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State of the Art Literature Review on Schoolwide Discipline Prevention and
Student Socio-Emotional Supports
GREECE

1. Review of 10 research studies on schoolwide discipline
prevention with focus on the systems-change
approach.
Introduction
This document reviews ten studies published between 1993 and 2015, mainly discussing the framework
of School-Wide Positive Behavior Supports (SWPBS) and the outcomes of its application in schools. First,
SWPBS are defined and the model’s three-tiered implementation and sustainability features are
presented. Next, the research methods and tools used and research results are summarized. Finally,
research limitations, future needs and general conclusions are discussed in brief.

Historical background of School-Wide Positive Behavior Support
Discipline codes, increased monitoring and surveillance and sanctions have been ineffective in creating
positive climates and right sense of security in schools (Sugai & Horner, 2002). Furthermore, punishing
problem behaviors without a positive school-wide system of support was associated with increased
aggression, vandalism, truancy, tardiness, and dropouts (Colvin, Kameenui, & Sugai, 1993; Lewis & Sugai,
1999). Positive Behavior Support (PBS) has evolved out of: (a) a need for a more proactive approach to
school discipline and safety, (b) a strong behavior analytic tradition of studying and improving human
behavior (Sugai & Horner, 2002), (c) an increased legislative pressure on schools to prevent disruptive and
violent behavior (Bradshaw, Reinke, Brown, Bevans, & Leaf, 2008), (d) the normalization/inclusion
movement and (e) person-centered values (Carr et al., 2002).
The social behavioral needs of all students resulted in the evolution of SWPBS by implementing
empirically validated practices achieving important social and learning outcomes while preventing
problem behavior (Sugai & Horner, 2002).
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SWPBS definition and its features
SWPBS is defined as a three-tiered interventions model (McKevitt & Braaksma, 2004) used to
create school climate of common behavioral expectations for all students and create systems to foster
durable changes in the behavior of higher-needs students (Bradshaw et al., 2008; Bradshaw, Mitchell, &
Leaf, 2010). In SWPBS emphasis is placed on team-based coordination, investment in primary tier
prevention, iterative progress monitoring, universal screening and a continuum of effective intervention
options that match student needs (Bradshaw et al., 2008; Sugai & Horner, 2008).
In general, the core features of a school-wide system include: (a) establishing and defining clear
and consistent school-wide behavioral expectations, (b) teaching the school-wide expectations to
students, (c) acknowledging students for demonstrating the expected behaviors, (d) developing a clear
and consistent consequence system to respond to behavioral violations and (e) using data to evaluate the
impact of school-wide efforts (McKevitt & Braaksma, 2004).
In particular, four features define
SWPBS: (a) clearly defined and socially important outcomes for students and their families and teachers,
(b) research-validated practices, (c) data-based decision making processes and (d) systems that support
high fidelity implementation (Bradshaw et al., 2008; Sugai & Horner, 2002).

SWPBS: a three tiered model of interventions
SWPBS organizes interventions along a three-tiered prevention continuum (Sugai & Horner, 2008). The
Tier I or primary intervention strategy involves rearranging the environment to enhance lifestyle and
improve quality of life rather than operating directly on reducing problem behavior per se (Carr et al.,
2002). It is proactive and designed to be administered before error patterns develop. It aims to establish
a social culture in which students expect and support appropriate behavior from each other within a
socially predictable, consistent, safe, and positive school environment (Horner et al., 2009). It focuses on
establishing a school-wide positive social culture that includes: (a) defining and teaching a small set of
behavioral expectations for all students across non- classroom and classroom settings, (b) establishing a
ubiquitous system for reinforcing performance of these expectations, (c) implementing a consistent
system for interrupting, correcting, and redirecting behavioral errors, and (d) building an efficient system
to collect, summarize, and use data for decision-making. All students experience Tier I behavior support
(Horner et al., 2009; Horner & Sugai, 2015). Approximately 80% to 90% of students are projected to
respond successfully to the school-wide component of Tier I (Bradshaw et al., 2008).
Tier I will not reach the 15– 20% of the student population who need more intensive intervention
efforts. Tier II or secondary prevention practices focus on moderate intensity supports that address the
most common needs of students with ongoing problem behavior. They are designed for the 10–15 % of
students (Bradshaw et al., 2008) who benefit from additional structure, more overt and frequent
antecedent prompts, a higher rate of positive recognition and elevated training in both behavioral
expectations and self-regulation skills (Horner & Sugai, 2015).
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A 1-5% of students who enter schools with significant skills deficits do not respond to school-wide
or secondary interventions and will need more intensive individualized interventions (Horner et al., 2009)
in order to succeed in school (Bradshaw et al., 2008). Tier III or tertiary prevention practices are
characterized by individualized assessment, individualized support plan design, comprehensive support
plan implementation and the management of support by a team uniquely organized to meet the needs of
individual student (Horner et al., 2009).
The previous sections discussed the historical background, defined SWPBS and described its
three-tiered interventions features. The next paragraph summarizes the appropriate steps to implement
sustainable SWPBS in schools.

SWPBS implementation and sustainability
SWPBS are implemented in the following generic five-step approach to match the culture, resources and
organizational demands of the local school (Horner & Sugai, 2015): (a) establish leadership team of four
to eight individuals consisting of at least one administrator and other school staff, (b) secure school-wide
agreements and supports, (c) develop data-based action plan, (d) arrange for high fidelity of
implementation and (e) conduct formative data-based monitoring (McKevitt & Braaksma, 2004; Sugai &
Horner, 2002).
The model’s critical implementation features include: (a) Within the school, a SWPBS team is
formed that includes 6 to 10 staff members and an administrator, all of whom provide building-level
leadership. (b) An external behavioral support coach provides on-site consultation and technical
assistance. (c) Expectations for positive student behavior are defined and known by staff and students.
(d) Defined behavioral expectations are taught to all students. (e) A schoolwide system is developed to
reward students who exhibit the expected positive behaviors. (g) An agreed-upon system is created to
respond to behavioral violations. (h) A formal system is developed to collect, analyze, and use disciplinary
data for data-based decision making.
While there must be a minimum of 80% of school staff willing to implement SWPBS procedures,
all school staff should be aware of at least the basics of its implementation (McKevitt & Braaksma, 2004).
Therefore, training in SWPBS has been shown to lead to sustained changes in schools’ internal discipline
practices and systems (Bradshaw et al., 2010). Although SWPBS application does not require significant
monetary resources, schools should have a budget line-item for funding it (McKevitt & Braaksma, 2004).
Regularly evaluating the impact of the prevention system and using data to inform decision
making about the effectiveness of implementation are crucial elements to SWPBS’s sustainability over
time. Other techniques include providing incentives for staff members who use the SWPBS approach
appropriately and consistently, sharing student data with staff regularly and offering ongoing professional
development and training (McKevitt & Braaksma, 2004).
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The next paragraph presents the research methods, measures and tools used to draw conclusions
from SWPBS application in schools.

Research methods, measures and tools
SWPBS research methodology used correlational analyses, naturalistic observations and case studies in
addition to experiments, qualitative measures, ratings, interviews, questionnaires, logs, and self-report in
addition to direct observation (Carr et al., 2002). Additionally, researchers followed studies of randomized,
wait-list controlled trials assessing the effects of SWPBS (Bradshaw et al., 2008; Horner et al., 2009).
A commonly used tool is the School-Wide Evaluation Tool (SET): a direct observation index
containing 28 items that assess the integrity of implementation of the universal level of SWPBS over time
(McKevitt & Braaksma, 2004). It is typically completed annually by a trained external observer who
assesses: (a) Expectations Defined, (b) Behavioral Expectations Taught, (c) System for Rewarding
Behavioral Expectations, (d) System for Responding to Behavioral Violations, (e) Monitoring and
Evaluation and (e) Management and District-Level Support (Bradshaw et al., 2008; Horner et al., 2009).
The internal consistency of the SET has been documented with an alpha of .96, with test–retest reliability
reported at .97 (Horner et al., 2009).
Furthermore, the School Safety Survey (SSS) provides a summary rating of at least five individuals
serving four different roles within a school: (a) an administrator, (b) a supervisory staff member, (c) a
classified staff member, and (d) at least one teacher. The SSS produces two scores: A Risk Factor score
which is based on 17 questions examining: (a) design of space; (b) crowding; (c) perceived caring; (d)
perceived sensitivity to cultural differences; (e) student bonding with school; (f) the quality of student–
adult interactions, perceived fairness of school rules; and (g) level of adult supervision; the Protective
Factor score which is based on 16 questions examining: (a) school climate, (b) clarity of behavioral
expectations, (c) perception that all students are included in the school, (d) student perception of
identification with the school, (e) student participation, (f) opportunities for student skill acquisition, and
(g) formal and predictable systems for conflict resolution. The SSS has a reported internal consistency with
alpha equaling .90 (Horner et al., 2009).
Finally, Office Discipline Referrals (ODR) data and the School-wide Information System (SWIS)
were used to index overall level of social behavior and assess SWPBS impact on academic achievement
within each school (Bradshaw et al., 2010; Horner et al., 2009).
Research on SWPBS application in schools has produced significant results with respect to student
outcomes and the overall school climate presented in the next paragraph.
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Results
Results support the hypothesis that implementation of SWPBS interact with effective instruction
to improve academic outcomes and benefit the social climate and academic outcomes of students (Horner
et al., 2009). Additionally, schools implementing SWPBS were perceived as safer environments and were
associated with increased third-grade reading performance (Horner et al., 2009). Research results also
suggest that SWPBS were associated with improvements in students’ perceptions of safety at school,
improved academic outcomes, significant improvements in the school staff members’ perceptions of the
schools’ organizational health, significant reduction in students’ need for and use of school-based
counseling services and reduction in bullying (Bradshaw et al., 2010; Colvin et al., 1993; Horner et al.,
2009; Horner & Sugai, 2015).
Training in SWPBS had the strongest effects on the teaching behavioral expectations,
management, and defining behavioral expectations subscales. Data also suggest that most schools were
able to implement the program with high fidelity in just one to two years (Bradshaw et al., 2008). The
improvements observed in the SWPBS schools tended to outpace the improvements observed in the
nontrained schools (Bradshaw et al., 2010). In addition, trained schools evidenced significantly higher
levels of implementation fidelity and non-trained schools lagged behind trained schools on all subscales
except Systems for Responding to Violations (Bradshaw et al., 2008).
Finally, partnership between
researchers and community agencies also increased the schools’ compliance with the treatment
condition, the submission of data by participating staff and the retention of the schools in the trial
(Bradshaw et al., 2010).

Limitations and future research
The studies reviewed underline the importance of treatment fidelity and the unpredictability of
conducting research in applied settings with real implementers (Horner et al., 2009). Two more limitations
lie in the absence of experimental data to assess ODR rates and the analysis of the link between SWPBS
and improved academic gains.
Future research should study the interaction between effective teaching and effective behavior
support. Furthermore, larger scale assessments are needed to both examine these effects and document
the functional mechanisms (Horner et al., 2009). Future research needs are also related to (a)
documentation of the basic mechanisms that are responsible for SWPBS effects on school climate and
academic outcomes (Horner et al., 2009), (b) extending the SWPBS analysis from the primary prevention
tier to a more complete analysis of how schools apply secondary and tertiary tiers of the approach, (c)
linking behavioral and academic support systems for efficient school-wide implementation, and (d)
examining how effective practices can be implemented on scales of social importance (Horner et al.,
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2009). Finally, an important next step in SWPBS research is to examine the association between variations
in implementation fidelity and changes in student and staff behavior (Bradshaw et al., 2008).

Conclusions
SWPBS are preventive, research-based three-tiered interventions systems that need to support
all students and their families in a unified and integrated welfare. SWPBS implementation has been proved
beneficial for school climate and academic outcomes, achieving important social and learning outcomes
while preventing problem behavior. Further research should invest in the interaction between effective
teaching and effective behavior support as well as SWPBS effects on school climate and student outcomes.
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2. Review of 5-6 research intervention studies on
promoting student socio-emotional well-being in
school enviroments at primary, secondary and tertiary
prevention level.
The available research literature in the Greek educational context about studies promoting student socioemotional well-being in school environments at primary, secondary and tertiary prevention level is almost
non-existent. Similarly, there aren’t any published studies regarding school wide discipline prevention
programs.There are a few available studies regarding programs for improving children’s performance and
learning outcomes, or for promoting positive behaviors, but mostly at a primary prevention level.

Intervention Study 1
(1) Kastorini, C. M., Lykou, A., Yannakoulia, M. on behalf of the DIATROFI Program Research Team, et al.
(2016). The influence of a school-based intervention programme regarding adherence to a healthy diet in
children and adolescents from disadvantaged areas in Greece: the DIATROFI study., Journal of
Epidimiology & Community Health, 70(7), 671-677.
The aim of this cohort study was to evaluate the effects of a food aid and to promote a healthy nutrition
programme on students’ diet quality, in areas of low socioeconomic status in Greece. The participants
were 162 primary schools during the school year 2012-2013. More specifically, 3941 questionnaires were
collected at the beginning and the end of the intervention program, recording sociodemographic
characteristics, lifestyle parameters and dietary habits of the children. For the assessment of the diet
quality, the KIDMED score was computed, along with food frequency consumption data regarding milk,
fruts, vegetables and whole grain products. Results showed that by the end of the intervention, favourable
changes were observed regarding healthy eating; KIDMED increased statistically significantly in
adolescent girls, while the consumption frequency of all foods promoted by the intervention, namely,
milk, fruits, vegetables and whole grain products, increased for children and adolescents, boys and girls.
Factors indicating lower SES, such as foreign country of birth, lower education level, no income source
and high levels of food insecurity, were associated with lower diet quality. The study concluded that as
low SES groups tend to adopt unhealthier dietary choices, it is of the outmost importance to take action
for the promotion of healthy eating, directed especially to these at risk populations. School-based
nutritional programmes can be considered as an effective policy measure towards this direction.
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Intervention Study 2
(2) Christodoulidis, T., & Papaioannou, A., & Digelidis, An. (2001). Motivational climate and attitutes
towars exercise in Greek senior high school: A year-long intervention. European Journal of Sport Science,
1(4), 1-12. DOI: 10.1080/17461390100071405
The purpose of this study was to present the application of a year-long intervention program, in typical
Greek physical education school classes. The aim of the intervention focused on changing the motivational
climate, goal orientations, motivation, and students' attitudes toward exercise and nutrition. Participants
in the intervention program included 105 Grade-10 students, and 529 students of the same age took part
as a control grou|pImmediately after the intervention, students in the experimental group compared to
the control group: (a) had more positive attitudes toward exercise, participation in sports, and eating fruit;
(b) perceived the motivational climate of the class as more task involving and less ego involving; and (c)
spent more time exercising per session. The small significant effects that disappeared 10 months after the
intervention imply that further theory development and interventions are required.

Intervention Study 3
(3) Andreou, E., & Didaskalou, E., & Vlachou, A. (2008). Outcomes of a curriculum-based anti-bullying
intervention program on students’ attitudes and behavior. Emotional and Behavioural Difficulties, 13(4),
235-248. https://doi.org/10.1080/13632750802442110
The aim of this paper was to examine the short‐term and long‐term effects of a curriculum‐based anti‐
bullying intervention program on students' attitudes towards bullying, intentions to intervene in bully–
victim problems, perceived efficacy of intervening and actual intervening behavior. The intervention
program was applied in primary schools and was implemented by trained teachers within the classroom
context. The sample consisted of 454 pupils drawn from fourth to sixth grade classrooms of 10 primary
schools in central Greece. A quasi‐experimental pre‐test/post‐test design was used. The findings indicate
positive short‐term program outcomes concerning students' attitudes towards bullies and victims,
perceived efficacy of intervening in bully–victim incidents and actual rates of intervening behavior.
However, the magnitude of the program effects was quite small, since the positive short‐term outcomes
were not sustained in the long‐term (post‐test two measures). The results of the study also indicated clear
time effects for attitudes towards bullies and victims, self‐efficacy of intervening and intention, as well as
actual intervening behavior. The results are discussed in terms of their implications for anti‐bullying
interventions.
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Intervention Study 4
(4) Zafiropoulou, M., & Karmba-Schina, C. (2005). Applying cognitive-behavioral interventions in Greek
mainstream school settings: The case of learning difficulties. Learning Disabilities: A Contemporary
Journal, 3(2), 29-48.
The aim of this study is to present a psycho-educational intervention using cognitive-behavioral
techniques to modify and improve thinking strategies as well asfacilitate behavioral adjustment and
generalization of strategy use in children with learning disabilities attending mainstream schools. The
participants were 120 Greek pupils in 2nd, 3rd, and 4th grade which were treated under four different
conditions: psycho-educational intervention, self-instruction training, attention control, and no
treatment. Results showed that the psycho-educational intervention program was clearly superior to the
other conditions, producing meaningful and lasting effects on participants’ cognitive skills and strategies
and a significantly heightened sense of academic self-esteem. Improved task performance was also
evident in a 7-month follow-up assessment. Children’s academic achievement (writing, reading and
mathematics performance as rated by theirteachers) also improved satisfactorily compared to that of
controls.

Intervention Study 5
(5) Katsarou, E. (2009). A multiliteracy intervention in a contemporary “mono-literacy” school in Greece.
International Journal of Learning, 16(5), 55-65.
The aim of this paper is to describe an intervention developed in an urban secondary school in southern
Greece, and discuss it in terms of the pedagogy of multiliteracies (New London Group 1996, Cope &amp;
Kalantzis 2000) in order to examine what can be achieved by such interventions that are developed in
traditional school settings, in centralized school systems that use only homogenized curricula and
educational materials. After presenting a theoretical framework that combines the pedagogy of
multiliteracies with relevant notions such multimodality, interdisciplinarity, intertextuality and
constructivist learning, the intervention is described and discussed within this framework. The paper
shows that the intervention follows the pedagogy of multiliteracies as it gave the involved teachers and
students the opportunity to negotiate complex and various discourses through texts constructed in the
contemporary multicultural and multilingual social context where multimodal communication (Kress
&amp; van Leeuwen 1996) is dominant. Procedures that made use of students' and their families' various
lived experiences and knowledge that derived from their multi-ethnic communities were organized and
implemented at school. The final product of the intervention was a multimodal album, full of texts, photos
and drawings, all made by the students, titled "Popular Theatre in Countries of the World". Data collected
from the researcher's field notes, from the interviews from involved teachers and students and from the
album itself, show that this intervention, adopting certain elements from the pedagogy of multiliteracies,
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succeeded to overcome certain dysfunctions created by the specific school settings, while at the same
time it was limited by the restricting context in which it took place.

Intervention Study 6
(6) Sapouna, M. (2008). Bullying in Greek primary and secondary schools. School Psychology International,
29(2), 199-213.
This study focused on examining school bullying among primary and secondary school students in Greek
schools. The participants were 1758 students, mainly aged from 10 to 14 years of age, from 20 schools in
the prefecture of Thessaloniki, in Greece. Overall, 8.2 percent of all students were victims, 5.8 percent
were bullies and 1.1 percent were bully/victims. In line with earlier findings, more boys were identified as
bullies, whereas no sex differences emerged for rates of victimization. Separate results for primary school
pupils revealed that boys and girls were equally self-identified as bullies. Younger students were more at
risk of being bullied. The most common type of bullying was `general name-calling'. Significant sex
differences in types of victimization emerged only for physical bullying, which was more common in boys,
and for spreading malicious rumours, which was more common in girls. Survey results were similar to
those of other countries with regard to class and gender of the bully and location of bullying. Surprisingly,
almost 25 percent of victims reported being victimized in the gym class.

Intervention Study 7
(7) Andreou, E., & Rapti, A. (2010). Teachers’ causal attributions for behavioral problems and perceived
efficacy for class management in relation to selected interventions. Behaviour Change, 27(1), 53-67.
https://doi.org/10.1375/bech.27.1.53
The main purpose of this study was to examine the predictive value of both teachers' causal attributions
for behavior problems and perceived efficacy for class management for forms of intervention used in the
classroom and cooperations preferred in order to get help for students' problem behaviour. Participants
were 249 primary school teachers who were asked to rate 12 factors as the possible cause of the
behaviour problem described in a vignette, and evaluate 19 statements referring to the intervention
strategies they would use, as well as the cooperations they would prefer in order to respond effectively
to the problem in the vignette. They also completed an 8-item questionnaire measuring perceived efficacy
for class management. The teachers' responses were found to be associated with their teaching
experience. Both causal attributions for behaviour problems and perceived efficacy for class management
predicted specific interventions. Results are discussed in terms of their implications for future research
and teacher education.
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Intervention Study 8
(8) Giovazolias, T., Kourkoutas, E., Mitsopoulou, E., & Georgiadi, M. (2010). The relationship between
perceived school climate and the prevalence of bullying behavior in Greek schools: implications for
preventive inclusive strategies. Procedia-Social and Behavioral Sciences, 5, 2208-2215.
https://doi.org/10.1016/j.sbspro.2010.07.437
The main focus of this study is to examine whether there is a possible relationships among the perceived
school climate and the prevalence of bullying behaviors in a sample of 369 primary school pupils. In
addition, this study examined the possible mediating role of engaging in risky behaviors in this
relationship. All participants completed the Peer Experiences Questionnaire – PEQ, the School Climate
Scale and the Risky Behavior Scale. It was found that negative perceptions of their school climate as well
as involvement in risky behaviors predicted bullying behaviors towards their peers and that involvement
in risky behaviors mediated this relationship.

Intervention Study 9
(9) Christopoulos, A. D., Douda, H. T., Polykratis, M., & Tokmakidis, S. P. (). Attitudes towards exercise and
physical activity behaviours in Greek schoolchildren after a year long health education intervention. British
Journal of Sports Medicine, 40(4), 367-371.
The aim of this study is to examine the short term effects of a health education programme on Greek
primary school children. The school based intervention programme was applied to 29 children in the 6th
grade of the 2nd Primary School of Agios Stefanos (∼12 000 inhabitants); 49 pupils from the 1st Primary
School constituted the control group. To assess the effectiveness of the intervention, attitude and
behavioural variables were measured before and after the intervention. Results showed that after
adjustment for initial differences in the assessed variables, pupils who took part in the intervention had
more positive attitudes towards physical activity than the control group and scored significantly more
highly on their intention to participate in physical activity. Moreover, pupils in the intervention group
reported more hours/week spent in organised physical activities than pupils in the control group. Finally,
a higher proportion of pupils in the intervention classes matched the recommendations of 60 minutes of
moderate to vigorous physical activity daily.
Within the limitations of the study, the data show that school health education programmes have the
potential to slow the age related decline in physical activity and help pupils establish lifelong, healthy
physical activity patterns. Promoting healthy habits and physical activity behaviours during childhood may
prevent some of the leading causes of morbidity and mortality in the Greek population, and also decrease
direct healthcare costs and improve quality of life.
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Intervention Study 10
(10) Pateraki, L., & Houndoumadi, A. (2010). Bullying among primary school children in Athens, Greece.
Educational Psychology, 21(2), 161-175. DOI: 10.1080/01443410020043869
This study aims to examine bullying behaviors in older primary school students in Greece. Using a selfreport bullying inventory, the authors examined the extend and nature of bullying behaviors among Greek
primary school students. The participants were 1312 students, between 8 and 12 years of age, in the
prefecture of Attiki, in Athens. Results showed that around 15% of the children were self-reported as
victims of bullying, 6,25% as bullies and around 5% as both. Boys were significalty self-identified as bullies
and bully/victims in comparison to their female peers. Differences were reported also regarding the
profile of bullying behaviors. Boy-bullies engaged in more direct physical bullying, while girls adopted
more indirect approaches.
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3. Based on the above research evidence, explain how the
schoolwide discipline prevention framework could be
adapted in your country context.
The rapid increase of both the frequency and the intensity of behaviour problems in schools is a worldwide
phenomenon and it seems to be placed in the epicenter of attention of many international institutes,
organizations, governments and policy-makers.
The rise of several behaviour problems and disruptive behaviours constitutes a significant issue that
captures the attention of the Greek educational community as well. At a policy-making level, the Greek
National Curriculum for early childhood and for Primary education include directions fo the adoption of
specific values and behaviors in schools, like mutual respect, cooperation, equality, equity, accepting
diversity and helping others. However, this general guidance is not adequate to intercept the problem.
The increasing intensity of behaviour problems in schools, has raised the awareness of the Greek ministy
of education the last years, and various efforts have been attempted to cope with this issue. Perhaps, the
most characteristic example is that the forthcoming school year 2019-2020 the school coordinators in
cooperation with the school directors of the primary schools are called to design and implement actions
in order to limit the level of disruptive behaviors in the Greek educational context.
It seems that it is the perfect timing for implementing the SW-PBS approach of our project in the Greek
primay schools in order to provide the educational community with valuable knowledge and skills for
schoolwide discipline prevention. Yet, there are some potential barriers that could disrupt the smooth
implementation of the SW-PBS method. One issue could be that a relatively large number of in service
teachers in primary schools are appointed on an annual basis and do not have a guaranteed contract for
the next school year, neither do they get appointed in the same school. These teachers are called
substitutes “anaplirotes“. Such a procedure could result to schools having a large number of the teaching
staff changed every year, hence influencing the overall school climate and also making more difficult to
implement an intervention program that would last more than a school year. Another important issue has
to do with the lack of adequate training of both principals and teachers in the implementation of
intervention programs, especially when related to changing the school culture.
A possible solution that seems feasilbe could be to implement an intervention program that would last
one school year and also to make sure that a systematic training of the coaches would occur, in order to
prepare them adequately for implementing SW-PBS.
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