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Abstract
Positive Behaviour Intervention and Supports (PBIS) is a framework for defining, 
teaching, and supporting appropriate social and academic behaviour in the school 
setting. This framework is widely implemented across the world, including Aus-
tralia. Studies evaluating the effectiveness of PBIS confirm a relationship between 
implementation fidelity and student outcomes. Abundant literature highlights the 
significance of parent involvement (PI) on children’s social and academic outcomes. 
However, a consistently and surprisingly under researched component of PBIS is the 
involvement and influence of parents/caregivers. This article presents the findings 
of an original qualitative study using stakeholder interviews and artefact analysis 
to assess parent/caregiver involvement during PBIS implementation in two primary 
schools in South-West Sydney, Australia. These findings indicate that parent/car-
egiver involvement in PBIS implementation was interpreted differently by teachers 
and parents/caregivers and that there is potential for the development of improved 
methods to engage parents/caregivers more effectively in schools. Reframing par-
ent/caregiver involvement in PBIS to address cultural sensitivities can progressively 
influence and stabilise this involvement to positively affect the sustainability, effec-
tiveness and fidelity of PBIS. Limitations of the study together with recommenda-
tions for future practice are discussed.
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Overview of PBIS

Positive Behaviour Intervention and Supports (PBIS) is a student-centred three-
tiered framework based on prevention logic. In Tier 1, 3–5 school rules are 
explicitly taught and the expectations embedded into everyday classroom and 
playground interactions. These expectations are encouraged by staff through the 
use of positive reinforcement and supportive corrective feedback. Tier 2 facil-
itates small groups which may include teaching social skills, self-management 
techniques and academic support providing extra intervention for those students 
who have difficulty adjusting to the expectations. Tier 3 provides individualised 
interventions for students who need more intensive support due to their unique 
needs. The framework is underpinned by behaviour theory in which Skinner-
determined behaviours are controlled by their consequences (Berndt, 1992). The 
realisation that a functional relationship exists between behaviours and stimuli led 
to the development of applied behaviour analysis (ABA). Alberto et  al., (2022) 
discuss ABA noting that structure, planning, consistency and consequences are 
important. Positive Behaviour Support (PBS) grew from ABA with the view that 
preventing behaviour problems improves quality of life (Carr et al., 2002). Qual-
ity of life may also be improved for parents and teachers, with research indicat-
ing that persistent challenging behaviours are linked to parental stress (Bidell & 
Deacon, 2010) and contribute to teacher stress and burnout (Clunies-Ross et al., 
2008; Rajendran et  al., 2020). Across the three tiers of PBIS, evidenced-based 
practices such as positive reinforcement, social skills groups and check and con-
nect strategies support the behavioural expectations of students. A comprehensive 
explanation of School-Wide Positive Behaviour Supports is provided by Sugai 
and Horner (2009).

The effectiveness of the PBIS approach to support student behaviour has been 
established in many schools across the USA and in other countries with posi-
tive effects attributed to its implementation. For example, following PBIS imple-
mentation, Bradshaw et  al. (2010) found that discipline referrals decreased sig-
nificantly in 37 elementary schools in the USA. In New Zealand, Hill and Brown 
(2013) reported that out-of-class referrals had reduced from a previously recorded 
maximum of 37 per week to a maximum of two per week, with zero being 
recorded during some weekly periods.

Fidelity of practice is an important aspect of the effectiveness of the PBIS 
approach, one of which is linked to the success or failure of schools to reach 
their intended outcomes for students (Hill & Brown, 2013; Mathews et al., 2014). 
Fidelity refers to the consistent delivery of intervention practices or the extent 
to which the core elements of PBIS are applied (Turri et  al., 2016). Examples 
of these elements are teaching rule expectations followed up with encouraging 
feedback, regular collection and analysis of data and culturally responsive parent 
involvement (PI) (Hill & Brown, 2013; Mathews et al., 2014; Rose et al., 2020). 
Although the evidence base for the implementation of PBIS in schools is strong, 
implementation fidelity remains a key issue particularly in relation to PI (Pas 
et  al., 2010; Poed & Whitefield, 2020; Sugai & Simonsen, 2012). Furthermore, 



349

1 3

Parent involvement in positive behaviour intervention and…

although tools and resources are available to support PI in PBIS (Leverson et al., 
2016; Weist et  al., 2017), there remains no clear plan for schools to encourage 
and sustain PI generally, given consideration of the range of diverse cultures, 
abilities and confidence levels that parents have on entering the school environ-
ment (Hieneman & Fefer, 2017; Sahin, 2019). Rose et  al., (2020) suggest that 
the fidelity of PBIS will be negatively impacted if cultural responsiveness is 
not addressed. According to Leverson et  al., (2016) further work is required to 
enhance equity and involve parents in the PBIS approach. Research suggests that 
this requires schools to communicate effectively, acknowledge cultural diversity, 
develop relationships with parents and provide opportunities for shared decision-
making within the school (Garbacz et al., 2018; Weist et al., 2017) in anticipation 
of building collaborative partnerships with parents for the benefit of all stake-
holders. The issues are complicated, with trust and parent self-efficacy impact-
ing the bidirectional support that a teacher–parent relationship can offer (Harpaz 
& Grinshtain, 2020). The fidelity, sustainability and effectiveness of the PBIS 
approach may well be strengthened further by encouraging PI. Increased PI in 
PBIS creates opportunity to facilitate the generalisation of positive behaviour 
skills across school, home and community settings (Garbacz et al., 2016; Hiene-
man & Fefer, 2017). Unfortunately, this is an area that is under researched and is 
in need of further investigation (Garbacz et al., 2018; Hieneman & Fiefer, 2017; 
Leverson et al., 2016).

In the Australian context PBIS is also termed Positive Behaviour for Learning 
(PBL) (www. pbl. schoo ls. nsw. edu. au) maintaining the same data collection pro-
cesses, systems and practices as PBIS in the USA. Although, in Australia, effi-
cacy data show PBIS as having a positive impact on supporting behaviour and 
learning, such research is limited (Mooney et al., 2008). Additionally, teacher-led 
interventions and teacher–student relationships are emphasised in these studies at 
the expense of parent input or involvement (De Nobile et al., 2016). This is incon-
sistent with New South Wales state policies and legislation which highlight the 
importance of the partnership between parents and teachers in the shared respon-
sibility of educating children (Education Act NSW, 1990; NSW Department of 
Education and Training (NSW DET) 1996, 2006a). The NSW Student Behaviour 
Strategy includes the aim “schools and parents partnering and collaborating to 
support student behaviour” (NSW Government – Education, 2021, p.21). Despite 
this aim, a clear plan for strong PI in school and PBIS remains elusive.

In conclusion, despite the success of the PBIS approach in schools, current 
research indicates PI is underemphasised and should be a targeted area for growth 
and investigation (Garbacz, et al., 2016, 2018; James, et al., 2018). The present 
study focusses attention on PI in PBIS, particularly parents’ and teachers’ percep-
tions and actions in relation to PI during PBIS implementation. Although NSW 
education policy and PBIS literature highlight the importance of PI, specific 
guidelines to enable PI in school more generally are lacking. Greater involvement 
of parents in school is not a new concept, but one without a targeted approach to 
do so. This unique study will add to the knowledge base of PI in school in Aus-
tralia and elsewhere.

http://www.pbl.schools.nsw.edu.au
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Aims and research questions

There are two related aims of this PBIS South-Western Sydney study:

(a) To establish if PBIS is valued by teachers and parents and
(b) To determine the extent of parent involvement in PBIS.

These aims were addressed by the following research questions:

1. What are the perceptions and understandings of teachers and parents regarding 
PBIS?

2. How do teachers and parents perceive parent involvement in PBIS implementation 
and in school more widely?

Method

This study employed a qualitative methodology to report meaningful understandings 
relevant to the human experience (Miles & Huberman, 2002).

Selection criterion

Schools in South-Western Sydney that had been implementing PBIS for at least one 
year were eligible to participate in the study. Two schools that met this criterion 
accepted an invitation to participate. To preserve their anonymity and for ease of 
discussion, the primary schools have been named Grayson and Westlee. Table 1 pro-
vides an overview of each school’s context.

Following acceptance, invitations were sent to all teachers and parents from the 
two schools seeking their participation in the research.

Participants

A total of 12 classroom teachers, 13 parents and the principal from each school vol-
unteered to take part in the study.

Table 1  School contexts Context Westlee School Grayson School

No. of students 720 420
No. of staff 48 34
Implemented PBIS 3 years 1 year
% of students speaking a lan-

guage other than English
95% 80%

No. of languages spoken 60 40
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At Grayson school the principal was male, one teacher was male, and five teach-
ers were female. At Westlee school the principal and all six teachers interviewed 
were female. The teacher participants from each school had a range of teaching 
experience from two years to 18 years and the principals had been in their executive 
roles for 15 and 18  years, respectively. The 12 classroom teachers and principals 
were interviewed individually. Parents were given the option to be interviewed indi-
vidually or to be part of a focus group discussion. The 13 parent participants were 
female. The four parents from Grayson school were interviewed individually. Two 
parents from Westlee school were interviewed individually. Two focus groups were 
held on the Westlee School site, with the first comprising five parents and the second 
two parents.

Westlee School’s student population spoke more than 60 different languages. 
Apartment accommodation was common in the area and most students walked to 
school. Relocations for families wanting larger homes resulted in a high rate of stu-
dent turnover which had been a recent trend.

Grayson School’s student population spoke more than 40 different languages. 
Most students walked to school and lived in single- and double-storey homes with 
some students transported to and from school by bus. Grayson School had a more 
stable student population, with children more likely to be enrolled continuously 
from Kindergarten to Year 6.

Data collection and analysis

Ethics approval for this study was provided by Western Sydney University after 
completion of the National Ethics Application Form (Approval No. H9331) and 
then by the NSW Department of Education through the State Education Research 
Approval Process (Approval No. 2011137).

A semi-structured interview technique, inclusive of open-ended questioning, was 
employed to understand teachers’ and parents’ perspectives about PBIS as a system 
and PI in the implementation process. In the qualitative interview such techniques 
are designed to encourage elaboration on themes when investigating the experiences 
of participants (Kvale, 2007; Miles & Huberman, 2002). Throughout the interviews, 
active listening was used to encourage elaboration on specific elements of the con-
versation. According to DeRouen and Smith (2020) active listening increases par-
ticipant voice and verifies understanding of their ideas and experiences. This method 
of obtaining further information provided clear and rich data to extend our knowl-
edge and understandings about the importance of PI.

All interviews were audio recorded and transcribed verbatim by the researcher. 
Thematic analysis was applied initially to two teacher and two parent transcripts 
(one teacher and one parent from each school). The use of thematic analysis has 
the potential to provide nuanced and complex interpretations based on recurrent 
responses from participants (Braun & Clarke, 2006). The aim was to ascertain if 
PBIS was valued by teachers and parents and how it was understood, as per Research 
Question One. A colour coding system was developed by the main researcher to 
code similar responses across the categories of Positive Rule Statements (Green), 
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Understanding PBIS (Yellow), Positive Comment (Red) and Negative Comment 
(Orange). Four independent colleagues were also given one teacher and one parent 
interview to sort words and phrases using the same coding system. Once interrater 
consistency was established the remaining individual and focus group transcripts 
were analysed and coded by the team. According to Hemmler et  al. (2022) and 
Church et al., (2019), using thematic content analysis provides deep and rich data 
across many fields and is strengthened by interrater consistency reducing the need 
for a coefficient value. The initial analysis showed a consistent pattern of responses 
by teacher and parent participants from each school. Table 2 provides an example as 
evidence of the consistency of this procedure across raters. Some crossover between 
Green and Red statements can be seen; however, they all reflect a positive percep-
tion of PBIS. Multiple independent raters provide an additional level of scrutiny and 
rigour to the thematic analysis.

From these recurring responses in Table 2, themes and categories were created. 
NVivo 10 (QSR International Pty Ltd, n.d.) software is designed to support the 
organisation of qualitative information from multiple sources and was used to fur-
ther organise the themes under specific categories. In addition to the interviews, data 
were collected from school artefacts, including school plans and meeting minutes. 
The NVivo software cross-referenced data from the artefacts with interview data to 
increase analysis consistency and minimise researcher bias from initial interpreta-
tions. This enabled what Carter et al. (2014) term as “data source triangulation” to 
support the validation of the findings.

Analysis of data from the parent and teacher interviews and the artefacts yielded 
two distinct categories each with subthemes. The first category, Valuing PBIS, 
relates to Research Question One and is aligned with three subthemes. The first 
subtheme “rules” was deduced because teachers and parents referred to the rules as 
a valued part of PBIS. The second subtheme “understanding PBIS” evolved from 
teachers reporting “training” and “learning” about the PBIS system. The parents 
“understood” PBIS through newsletters, listening at assemblies and also to their 
children. The third subtheme “consistent strategies” emerged from teachers and 
parents talking about the importance of consistency when related to encouraging a 
behavioural expectation. Importantly, raters did not uncover any negative comment 
about the PBIS system.

The second category, Parent Involvement, relates to Research Question Two and 
is aligned with two subthemes. The first subtheme “informed” emerged from teach-
ers who indicated that parents were “informed about PBIS”. The second subtheme 
“no involvement” emerged from the parent responses to a direct question about their 
involvement in PBIS.

Findings and discussion

The findings are presented and discussed sequentially prefaced by each research 
question. Data samples related to each research question are presented in Tables 3, 
4, 5, 6 7.
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Research question 1: what are the perceptions and understandings of teachers 
and parents regarding PBIS?

Teachers and PBIS

Table 3  Understanding PBIS

Documents Data samples

Teacher Interviews Some staff attended PBIS training; We had staff meetings telling us about PBIS; 
The PBIS coach took data about our students and also in the classrooms so we 
could see what was happening and plan from there; All staff were given the goals 
of PBIS at a staff meeting; We set up a PBIS team; We talk about PBIS at staff 
meetings so new staff can learn all about it

Parent Interviews PBIS was explained at Kinder orientation; It is always talked about at assemblies; 
The rules are in the newsletter; The children bring home the awards for their 
behaviour so we can talk to them about it; They have signs around the school 
about the rules; The newsletter has about the PBIS

Artefacts Staff to attend training on PBIS; Create a PBIS team; Put PBIS rules in the 
newsletter; Inform parents of the change to school rules and policy; Present PBIS 
to parents at the launch day; Incorporate PBIS in the Values Day presentation; 
Present an overview of PBIS and latest data at staff meeting; Include PBIS 
behaviour management presentation at Kindergarten orientation and supply 
information for parents

Table 4  Valuing PBIS Documents Data samples

Teacher Interviews We all have the same expectations; 
It [PBIS rules, rewards, conse-
quences] becomes more uniform 
because everyone is speaking 
the same sort of language; Every 
child…every teacher knows 
what safe, respectful, learner is 
all about

Parent Interviews If they [children] don’t have rules 
they are nowhere; They must 
have respect for anyone and play 
nicely; If they don’t listen, they 
need to face the consequences; 
Once the school brought PBIS 
in I thought, well that doesn’t 
sound like a bad idea. At home 
I do the same thing, I have a 
reward chart for my kids so it 
can work properly, they won’t 
get conflicted…same rules as 
the school; I wasn’t here at the 
beginning, but the rules are 
great; The teachers drill the 
rules and that is a good thing
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The teacher participants acquired their knowledge and understanding of PBIS 
through training at a regional or school level. The artefacts confirmed that teach-
ers had been either trained off-site or at designated staff training sessions about the 
PBIS goals and framework. All teachers interviewed regarded PBIS as a valuable 
behaviour support system within their schools which provided consistent and pre-
dictable responses to student behaviour as the following quotes confirm:

Table 5  Teacher perceptions of parent involvement

Teacher perceptions Yes, definitely. It [PBIS] is explained at orientation. The community can see our 
posters hanging around the school. I think the parents, although they may not 
have been involved in the actual planning as such, they have been very much 
aware of its use and what we do with it at the school; Well, it went to staff 
first. There were assembly announcements so parents knew it was coming and 
notes went home; Parents were invited to the launch day [after systems were 
in place] so they could know all about it; Through newsletters and open days 
we are making sure parents are aware of what our expectations are; When we 
first started PBIS, parents were not involved but they attended a meeting later 
to inform them; The principal presented it to parents at a meeting, showed it to 
them and explained it

Table 6  Artefact data – parents 
informed post-implementation 
of PBIS

Artefact Data sample

Staff Meeting Minutes PBIS rules to be included in the 
newsletter; Parents could be pro-
vided with a “simpler” form of 
the matrix in kinder orientation 
packs; Parents to be invited to 
the launch day; Parents informed 
of the “rule of the week”; Talk 
about PBIS at assemblies

School Newsletters PBIS rules outlined [weekly]; 
Parents invited to information 
sessions; Invitation to values day 
inclusive of PBIS; Student PBIS 
award winners printed [weekly]; 
Parent invitation to PBIS launch 
day assembly

Table 7  Parent perceptions of parent Involvement in PBIS

Parent’s answers to:
“Were you asked to contribute your ideas to the 

PBIS implementation process?”

No; I wasn’t at the school at the time; It was already 
in place; No, not at all; It was explained briefly 
at orientation; No, no, I attend meetings about 
Naplan (National Assessment Programme for Lit-
eracy and Numeracy), reading, but PBIS, no; No, 
this is my first year here; I don’t know, my English 
not good; No, I don’t think so; I don’t remember, 
ah, no, not really; No; No, it was just told to us; 
No not really because I was new to the school
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PBIS gave us a very universal language to communicate with each other; Everyone’s 
on the same page; We are all speaking the same language; We all had the same under-
standing, the same expectations; The rules are consistent across the whole school; and 
Everyone is speaking the same sort of language.

These teacher participants valued the consistent and predictable language that PBIS 
had provided to manage social and academic behaviours across their schools.

Parents and PBIS

Parents acquired their knowledge and understandings of PBIS through information pro-
vided at the PBIS “launch day”, in newsletters, at assemblies and Kindergarten orienta-
tion sessions as well as vicariously from their children.

Parent participants from both schools valued PBIS. They stated that the PBIS rules 
of being safe, being respectful and being a learner were behaviours that they valued and 
wanted their children to abide by at school, in the community and throughout life.

Whilst valuing PBIS rules is important, one parent who volunteered in the class-
room had a deeper understanding and offered this explanation:

When you read it [in the newsletter] you don’t really understand, now that
I am in the school [a volunteer in the classroom] I am aware of things.
[How the rules are taught and reinforced].

This parent, through being part of the classroom routine, had realised that rule fol-
lowing behaviour was being explicitly taught. She understood that positive behaviours 
were encouraged by the teacher, through reminders, praise and rewards, in a consistent 
manner throughout the day.

In summary, findings from the analytical process for Research Question One iden-
tified that teachers valued the PBIS systematic approach to behaviour support. The 
explicit teaching of school rule behaviour was considered effective in promoting stu-
dents’ understanding. The consequences for rule compliance or noncompliance were 
thought to be logical and integrated with the teaching and understanding of the rules. 
For teachers this ‘value’ component was reinforced by specific training to understand 
the goals of PBIS and by the practical involvement in the explicit teaching process and 
follow through with students.

Findings suggest that all participating parents also valued PBIS. For parents this 
‘value’ component was related to their personal appraisal of the rules. Parents wanted 
their children to be safe, to be respectful and to be a learner, not only at school but at 
home and out in the community. Analysis of the transcripts and artefacts found parents’ 
understandings of PBIS had been acquired post-implementation through newsletters, 
assembly announcements, vicariously through their children and for one parent by vol-
unteering in the classroom.
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Research question 2: how do teachers and parents perceive parent involvement 
in PBIS implementation and in school more widely?

Teacher perceptions

Teachers perceived parents had been involved throughout the implementation of 
PBIS. However, the data did not support this but rather the provision of information 
following implementation (see Table 5).

Artefact data comprising meeting minutes and newsletters from each school 
(Table 6) show that parents were informed of PBIS following implementation.

The data show that parents from both schools had been invited to the “PBIS 
launch” day, after the rules had been established and the systems set in place, to be 
informed how the system would operate.

Parent perceptions

The parent interview data show that parents were not invited to be involved in the 
decision-making process regarding PBIS implementation (see Table 7).

Parent non-involvement is confirmed by the school artefact analysis that demon-
strated no recorded evidence of parents being invited to provide input into the PBIS 
implementation processes nor feedback following implementation.

Of particular interest were the responses from parents new to each school who 
stated that PBIS was already in place. Although these parents valued the PBIS rules, 
their feedback on PBIS had not been sought. The following comment not only indi-
cates no involvement in PBIS but also a lack of knowledge about how to offer feed-
back to the school on any topic.

Not really [any involvement], because I was new to the school, I didn’t know we 
could give our ideas and stuff.

This statement raises concerns about PI in general in these two case study 
schools, beyond PBIS implementation.

As both schools had a significant population of parents with English as their sec-
ond language (see Table  1), communication via assembly announcements or the 
school newsletter without translations may have inhibited parents’ understanding 
of information and involvement in school activities. In addition, for some parents, 
attending school meetings was ineffective in building their knowledge about school 
initiatives and programmes due to their limited understanding of English. The fol-
lowing comments indicate that some parents felt embarrassed or intimidated about 
their lack of English ability when communicating with teachers.

They got the parents meeting…my English limited… I don’t go.
Parents feel intimidated if they don’t speak English.
Parents might feel intimidated coming to school or working with teachers.

The analytical process for Research Question Two identified that teachers 
perceived parents accepted, appreciated and were involved in PBIS implementa-
tion. This perception evolved from parents being regularly informed about PBIS. 
Parents were invited to attend information evenings, given PBIS information at 
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orientation and assemblies and could see and read the visual signage indicating 
expected behaviours that had been placed around the school.

The culturally diverse population in these two case study schools clearly 
poses a significant challenge to PI. According to Sugai et  al., (2011), PBIS is 
enhanced when cultural contexts are considered; however, ‘culture’ is not clearly 
defined. At Tier 1, understanding the local cultural context is a fundamental fea-
ture (Noltemeyer et  al., 2018) and family collaboration at each Tier promotes 
equitable practices (Witte et al., 2021). However, Fallon et al., (2012) state that 
there is a dearth of research focussed on culture, prompting the need for further 
investigation. The literature recognises the importance of effective communica-
tion, building trusted relationships with and better understanding of the needs of 
the students and families served by schools (Christianakis, 2011; Garbacz et al., 
2018; Sugai et al., 2011; Weist et al., 2017; Witte et al., 2021). This implies that 
cultural sensitivity must be woven throughout school practices beyond the PBIS 
framework.

This investigation highlights the complex nature of PI. To enable parents to 
become involved in school and PBIS, schools need to know their parents more com-
prehensively. Finding a way to do this would lay the foundation for more effective 
communication, a platform from which trusted relationships can be built.

This paper presented the findings from a study which examined PI in PBIS in two 
primary schools. State legislation, policies, literature and PBIS material (www. pbis. 
org) acknowledge the benefit of schools partnering with parents to promote positive 
social and academic outcomes for children (Brock & Edmunds, 2010; Education 
Act, 1990; Kolbert et al., 2014; NSW Det, 1996, 2006; Weist et al., 2017; Woodrow 
et al., 2016).

The teacher participants believed PI was important, which concurs with govern-
ment policies, but without the requisite protocols for the promotion of PI in schools, 
PBIS information alone were applied. Without denying these schools had good 
intentions to involve parents, practical strategies to enable best practice were not 
available in this context (Epstein, 2005; Gordon & Louis, 2009). When guidelines 
and strategies are lacking, the alternative is to substitute traditional and tokenistic 
approaches to involving parents in school (Khanal, 2013; Woodrow et al., 2016).

The implications of these findings are multifaceted. School staff believed that 
providing information to parents is equal to involvement. When this information is 
communicated only in English it denies some parents the opportunity to understand, 
critique and respond to processes and programmes that impact their children’s social 
and academic learning. With teachers convinced that the majority of parents under-
stood and accepted PBIS, the findings implicate assumption by the teachers rather 
than basing their assessment on evidence. These findings concur with Witte et al., 
(2021) who state that educators make assumptions about families, and Noltemeyer 
et al., (2018), who suggest increased attention must be given to cultural sensitivity 
and responsiveness in school settings. In addition, there were a lack of procedures to 
inform parents who were new to the school about the PBIS system. The opportunity 
for parents to provide feedback on any topic to the school is their right and should be 
afforded to all, not just those who have English as a first language or the confidence 
to do so.

http://www.pbis.org
http://www.pbis.org
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The importance of getting to know parents is a critical aspect of building relation-
ships which provide opportunities for partnerships and collaboration. Furthermore, 
literature states that parent self-efficacy is necessary for a parent to collaborate with 
the school and advocate for their child (Coleman, 2013; Harpaz & Grinshtain, 2020) 
adding to the importance of establishing trusted relationships. The question is not 
whether schools involve parents but how they involve them in a way that is respect-
ful and culturally sensitive. In relation to PI there seem to be critical misunderstand-
ings from these schools regarding communication and relationships with parents. 
According to collaboration and stakeholder theories (Christianakis, 2011; Savage 
et al., 2010), effective communication and relationships are fundamental to the suc-
cess of initiatives in organisations (such as schools). Such theories position stake-
holders (teachers and parents) as having the right to be involved in problem-solving 
activities. These theories suggest that there are varying levels of involvement within 
organisations (such as schools) and parents may need to be encouraged and sup-
ported to feel comfortable with their chosen level of participation. It is important for 
schools to replace assumed knowledge about parents with established evidence to 
support getting to know their parents more comprehensively.

Conclusions and limitations

Although all teachers and parents from the two case study schools were given the 
opportunity to participate in the research study, only a small sample volunteered; 
therefore, findings cannot be generalised. Larger studies, in Australia and elsewhere, 
are necessary to establish how PI is conceived and actioned in differing contexts. 
Despite this, this study is the first of its kind in Australia to investigate PI in PBIS, 
thus the findings contribute to Australian and international knowledge about PI in 
PBIS.

Parent involvement in school is associated with increased student engagement, 
attendance and rule compliant behaviours (LaRocque et al., 2011), better academic 
performance (Coleman, 2013) and improved classroom behaviours (Kolbert et al., 
2014). Therefore, understanding a parent’s ability to partner with the school is 
imperative to the process of PI. This study, through investigating PI in PBIS, reveals 
that parent characteristics may need to be considered to increase PI in school. Being 
attentive to the emotional, cultural, language and/or physical challenges parents may 
face and may encourage their involvement in school (LaRocque et al., 2011). Weist 
et al., (2017) suggest outreach, networks and support are needed to empower fami-
lies with opportunities for involvement, built on trusted relationships. Supporting 
parents’ individual needs in conjunction with their understanding of the goals for 
PBIS, can only strengthen the aim to improve the academic and social behaviour of 
students.

The benefit of consistent positive practices to improve behavioural outcomes 
for children across settings, coexists with the benefits of fidelity of practice when 
implementing PBIS in school. The PBIS Tiered Fidelity Inventory (Algozzine 
et  al., 2014) supports schools with the consistent application of core components. 
A broader perspective of PBIS fidelity at home and in the community would be 
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valuable beyond the school gate. The current study sought to establish teachers’ and 
parents’ perceived value of PBIS and parents’ understanding of and involvement in 
PBIS decision-making processes.

These findings present a conundrum for schools and for parents. PI in school gen-
erally and in PBIS requires a deeper investigation into how schools build relation-
ships and communicate with parents. Training can build skills in relationship devel-
opment and data collection can provide information on cultural diversity (Weist 
et al., 2017; Witte et al., 2021). This research has exposed a gap between the inten-
tion of policy requiring schools to involve parents and the expectations of schools to 
enable this involvement. However, without training and a model that guides strate-
gies to support better PI, schools are challenged to replace the tokenistic approach 
uncovered in this study. Weist et al. (2017) and colleagues agree that there is not a 
‘one size fits all’ approach to PI and that there is much work to be done to reduce the 
barriers to family engagement in school.

Given the importance of PI as a contributing factor to student academic and 
social success larger studies are needed to further inform this area of research. As 
the findings expose a need for a practical framework to guide PI practices, action 
has begun to develop a model for this purpose. The model will enable schools to 
collect parent data to inform ways to communicate more effectively and build strong 
relationships with parents in ways which are respectful, culturally responsive, and 
sustainable through yearly review. The recommendation is to provide schools with 
this model to analyse their unique situational data as a starting point for the future 
improvement of PI. Engaging parents in PBIS and more broadly in school offers the 
opportunity to connect the home and school influences to further support students’ 
academic and social success.
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