative to punitive discipline responses. Participants in this
study favor RP-s over consequences that are viewed as punitive or detrimental to the student. The
majority of participants feel that exclusionary consequence should be reserved for severe incidents
involving physical aggression, leading to severe student injury or cases in which students bring weapons
to school. Furthermore, participants discussed the benefits of using restorative practices and the overall
impact punitive discipline has on student success.
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Chapter 5
Discussion and Conclusions
Overview
In this study, I sought to gain an understanding of how teachers at one elementary school came to
understand restorative justice (RJ) and learn how they implement practices that are considered restorative
in their classrooms. To accomplish the purpose of this study, the following research questions were used
as a guide:
1. How did teachers come to understand restorative justice?
2. How do teachers implement restorative practices in the classroom?
3. How do teachers perceive the effectiveness of restorative justice practices in their schools?
Howard Zehr suggested that educators focus more attention to harm done instead of rules broken, which
will keep those affected at the center (Kehoe et al., 2018; Umbreit et al., 2011; Zehr, 2002). This approach
is an alternative method to dealing with student discipline than traditional disciplinary methods that may
be viewed as punitive or exclusionary. Data collection methods for this study involved conducting oneon-one semi-structured interviews with seven participants and document review. Participants in this study
are a racially diverse group of elementary school teachers from the same school. The findings in this
study revealed that these teachers underwent restorative practice training which helped them develop a
restorative lens or mindset and a plan for RP implementation. Anyon (2017) suggest for schools to partner
with an RP organization to support implementation efforts that focus on developing a shared vision,
coaching, and professional training. The school used for this study partnered with the International
Institute of Restorative Practices (IIRP). The teachers demonstrated this mindset by cultivating a sense of
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community and belonging in their classroom by helping students develop strategies to address
wrongdoing and exhibit empathy for one another. The teachers involved in this study engaged in
conducting restorative circles with their students and/or morning meetings to address harm and needs, but
also to establish a class culture focused on positive relationships. These elements of restorative circles
align with Smith et al., (2015), which suggested the use of restorative circles to address harm. The
findings also showed that teachers felt they are preparing students with life skills that involve character
building, effective conflict resolution, and student agency. Specially, the three major themes from this
study findings are as follows:
•

Training effectiveness

•

Benefits of restorative justice

•

Challenges to restorative justice implementation
In spite of the challenges faced with implementing restorative practices, participants in this study

continued to find the potential in restorative theory and practice. The challenges associated with
implementing restorative justice practice still exist; however, participants were able to overcome barriers
to find balance in regard to appropriate times and incidents to involve the use of restorative practices. For
example, during the interviews, most participants cited timing as one of the biggest barriers to effective
and consistent implementation. To overcome this obstacle, participants conducted restorative circles prior
to the start or end of the class period or school day. Some sought the assistance of other staff members
such as school counselors, administrators, or social workers. This is an example of a community-based
approach to support the needs of teachers and students.
For this study, all participants displayed excitement to be a part of this research study and eager to
share their perspectives through responses to interview questions. Participants have varying levels of
teaching experience in terms of years and differing schools from which they have worked. Interviewing
this group of educators was a great experience as a researcher. I had a chance to hear from teachers
regarding their lived experiences with managing student discipline, challenges, and positive
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accomplishments or breakthroughs they encountered with individual students. I was pleasantly surprised
with some of the responses or perspectives participants provided concerning restorative justice practices,
regardless of their age or years of teaching experience. Both younger and older teachers spoke extensively
about the importance of implementing RP and how it serves as an alternative to school suspension or
expulsion. I was also impressed with the knowledge teachers exhibited about the detrimental effects of
exclusionary consequences. Gregory et al., (2010) describe the harmful effects of suspension which
include decreased motivation for schooling, less investment in rules or consequences, and a reduction of
academic achievement. Going into participant interviews, I had presumptions that participants would have
limited background knowledge regarding RJ and the application of its practices. This assumption was
based on my own personal experiences as a school administrator, observing teachers use and at times,
overuse of traditional consequences. However, participants in this study exhibited more knowledge on the
topic than I had originally thought and preferred RP-s over traditional punitive practices. In fact,
participants only encouraged the use of exclusionary consequences when severe behavior is exhibited
such as physical harm or carrying a weapon to school that could potentially bring harm to themselves or
others. Zehr (2002) does not associate RJ philosophy as the only behavioral approach or alternative. This
is reflected when Zehr (2002) explicates that RJ is not the answer to all situations involving wrongdoing.
Major Findings
For this study, I was eager to determine how closely participant responses aligned to the
restorative practice framework. The RP framework also known as pillars, is two-fold, meaning the
framework can be applied as a theory or practice. If teachers implement RJ practices, their responses
should match the principles of RJ. Zehr (2002) defines RJ as a “process to involve, to the extent possible,
those who have a stake in a specific offense to collectively identify and address harms, needs, and
obligations in order to heal and put things as right as possible” (Zehr, 2002, p. 40). With various
definitions or interpretation of RJ that are widely used in research or programs, it can impact the degree of
understanding of the RJ methodology and impact implementation efforts.
89

Based on participant responses from this study, it is evident that they are continuing to develop
their own restorative mindset that can be used as a guide for establishing healthy relationships between
adults and youth. The teachers in this study have a similar definition of the meaning of RJ. For example,
Daisy described RJ as a behavioral system that engages student agency, giving them the ability to
vocalize issues. She also noted that RJ requires working collaboratively to find solutions. The explanation
of RJ defined by Daisy aligns with Howard Zehr’s definition of RJ, which is also applied in this study
(Zehr, 2002). The response addresses harm and supports collaboration or a community-based approach
and tries to make things right. This is same thought process was reinforced when Brandy defined RJ as a
way to bring people together to address harm done and to brainstorm solutions that focus on meeting the
needs of all involved. In the response from Allison, she dispels the myth or belief that RP-s does not hold
students accountable for troublesome behavior (Zehr, 2002). According to Allison, RJ helps students take
accountability for unwanted behaviors and includes the community. Some researchers believe that RJ
provides teachable moments and opportunities for student offenses to work through harm (Gardella, 2015;
Lustick, 2017; Morrison & Vaandering, 2013). According to Pavelka (2013), implementing RJ practices
decreases recidivism. Further, according to research by Graves and Mirsky (2007), RP has the ability to
improve the culture of a school and that schools that implemented RP programs saw decreased reliance on
student detention, suspensions, reductions in disciplinary issues, truancy, dropout rates, and positive
changes to school climate and attitudes of students. Zehr (2002) also supports this notion by suggesting
that the accused person learns a great deal from their behavior when RP’s are used by understanding how
the specific behavior impacted others. As the accused better understands the impact, they are less likely to
repeat the same behaviors in the future (Zehr, 2002).
In this study, most participants indicated the use of restorative circles to address conflict that
results in harm. Restorative circles promote equity, inclusion, and safety (Vermont, 2017). Restorative
circles are considered to be a reactive approach to wrongdoing because they occur after harm occurred.
Repairing harm is the first pillar of the three-pillar sequential framework of RJ. Addressing harm involves
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first identifying who was harmed or hurt. Pavelka (2013) states resolving harm occurs when the victim
and community are able to heal or move forward as a result of wrongdoing. The second pillar of RJ is
called Obligations, which means to understand how harm impacted the community and the accountability
of the accused has to restore the relationship with the community (Zehr, 2002). The last pillar of the RJ
framework is Engagement. The stage involves a community-based response to determine actions that
need to be taken to rectify the situation (Zehr, 2002). Study participants shared their experiences with
implementing RP-s. The experiences shared align with the RJ framework. Specifically, participants
utilized RP circles to address each pillar of the RJ framework. RP circles practice uses a formal process,
which allow each individual involved to communicate how behavior or wrongdoing personally affected
them and opens a space for dialog to discuss reparations (Amstutz & Mullet, 2005; Riestenberg, 2004).
For example, Justin recalled a specific time he conducted a restorative circle to resolve an issue that was
disrupting the learning in his class. Using a restorative circle, he was able to provide opportunities for his
students to openly discuss the issue by voicing opinions. The teacher used restorative circles proactively
to address the concern. Anderson et al. (2014) determined that circles are a tool for teaching social skills
that involve listening, establishing mutual respect, and problem-solving in a safe atmosphere, allowing
student to share their perspectives with the group. Brandy discussed how restorative circles allow her
students to share their own perspectives or opinions with not only teachers but also to their peers. She
underscored the importance of students feeling comfortable in the environment.
Further, Brenda addressed all three of the RJ pillars when she discussed students talking out
issues during a restorative circle, sharing ideas to resolve the matter, and the accused taking responsibility
by offering an apology to all impacted. This teacher emphasized the power of engaging in conversation,
which leads to effective ways of problem-solving. Allison also expressed the importance of students
engaging in meaningful conversations regarding concerns. She encourages her students to share their
thoughts and informs that when this is done appropriately, others may be willing to come forward with
the same thoughts or feelings. Additionally, Allison suggested for restorative circles to occur in a calm
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environment. Anderson et al. (2014) state that all affected must feel safe in the environment to begin the
reconciliation process.
Moreover, according to participant experiences of implementing RP-s in this study, it is evident
that they are implementing some form of restorative circles; however, some participants are missing some
of the critical pieces that make up a restorative circle. For example, restorative circles use a formal
process, which recommends the use of a script that offers guidance for facilitating restorative circles and a
“talking piece” (Smith et al., 2015). McCluskey (2010) states that the use of a script for conducting
restorative circles may be viewed as confining; however, the script maintains the focus on key aspects,
which include thoughts, behavior, and feelings and needs. From the data, I noticed the majority of
participants failed to mention the use of a script for facilitating restorative circles and most like assume
students know the processes or routine due to repeated use of restorative circles. The lack of using a script
could be linked to the RP training participants received. During the analysis of document review, I found
that the resources used to facilitate the initial RP training outlined the process for facilitating restorative
circles. The use of a script for restorative circles was included. As I continued to peruse employee
handbooks, I noticed the handbooks featured restorative circles as a restorative practice and provided a
definition for what it is; however, the directions for implementing circles was not provided. The absence
of a script could impact implementation or the effectiveness of a restorative circle. Boynes-Watson and
Prannis (2015) describe the elements of restorative circles as the following…
•

Ceremony Opening/Closing - Opens a space for dialog to occur in a safe environment.
The opening or closing may include a mindfulness moment or ground rules.

•

Centerpiece - Focus or purpose of the circle to promote listening and speaking.

•

Identify values/guidelines - Values and expectation are established by parties involved,
serving as a reminder of the collective expectations.

•

Talking Piece - An object that has meaning or significance for the group. The object is
passed sequentially to each members of the circle to regulate and encourage dialog, limit
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members from interrupting as the other is speaking. The person with the talking piece is
only permitted to speak. Other members have an equally important role, which is to
actively listen to the person speaking.
•

Facilitation or Keeper - The facilitator or keeper maintains the peace and ensures
everyone follows the collective expectations.

Although some participants in this study implement restorative circles, other participants indicated
implementing morning meetings. Morrison and Vaandering (2012) state that morning meetings or
community building activities create a proactive stance versus a reactive approach that RJ provide.
Christine implements morning meetings to allow her students to share personal experiences with the
class. She also has a peace quilt in her classroom to allow the students to engage in conflict resolution to
resolve incidents. Brandy also utilizes morning meetings for students to share perspectives and
relationship building.
Many research studies found RP training as a necessity to effective implementation of an RP
program (Anyon, 2016; Grossi & dos Santos, 2012; Sandwick, 2019; Sumner et al., 2011). Without
proper training, teachers may experience difficulty understanding the philosophy of RJ and how to
implement its practices. Teachers in this study discussed training they received. Most of the initial
training used by the school district in this study was a train-the-trainer model. The school district selected
school counselors to lead the RP initiative. School counselors received RP training through a partnership
with the International Institute of Restorative Practices (IIRP), which is a well-known institution for the
promotion of RP-s. The school counselors received 12 hours of RP training. Afterward, they were tasked
with providing RP training for this respective schools. Using the train-the-trainer model is a way for RP
practitioners or school districts wishing to implement a RP program to expedite training for the faculty
and staff. The train-the-trainer method is a cost effective for school districts. However, there are cons to
this method, which include inadequate training or lack of knowledge or real-world application
experiences related to the topic. This method also limits school counselors from receiving coaching or
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feedback on training execution or practices from an experienced or licensed RP practitioners. Participants
in this study discussed the training they received on pre-service days. Some participants could not recall
the total number of hours of RP training they received; however, all of them confirmed they received a
RP completion certificate. Moreover, in the employee handbook, all staff are required to undergo 12
hours of RP training; however, ongoing training is not specified. However, researchers recommend
consistent ongoing RP training (Anyon, 2016; Grossi & dos Santos, 2012; Sandwick, 2019; Sumner et al.,
2011).
Examining the RP training teachers receive may reveal solution to the challenges of
implementing RP-s shared by participants. For example, multiple participants in this study identified time
as barrier to implementation. Perhaps, ongoing professional development can be used to address this
barrier and teacher concerns. Skilled RP practitioners may be able to offer strategies or recommendations
to make the process of facilitating restorative circles less time consuming for teachers. It would also
create a space for teachers to vocalize concerns and offer input into next steps in the implementation
process.
Additionally, most participants continued to share experiences using restorative circles. Ongoing
training could expose participants to a wider variety of RP’-s, such as affective statements, impromptu
conferencing, restorative conferencing, morning meetings, restorative language, and mindfulness. Based
on the data from the interviews with participants, it can be concluded that the school implements partial
implementation of RP-s. The rationale for this conclusion is due to most participants in this study
reflecting primarily on using restorative circles with limited reference to other prominent RP-s as
mentioned above. Also, a review of RP training materials focused solely on restorative circles, which is
consistent with the research on RP, but could also serve as the reason for participant responses regarding
use of RP-s.
Further, as a former elementary school teacher, I can relate to the concern participants have
regarding lack of time. Most schools follow a schedule or time-bound flow of the day. The day is
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structured to ensure all subject are covered. Each subject is allocated a designated number of minutes and
teachers are highly encouraged by school administrators to maximize each minute of instruction, with
most of the priority dedicated to instructing on the content. Under such demands, it can be a challenge for
educators to meet the social-emotional needs of their students and address conflict. Allison discussed
concerns with losing sight of academics to focus on implementing RP-s. Justin emphasized the need for
more time to be built into the schedule for circles, especially for students with severe behavioral
challenges that are repetitive. In regard to restorative circles, this kind of formalized circle has many
positive benefits for dealing with conflict; however, from my own experiences of facilitating and
observing restorative circles, they can last for a long period of time (Augustine et al., 2018; Kaveney &
Drewery, 2011; McCluskey et al., 2008). Brandy was concerned about losing instructional time due to
circles and states that restorative circles must be planned as they take a lot of time to implement.
Participants understood the positive impact restorative circles can have on their students and class culture,
so they make time for circles. This time is often taken away from one of the core subject areas. This is
concerning for most teachers in an educational climate where much emphasis is placed on high-stakes
testing, which is of the reasons why Brenda mentioned requiring assistance from her school counselor to
pull students out of class to conduct restorative circles with them, which allowed her to continue teaching
the remaining students.
One of the other major finding in this study is the issue of garnering teacher support and
implementation fidelity of the restorative practice program. Participants expressed concern that some of
the teachers at the school have not completely bought into the theory of restorative practice, resulting in
some teachers implementing the program and some fully not. Brandy stated disbelief in all teachers at the
school site implementing RP-s and discusses the difficulties of seeing a holistic approach to implementing
RP-s. Heather describes her thoughts about teachers who she considers to be experienced or veteran
teachers and their unwillingness to embrace newer discipline approaches for students. She also discussed
the reluctance of new teachers to learn more or implement RP-s due to the mountain of demands or
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challenges to teaching and learning that comes with being a new teacher. For example, new teachers may
feel overwhelmed with mastering content as well as consumed with how to teach. Many researchers of
RP suggest a whole-system approach involving all school members to adapt a restorative mindset and
embrace implementation of RP-s across the entire school. RP becomes a part of the fabric of the school.
RP-s are normalized within the school setting. Kidde (2017) provides a guide for achieving a wholeschool approach to implementing RP-s. The guide uses a tiered approach, similar to the Response to
Intervention (RTI) or Multi-Tiered System of Supports (MTSS) framework currently used within most
school districts. Tier 1 is the universal stage, which is the foundation of a whole-school restorative
approach. The purpose of this tier is to establish healthy school climates, by building community and
developing social-emotional skills (Kidde, 2017). Tier 2 focuses on repairing relationships when
wrongdoing has occurred. The emphasis is on the relationship, not rules broken (Kidde, 2017). Lastly,
Tier 3 is the most intensive stage. The tier focuses on inclusion and belonging (Kidde, 2017). RP is
designed to replace evidence-based programs. RP programs work best when they are embedded with
other evidence-based program such as Positive Behavior Intervention and Support (PBIS), (Kidde, 2017).
This was not an issue for the school in this study. They use PBIS as their primary evidence-based
program with RP-s; however, some teachers use a combination of both PBIS and CHAMPS. This method
of embedding RP-s into other behavioral programs helps build sustainability of the program.
In the literature, schools should take actionable steps to prepare for full implementation of an RP
program. Research by WestEd Justice & Prevention Center (2019) suggests a readiness assessment to
identify current beliefs regarding student discipline and how they align to restorative principles. The
readiness assessment consists of professional development training for teachers and administrators to
understand restorative techniques and reasoning for shifting from traditional approaches to student
discipline to a more restorative perspective or lens (WestEd Justice & Prevention Center (2019). As
previously stated, the school site in this study would benefit from ongoing professional development to
revisit the vision of the program and specific RP-s. If teachers and administrators had this training,
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perhaps more layers of RP-s within the school would be evident and increase program fidelity. Teachers
would have more RP resources in their toolbox. Liberman and Katz (2017) suggest that RJ training
should be structured in a way that not only focuses on passive learning, but also include ongoing support
from skilled facilitators in the form of one-to-one coaching, on-the ground learning using observation, and
providing feedback. My concern with using the train-the-trainer model is that the school counselor may
not be skilled enough in RP-s to support school-based staff. After receiving 12 hours of RP training, I am
doubtful that school counselors would be equipped to assists staff at a high level to achieve RP program
goals unless they had previous or practical experience with implementing RP-s.
In the context of RJ program sustainability and garnering buy-in, Kidde and Alfred (2011)
declare that schools or districts should include multiple stakeholders in decision-making regarding student
discipline and policymaking. Preferably, stakeholders should include teachers, administrators, youth,
parents, and community members (Kidde & Alfred, 2011). This is such a critical piece to the success of
an RP program. Participants were asked about how RP-s has impacted school culture. Many of the
participants felt that RP-s made a positive impact on their school and credited the administrators for the
success of the program. Daisy credited school administration for setting high expectations and
establishing boundaries for students. Allison also praised the administrative team, social workers,
counselors, and psychologist. This is evidence of the positive culture established and that some of the
integral staff members are on board and supporting the RP program at Triplett Elementary School.
In order to maintain sustainability of a RJ program and to support whole-school implementation
with fidelity, the school should consider infusing RJ practices into the culture of the school, which
include explicitly modeling and application of RP-s. The involvement of school leaders modeling
effective use of restorative practices may garner support for the vision of the RJ program amongst staff.
For example, RP-s can be utilized by administrators during staff meetings to positively impact
implementation efforts. Administrators may also use RP-s with staff to address conflict and to restore
relationships. To this point, restorative circles can be used with adults as a method of problem-solving.
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Moreover, to advocate for the clear vision and mission of a RJ program, administrators should consider
facilitating restorative circles with their staff to model best practices by following the formal process of
conducting a conducive restorative circle, which includes sitting in a circle formation, the use of a formal
script to explain the process, establish group norms, and the use of a “talking piece.” The intent is that
when teachers observe their school leaders modeling RP-s, as a result, teachers will feel encouraged or
empowered to implement RP-s in their classrooms with students.
Moreover, RJ practices should be linked to teacher evaluation in the context of promoting the
implementation of RP-s. RJ as an indicator or an element to teacher evaluation, would emphasize the use
of RJ, add value to RP-s as an alternative to student discipline, and identify supports that are needed for
effective implementation. Administrators can offer coaching support and resources for teachers who are
resistant to implementation or the adoption of a restorative mindset. In addition, when conferencing with
teachers regarding classroom observations, they can discuss evidence of implementation of RP-s and how
the teacher uses RJ as a community-based approach to address harm and needs, accountability, and
restore relationships.
Moving forward, a next step for the school would be to engage both student and parent agency.
Participants talked about students and families having a voice at the classroom level. It would yield
positive benefits for the direction of the RP program if students and families participate in decisionmaking progress regarding student discipline.
Participants in this research study are racially diverse, all employed at the same school. Although
some participants are from different racial or cultural backgrounds, their responses are similar in regard to
how they implement restorative practices. Regardless of race/ethnicity, I did not notice a difference in
teachers’ beliefs in regard the theory of RJ. All participants expressed value in using RJ with all students
regardless of the race/ethnicity of individual students. Teachers in this study embraced RJ as an
alternative disciplinary approach.
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In an effort to make RJ widespread, teacher preparation programs can assist by infusing RJ into
coursework. Most university aspiring teacher programs offer courses in classroom management to operate
a safe learning environment. Incorporating RJ practices into these programs will better prepare novice
teachers to manage the learning environment. Increasing teacher knowledge of RJ will help them foster
positive relationships with students and families, reinforce positive behaviors, and provide alternatives for
dealing with disruption behavior.
In addition, school leadership programs should include RJ into the structure of the program,
which would give future school leaders the knowledge and skills necessary for implementing a restorative
justice program at their school sites. Infusing RJ into school leader preparation programs provide
exposure for administrators to alternative disciplinary responses for managing student misbehavior with
less detrimental effects to the student than punitive practices. The school leader evaluation should also
include indicators for RJ. Perhaps, this will encourage school leaders to promote RJ in their schools to
transform school culture and establish a whole-system change for RJ implementation.
Recommendations for Further Research
Future research should focus on the use of restorative justice to reduce and mitigate discipline
disparities. Minority students should experience restorative justice that is comparable to White students.
Although some schools are implementing restorative justice, discipline rates for minority subgroups
remain higher. Educator attitudes, race, or cultural biases/differences may be a factor in determining
whether restorative justice will be used. Educators who are accustomed to traditional punitive approaches,
may experience difficulty releasing power and control, which makes them often times reluctant to
implement restorative justice and establish meaningful relationships with students. Although there is
research to support restorative justice reduces discipline rates in terms of incidents and the use of punitive
consequences, Black and other marginalized groups of students are still disproportionately represented in
discipline data.
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Moreover, research is needed to determine the appropriate uses of restorative practices. In other
words, what kinds of situations or incidents best align with the use of restorative justice? Certain
behaviors may be so severe that they threaten the school and classroom community that it seems that
restorative justice would not be the best solution. For example, a student brings a firearm to school and
threatens to use it to attack others. The school community may be placed in a dangerous situation
regardless of implementation of restorative justice. Another example that is becoming both highly
publicized and controversial is that the fact that there are some incidents involving students becoming
physically aggressive or violent toward teachers and staff. In my career, I have observed several incidents
involving students hitting teachers. In this case, would restorative justice make the teacher who was
assaulted feel better as well as his/her family? What kind of message is being sent to other students by
having the student who assaulted a teacher back in class even after the use of restorative justice? A
qualitative study may be used to gather teacher perspectives regarding this issue.
Lastly, research should cover different ways to measure the impact of restorative justice in
schools and ways to sustain the program. A tool or instrument should be developed to determine its
effectiveness. The tool should help identify which restorative practices work best and for what kinds of
situations. Districts should also have a data tracking system or program to monitor how and which
schools are using restorative practices that is aligned to the tool created to determine effectiveness of
specific restorative practices. It takes a lot of time and energy for districts to implement restorative justice,
so having a way to monitor and track progress may be critical to determine whether shared goals are
being met and to determine how close the district may be in achieving its vision for a RP program.
Further, research should focus on sustainability of restorative justice. Implementation of restorative
justice is not a one-time ordeal and since it requires a shift in mindset, there must be identifiable ways to
sustain such an investment. For example, identifying professional learning that is needed to sustain
restorative justice in schools after implementation and how often should staff receive ongoing training.
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Who will be responsible for facilitating professional development? What role do school leaders play in
building capacity?
Final Reflections of the Study
Restorative justice implementation in schools has a promising future in the education system that
can serve as an alternative to exclusionary discipline practices with less detrimental effects on student
success in school. Research has shown the negative impact of punitive consequences and the need for
discipline reform. With increased suspension rates, office referrals, and expulsion rates, restorative justice
could be the key to unlocking new approaches. Challenging behavior can easily change the dynamics of a
relationship when harm has occurred. The restorative justice approach seeks to restore relationships and
repair harm. This approach shows empathy and support for both the victim and of the accuser. Resources
should be available for understanding student discipline that promote social engagement and place
emphasis on relationships.
The dedication and time devoted to this project has influenced the way that I think about how to
build and sustain safe and healthy conditions for learning. I learned that suspension whether in/out of
school is not the best option and that there are alternatives such as restorative practices to improve
students’ problem-solving capabilities to appropriately handle problematic issues. Although behavior is
learned, it can be managed when solid relationships built on trust, belonging, and safety are established.
As educators, it is our duty and responsibility to teach students appropriate behaviors and problemsolving skills, in which they will need to be productive citizens. When student needs are not met, they
may often present characteristics of misbehavior. It is important for educators to not only teach core
content, but also address the social and emotional needs of students that impact learning. Through
restorative justice, mindsets of teachers, staff, families, and students are improved over time. Restorative
justice provides a space for everyone involved in the incident to come together to express feelings and
work toward a resolution. The goal of restorative justice is not only to repair relationship and harm, but
also to strengthen the community.
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Appendix A: Informed Consent: Recruitment Letter Participate in Study002437
Date:
Dear _________________________________,

My name is Antonio Smith, school principal of Ponce de Leon Elementary School, Pinellas
County Schools. At present, I am a doctoral candidate in the Educational Program Development program
at the University of South Florida. I am kindly requesting your participation in my research study titled:
Teachers’ Perspectives of Implementing Restorative Justice.
The purpose of this qualitative study is to understand how teachers develop an understanding of
restorative practice (RP), how they implement RP with students, and how they perceive implementation
of RP-s in their school. Currently, one of the challenges schools face involve finding alternative solutions
or approaches to school discipline that avoid practices that exclude children from school such as
suspension or expulsion.
My hope is that you will decide to accept my invitation to become a participant in my study. The
criteria for participation can be found on page two of this letter. Please review the criteria to ensure you
meet the requirements for participation in this research study. I included a copy of the IRB Informed
Consent Form for your records. I will obtain a verbal consent from you at the beginning of the interview.
Participation in this study will require consent to participate in a 90 minute virtual interview using
Microsoft Teams. Please know, participation is entirely voluntary, and you have right to withdraw from
the study at any time without explanation. Additionally, no monetary compensation or supplements will
be provided for participation in this study. Involvement in this study does not present physical or
emotional risks associated with participation. For the purpose of privacy, all information and data,
including participant identifiable information will not be disclosed. Maintaining confidentiality will be
highest priority. The study results will appear in the dissertation. Information that is published will
exclude all information that could be used to identify participants, students, or the school involved.
I am appreciative of your time. If you are interested in participating in this research study, please
contact at 727-488-6372 or you may email at antonios28@ymail.com regarding your acceptance. Please
respond no later than May 7, 2021.
Your participation in this research study will contribute to education reform by adding a valuable
perspective to not only support the educational needs of teachers and students but to amplify their voices
in restorative practice research in schools.

Antonio Smith
USF Doctoral Candidate
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Appendix A: Informed Consent: Research Selection Criteria for Participation – Teacher
(continued)
Directions: Please check to indicate whether you meet the criteria for each item.


Two or more years of teaching experience



Minimum of one year of teaching at the same elementary school



Currently serving in the role of full-time classroom teacher with a class of their students



I implement restorative practices in my classroom.



Verbal IRB Informed Consent
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Appendix B: Interview Protocol
Title of Dissertation: Teachers’ Perspectives of Implementing Restorative Justice.
Research Questions:
1. How did teachers come to understand restorative justice?
2. How do teachers implement restorative practices in the classroom?
3. How do teachers perceive the effectiveness of restorative practices in their schools?
RQ #1: How did teachers come to understand restorative justice?
1. How would you define restorative practice?
2. As an educator, in what ways have you developed your understanding of restorative practice?
3. What is your perspective on students being punished when they break rules/expectations?
4. How important is equity of voice in decision-making the classroom, school, and district for all
stakeholders? Please explain.
5. RJ allows students to take accountability for their behavior by repairing relationships or harm (ex.
Restitution, apology, circles, conferences). Please share your perspective regarding repeat student
offenders within the school community.
6. In society, students may not always be given as many opportunities to correct their behavior as RJ
provides to them in the school setting. How do you see this in terms of fairness? What message is
being sent to students? What message is being sent to victims?
7. What is your perspective on suspension or expulsion from school? Under what circumstance
would suspension/expulsion be an appropriate response?
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Appendix B: Interview Protocol (continued)

RQ #2: How do teachers implement restorative practices in the classroom?
1. RP is a district initiative. From your knowledge, did teachers have input in the decision to
implement RP’s? If so, please explain. If not, how might teacher input make implementation
better in classrooms?
2. Relationships are key to building community in the classroom and throughout the school. How do
you build community in the classroom?
3. What kinds of restorative practices do you use with your students?
4. Which restorative practices do you find to have the most impact on student discipline?
5. How do you establish a culture of healing in your classroom after wrongdoing?
6. What are some systems that you have in place to address misbehavior and harm done that
strengthens relationships rather than rules broken?
7. How do you engage or work with other colleagues to collaborative problem-solving to meet the
unmet needs of students?
8. What are the challenges of implementing RP according to your personal experiences?
9. Tell me about a situation that occurred in your classroom when you used RJ.
•

How did the victim respond?

•

How did the accused respond?

•

How did other students who witnessed the incident respond?

10. How do you sustain your implementation efforts?
11. What object(s) do you use during restorative circles? Why did you choose this object?
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Appendix B: Interview Protocol (continued)
RQ #3: How do teachers perceive the effectiveness of restorative practices in their schools?

1. What are your thoughts about the training you received from the International Institute for
Restorative Practice and implementation at your school site?
2. What is your view on the RP training you received and how did it prepare you for the kinds of
students you encounter?
3. What are the benefits of implementing RP according to your personal experiences?
4. What are your views on whether RJ should be used as an alternative to exclusionary
consequences?
5. What incidents do you believe RJ is best suited for?
6. Do you believe RJ works for every student? Why or Why Not?
7. Are restorative practices good for students with mental health? Trauma? Explain.
8. Tell me about an experience involving student injury due to a peer, which resulted in use of RJ.
How do you think it went? Did the use of RJ satisfy the matter in your opinion?
9. From your own perspective, how has RJ impacted the overall school community?
10. Do you feel that RJ is adequate for handling any disciplinary incident? Why or Why Not?
11. What kinds of incidents would not be best suited for RJ?
12. How can implementation of RJ help manage the learning environment?
13. Should RJ be used as a behavior plan or in conjunction? Why or Why Not?
14. Would you agree that RJ holds students accountable for their behavior?
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Appendix C: IRB Exempt Determination
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Appendix D: IRB Adult Informed Consent

Informed Consent to Participate in Research Involving Minimal Risk
and Authorization to Collect, Use and Share Your Health Information
Information to Consider Before Taking Part in this Research Study

Title: Teachers’ Perspectives of Implementing Restorative Justice
Study # ___002437_________________

Overview: You are being asked to take part in a research study. The information in this document should
help you to decide if you would like to participate. The sections in this Overview provide the basic
information about the study. More detailed information is provided in the remainder of the document.
Study Staff: This study is being led by Antonio Smith who is a Doctoral Candidate at the University
of South Florida. This person is called the Principal Investigator. Antonio Smith is being guided in
this research by Dr. Zorka Karanxha. Other approved research staff may act on behalf of the Principal
Investigator.
Study Details: This study is being conducted at an elementary school or a public place agreed upon
by the research and participant. The purpose of the study is to understand how teachers develop an
understanding of restorative practice (RP), how they implement RP with students, and how they
perceive implementation of RP-s in their school. The proposed study will add a critical piece to
existing literature on RP by identifying strategies and interventions to improve implementation
practices. Currently, one of the challenges schools face involve finding alternative solutions or
approaches to school discipline that avoid practices that exclude children from school such as
suspension or expulsion. Participation in this study will require consent to participate in a 90 minute
virtual interview using Microsoft Teams.
Subjects: You are being asked to take part because your participation in this research study will
contribute to education reform by adding a valuable perspective to not only support the
educational needs of teachers and students but to amplify their voices in restorative practice
research in schools.
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Appendix D: IRB Adult Informed Consent (continued)
Voluntary Participation: Your participation is voluntary. You do not have to participate and may stop
your participation at any time. There will be no penalties or loss of benefits or opportunities if you do
not participate or decide to stop once you start. Your decision to participate or not to participate will
not affect your job status, employment record, employee evaluations, or advancement opportunities.
Benefits, Compensation, and Risk: We do not know if you will receive any benefit from your
participation. There is no cost to participate. You will not be compensated for your participation. This
research is considered minimal risk. Minimal risk means that study risks are the same as the risks you
face in daily life.
Confidentiality: Even if we publish the findings from this study, we will keep your study information
private and confidential. Anyone with the authority to look at your records must keep them
confidential.
Why are you being asked to take part?
You are being asked to take part in this research study because you have 2 or more years of teaching
experience. Additionally, you are currently serving in the role of a full-time classroom teacher. Lastly,
you have been employed at the designated school for one or more years.
Study Procedures:
You will be asked to participate in 1:1 interview with the Principal Investigator to answer questions
related to your perception of implementing restorative justice in class. The interview will last
approximately 90 minutes. There will only be one interview conducted. For your own safety and that of
the researcher, the interview will be conducted virtually using Microsoft Teams. Interviews will be audio
taped and transcribed by the Principal Investigator to ensure confidentiality of the data. Participants will
be contacted by the Principal Investigator via telephone two weeks after the interview for verification of
the information recorded.
At each visit, you will be asked to:
• Interview questions related to understanding your conceptual understanding of restorative justice
and your perspective of implementing restorative justice in the classroom setting. Interview
questions will also focus on your perception of restorative justice implementation in your school
of employment.
• For the purpose of privacy, all information and data, including participant identifiable information
will not be disclosed. Maintaining confidentiality will be highest priority. The study results will
appear in the dissertation. Information that is published will exclude all information that could be
used to identify participants, students, or the school involved.
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Appendix D: IRB Adult Informed Consent (continued)
Total Number of Subjects
About eight individuals will take part in this study at USF.
Alternatives / Voluntary Participation / Withdrawal
You do not have to participate in this research study.
You should only take part in this study if you want to volunteer. You should not feel that there is any
pressure to take part in the study. You are free to participate in this research or withdraw at any time.
There will be no penalty or loss of benefits you are entitled to receive if you stop taking part in this study.
Benefits
The potential benefits of participating in this research study include:
Your participation in this research study will contribute to education reform by adding a valuable
perspective to not only support the educational needs of teachers and students but to amplify their voices
in restorative practice research in schools.
Risks or Discomfort
This research is considered to be minimal risk. That means that the risks associated with this study are the
same as what you face every day. There are no known additional risks to those who take part in this study.
Compensation
You will receive no payment or other compensation for taking part in this study.
Costs
It will not cost you anything to take part in the study.
Privacy and Confidentiality
We will do our best to keep your records private and confidential. We cannot guarantee absolute
confidentiality. Your personal information may be disclosed if required by law. Certain people may need
to see your study records. These individuals include:
•

The Principal Investigator.

•

The USF Institutional Review Board (IRB) and its related staff who have oversight
responsibilities for this study, and staff in USF Research Integrity and Compliance.

You can get the answers to your questions, concerns, or complaints.
If you have any questions, concerns or complaints about this study, call Antonio Smith at 727-488-6372.
If you have questions about your rights, complaints, or issues as a person taking part in this study, call the
USF IRB at (813) 974-5638 or contact by email at RSCH-IRB@usf.edu.
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Appendix D: IRB Adult Informed Consent (continued)
Statement of Person Obtaining Informed Consent and Research Authorization
I have carefully explained to the person taking part in the study what he or she can expect from their
participation. I confirm that this research subject speaks the language that was used to explain this
research and is receiving an informed consent form in their primary language. This research subject has
provided legally effective informed consent.

_______________________________________________________________
Signature of Person Obtaining Informed Consent

_______________________________________________________________
Printed Name of Person Obtaining Informed Consent

130

____________
Date

Appendix E: Member Check Form
Member Check Form
Greetings ________________________________________,
Thank you for being a participant in my research study. Attached is a copy of the interview transcript.
Please review the interview transcript for accuracy and to ensure that I have captured your experiences.
Please do not hesitate to contact me at (727) 488-6372 or email (antonios28@ymail.com) if you have
questions and/or concerns regarding the interview transcript. If I do not hear from you within two weeks,
I will assume that you agree with the accuracy of the interview transcript. Again, thank you for your time,
willingness, and participation in this research study.
Antonio Smith

From: Janesick, 2004
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Appendix F: Copyright Permission
Figure 1 on page 48 from Whole-School Approach. Reprinted from B. Morrison, 2007, Restoring Safe
School Communities
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Appendix G: Table 1 School Profile and Demographics
Table 1
School Profile and Demographics
School
Profile
Triplett
Elementary
School

•
•
•
•

•

•

•

Student
Demographics
•
•

Traditional K-5 School
Title I
Mandatory Uniform
School
School Grade D – DA
Accountability
Monitoring
High free and reduced
lunch rate indicates
High poverty (98%)
High teacher turn-over
(27%; This is an
improvement from 41%
last year)
Year 4 of RP program
implementation

•
•
•

576 students
94% African
American or
Black
3% White
2%
Multiracial
1% Asian

Staff
Demographics
•

•

•

•

•

•

•

•
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Total Number of
Instructional Staff
– 54
Race:
White, 84%,
African American
or Black 16%
Gender:
93% Female, 7%
Male
19 % (10) of
First-Year
Teachers
20% (11) of
Teachers with 1-5
Years of
Experience
24% (13) of
Teachers with 614 Years of
Experience
27% (15) of
Teachers with
15+ Years of
Experience
35% (19) of
Teachers with
Advanced
Degrees

Appendix H: Table 2 Participant Demographic Information
Table 2
Participant Demographic Information

Teacher

Brenda
Heather
Justin
Christine
Daisy
Brandy
Allison

Age
Range
4044yrs
3539yrs
3539yrs
3539yrs
2529yrs
3034yrs
4549yrs

Race

Gender

Years
at
Triplett
ES

Black

Female

4

3

White

Female

9

White

Male

Black

Degree

RP
Trained

8

BA

✓

4

10

MA

✓

3

5

14

BA

✓

Female

2

1

7

MS

✓

Hispanic

Female

4

2

4

MS

✓

Black

Female

2

K

5

MS

✓

White

Female

2

3

2

BA

✓
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Grade Teaching
Level Experience

About the Author
Antonio Smith has been an educator for over 12 years. He is a graduate of the University of South
Florida, where he earned a B.A degree in Elementary Education and certification for teaching grades (K6). The University has an outstanding reputation for research and educating beginning teachers. Antonio
earned has taught students at the elementary level. He taught a variety of grade levels including
kindergarten, first grade, second grade, fifth grade. Antonio has also worked with culturally diverse
populations of students in traditional, Title I, magnet, and fundamental schools. In 2012, Antonio earned
master’s degree in Educational Leadership from Saint Leo University. Shortly after graduating, he was
appointed as an Assistant Principal at a turnaround school in Pinellas County Schools. After 6 years of
being an Assistant Principal, Antonio was appointed as principal of Ponce de Leon Elementary School in
Clearwater, Florida.

