Chapter I:   Introduction
The Problem  

Race and socioeconomic status remain the primary indicators of whether or not American children will be successful in school.  Despite fifty years of research, dozens of Federal and State programs costing hundreds of billions of dollars intended to close the race-based achievement gap in public education, African-Americans, on average, start Kindergarten behind whites academically and continue to lag behind throughout Middle and High School.  (Condition of Education, 2005)
The ripple effect of minority academic failure at the elementary and secondary levels is astounding.  According to the Current Population Survey (CPS) conducted by the US Census Beauro, as of October of 2001, of the nearly sixteen million students above the age of fifteen who were enrolled in Colleges and Universities throughout the United States, only 781 thousand were African-American males, 1,449, 000 were African-American females, as compared to 12,208,000 white students, or, 1 African American for every 120 who are White.  In 2001 in the sciences and engineering, nationwide, African-American students earned only 12,149 bachelor’s degrees in social sciences, 4,851 degrees in biological/life sciences, and 4,324 degrees in engineering.  At the graduate level and with respect to doctoral degrees, African Americans earned only 80 degrees in physical science, 190 degrees in life science, 299 degrees in social science, and 82 degrees in engineering. (Harvey, 2003; Barnes, 2004; www.census.gov)

In a 2001 study entitled Prospects:  The Congressionally Mandated Study of Educational Growth and Opportunity, researchers identified and isolated characteristics that distinguished academically successful minority students from low SES backgrounds.  Researchers concluded that minority students from low SES backgrounds were exposed to greater risks and fewer resilient-promoting conditions than otherwise similar low-SES white students.  They then formulated resilience-promoting school models suggesting that a supportive school community could overcome many of the challenges faced by low SES minority students. (Borman et. al., 2001)
Massachusetts and the Achievement Gap
The Boston Phoenix recently published an article the achievement gap in Massachusetts:

 “How large is the gap?  Statewide, African-American students score an average of 21 percent lower than white students on the English Language Arts (ELA) portion of MCAS, and 34 percent lower on the math test.  That should surprise nobody; the racial achievement gap has been constant in every state for as long as records have been kept.” (Bernstein, 2004)

The following chart contains the 2004 MCAS scores of five suburban south eastern Massachusetts public high schools.
	   MCAS

 Results

    2004
	Dedham High
	Framingham High 
	Milton High 
	Needham High
	Quincy High

	 
	 
	 
	 
	 
	 

	Enrollment
	1,013
	2,057
	982
	1,375
	1,398

	White (%)
	86.9
	72.7
	72.5
	88.9
	65.9

	Black (%)
	5.3
	9.1
	21.5
	3.3
	6.4

	Low Income
	12.9
	21.7
	6.3
	2.8
	32.3

	Reading
	 
	 
	 
	 
	 

	    White
	74.2
	78.9
	83.8
	90.5
	54.2

	    Black
	40.0
	51.2
	58.7
	53.9
	47.1

	Low Income
	52.4
	47.9
	54.6
	n.a.
	27.6

	Math
	 
	 
	 
	 
	 

	    White
	49.9
	83.2
	71.3
	87.2
	51.2

	    Black
	32.1
	60.5
	41.3
	69.2
	23.5

	Low Income
	29.7
	57.6
	45.5
	n.a.
	55.2
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1.  Quincy High has the highest poverty rate (32%)  and the lowest overall scores of the five schools compared and displays a 7% black/white reading test score gap  and a 28% black/white gap in math.2.  Needham High, with the lowest student poverty rate of the schools compared  (2.8%), displays a 33% black/white reading gap, 16% larger than the state average,  and an 18% gap in math, 17% better than the state average.  
3.  Milton High, with the highest percentage of African American students of the five schools compared (21.5%), and a poverty rate of 6.3%, displays a 25% (21% sa) gap between black and white students in reading, and a 30% (34% sa)gap in Math. (MCAS, 2004): Retrieved Oct. 01, 2005, from School Matters Web site: www.schoolmatters.com.)  
Resiliency and Misaligned Assumptions 

Misaligned assumptions can isolate individuals and groups of students, reinforcing negative stereotypes, and increase the divisions in a learning community, traits associated with students at high risk for dropping out.  However, research suggests that schools who are proactive and who seek to align the values of its members can actually redirect at risk students by empowering them create their future. (Sexton, 1985, Wehlage, 1983, Wehlage and Rutter, 1986, McLaughlin and McLeod, 1996)  Known to many as Socio-cultural research, many believe it to be the “missing link” in education reform.  Schools as a democratic model can foster the identity development and subsequent intellectual development of our nation’s children.  (Senge, 1990; Ogbu 1994; McLaughlin and McLeod, 1996; Deal et al, 1999) 
History of the Minority Achievement Gap in America:  
1964 Civil Rights Act – Title I
The Civil Rights Act of 1964 outlawed discrimination on the basis of race, color, religion or national origin. Title I, Part A, created in 1965, is America’s largest federal program supporting elementary and secondary education (funded at $11.6 billion nationally and at $260 million in Massachusetts in FY 2004). President Lyndon B. Johnson and Congress funded many different programs ranging from Legal Services to the Poor, to Neighborhood Jobs Corps, and, Project Head Start, and Project Follow Through.  
“Today, we reach out to five and a half million children held behind their more fortunate schoolmates by the dragging anchor of poverty” President Lyndon B. Johnson, 1965.  
The release of 1966 Coleman Report involved a study of 600,000 children at 4,000 schools yielding results that showed that minority children were a few years behind that of whites and that the gap widened by the high school years. The report also determined that in a child’s early academic skill development was most related to family influences, but that school attendance seemed to widen the disparity between the academic differences between whites and blacks. 
Project Head Start and Title I  

Project Head Start and Project Follow Through were designed to target three and four year-old children and their families for early academic intervention in a preschool setting.  Participation was open to those who were at or below federal poverty levels.  Project Follow Through was a grant based, national search for an approach to the poverty based gap in achievement.  It began in 1967 and continued until the summer of 1995 at a cost of nearly one billion dollars. The first 10 years of the study included 22 sponsors and 180 sites at a cost of over $500 million dollars.

During the late 1960s and early 1970s, education reform was intertwined with the civil rights movement, the Vietnam War, the Watts riots, and the post-Sputnik space race. Watkins, the secretary of energy in 1990, demanded that our nation pick up "its bootstraps and find a new mechanism to obtain science and math literacy ... Educational programs are going to be a matter of mission" (Tanner, p.290 need reference). 
A National Shift away from S.A.T to NAEP Testing
The National Assessment of Educational Progress (NAEP) was established in 1969 by the United States Congress to measure academic achievement by using nationally representative samples of American elementary and  secondary school students in the fourth, eighth, and twelfth grades.  The 2001 No Child Left Behind Act has made it mandatory for all states to participate in annual NAEP testing.  “We must test all groups of students, so we can measure the achievement gap, define it and attack it with the full knowledge and support of our communities.” (www.ed.gov/nclb/accountability)
The 2001 No Child Left Behind Act has made it mandatory for all states to participate in annual NAEP testing.  Historically, Scholastic Aptitude Test’s (SAT) had been the primary yardstick by which the public has measured the success of our nation’s public schools. Despite the fact that SAT’s provide much useful data, only self selecting, college bound high school students are included in such a sample, thus allowing for many students to be “left behind”.  (Advisory Group on the Scholastic Aptitude Test Score Decline 1977; Koretz 1986, 1987; Rock 1987; Grissmer et al. 1994).  In contrast to the SAT’s, NAEP data samples a cross section of students by grade, sex, race, and socio economic status, thus revealing a clearer picture of the effectiveness of public education.
Massachusetts and MCAS

The Massachusetts Department of Education was quick to act on the federal No Child Left Behind legislation of 2001 by adopting Five ESEA Performance Goals and the corresponding indicators, and the Massachusetts Comprehensive Assessment System (MCAS) exam, on which a passing grade is required in order for a student to receive a Massachusetts High School diploma.  “Students will not reach their potential unless both they and their teachers have clear performance expectations, and, are held accountable for achieving those goals”. (Thernstrom, 2004).  
Milton High School, Milton, MA
“A progressive school system with caring parents and a dedicated teaching staff are four valuable reasons why Milton High is a viable, competitive suburban school.” (Thomas, 2004)   As stated in a 2004 diversity research study with Milton High School as the subject: “the degree of interconnection, cross-cultural dialogue and racial achievement are still critical challenges for this suburban Boston community.  Cultural silos, minority parents “opting out,” academic underachievement, and communication barriers are four key obstacles that could stand in the way of Milton achieving top level status in the state.  (Thomas, 2004)
The author of the study goes on to recommend: “the solution lies in developing an effective strategic plan that will address all issues of diversity, multiculturalism, inter-cultural communication, and academic advancement for students throughout the school year” (Thomas, 2004). 
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[image: image3.emf]For the past three years Milton High School students have successfully achieved Adequate Yearly Progress on the MCAS exams. (http://www.doe.mass.edu/sda/sprp/cycleIII/).  Yet, MHS still exhibits a considerable race-based performance gap as illustrated by the bar graph representing the mean of the 2003, grade 10 MCAS math scores.                                                                                                                                                                          
A school of nearly 1100 students as of 2005, Milton High’s African American student population has increased from 13% in 2001, to 21.5% in 2004, a figure now 12% higher than the State average.  Although Milton performs above the state average in both reading and math, the internal results display minority and low income students performing well below their white peers and reveals that boys are consistently outperformed by girls.
Milton Demographics (from the 2004 Census)

Race
 
 

One race
25640



98.38%

White
22252



85.38%

Black/African American
2666



10.23%

American Indian &Alaska Native
17



0.07%

Asian
531



2.04%

Asian Indian
46



0.18%

Chinese
331



1.27%

Filipino
17



0.07%

Japanese
14



0.05%

Korean
29



0.11%

Vietnamese
66



0.25%

Other Asian
28



0.11%

Native Hawaiian & Other Pacific Islander
10



0.04%

Native Hawaiian
1



0%

Guamanian or Chamorro
3



0.01%

Samoan
0



0%

Other Pacific Islander
6



0.02%

Some other race
164



0.63%

Two or more races
422



3.0 %

 
 
 

Hispanic or Latino and race
 
 

Total Population
26062



100.00%

Hispanic or Latino (of any race)
450



1.73%

Mexican
56



0.21%

Puerto Rican
122



0.47%

Cuban
24



0.09%

Other Hispanic or Latino
248



0.95%

Not Hispanic or Latino
25612



98.27%

White alone
21985



84.36%

 
 
 

Relationship
 
 

Total Population
26062



100.00%

In households
25027



96.03%

Householder
8982



34.46%

Spouse
5396



20.7%

Child
8883



34.08%

Own child < 18 yr
6412



24.6%

Other relatives
1056



4.05%

Under 18 years
251



0.96%

Non-relatives
710



2.72%

Unmarried partner
235



0.9%

In group quarters
1035



3.97%

-Institutionalized pop
265



1.02%

-Non-Institutionalized pop
770



2.95%

 
 
 

Households by Type
 
 

Total Households
8982



100.0 %

Family households (families)
6757



75.23%

--With own children under 18 
3364



37.45%

Married-couple family
5396



60.08%

--With own children under 18 
2844



31.66%

Female householder, no husband 
1072



11.93%

--With own children under 18 
443



4.93%

Non Family households
2225



24.77%

--Householder living alone
1905



21.21%

--Householder 65 years and over
1143



12.73
 
 

Households-individuals <18
3529



39.29%

Households with individuals 

65 years and over
2909



32.39%

 
 
 

Average Household size
2.79

Average family size
3.27

 
 
 

Housing Occupancy
 
 

Total housing units
9161



100.00%

Occupied housing units
8982



98.05%

Vacant housing units
179



1.95%

For seasonal, recreational, or occasional use
19



0.21%

Homeowner vacancy rate 
0.4

Rental vacancy rate 
2.9

 
 
 

Housing Tenure
 
 

Occupied housing units
8982



100.00%

Owner-occupied housing units
7554



84.1%

Renter-occupied housing units
1428



15.9%

 
 
 

Average... 

Household size-owner-occupied units
2.92

Household size of renter-occupied units
2.09
Cultural Alignment 
Race, ethnicity, gender, religion, language, and socio economic status all contribute to the beliefs that govern student behavior Vygotsky (1978).  Research suggests that schools who actively seek to align members towards a culture of achievement for all students, may experience higher levels of academic achievement for all members, particularly those students considered “at risk” of failure. (Greenfield, Raeff, & Quiroz, 1996; Philips, 1983) 
Learning cannot occur in isolation; it is socially mediated. 

Every function in the child’s cultural development appears twice: first on the social level, and later on the individual level; first between people (interpsychological), and then inside the child (intrapsychological)… All the higher functions originate as actual relations between human individuals. (Goldstein, 1999)

 “From a Vygotskian perspective…a major role of schooling is to create social contexts for the mastery of and conscious awareness in the use of…cultural tools, such as oral language, literacy, and mathematics.  This was referred to early as “Cultural Invisibility”. (Moll, 1992) 
Statement of Purpose
This paper reports on a study which employs both qualitative and quantitative research to express the relationship between organizational culture and the socio-cultural discussions intended to raise the academic performance of all students while closing the achievement gap.  
 It is the intention of this researcher to expand this project into a doctoral research study with this work representing what would be phase one:  A focus on attendance and disciplinary procedures and the effects of applying the body of research and theories to attack the achievement gaps that exists at Milton High School.  Tardiness was selected in part because of the daily disturbance to school environment it creates.  As displayed in this chart, student tardiness was cited by school Principals nationwide as being one of the most serious “problems” they face as school leaders.  A review of the literature citing experts, as well as the history of Federal and State initiatives conceived and implemented to address the achievement gap, all corroborate the author’s research data and thesis. (NAEP, SAT, MCAS, disciplinary data, attendance reports). 
Limitations to Study
     The are various ethnic groups which make up the percentage Milton High Schools population that is defined as African-American by the Massachusetts Department of; groups such as Cape Verdian, Haitian, and Caribbean, many of whom are the first of their families to be raised in the United States, sometimes creating a unique cultural division among family members as well as confusion for the individual student attempting to assimilate into a new culture.  In addition, Milton sends between 20-25% of the 8th grade student body to private institutions prior to entering the High School, again altering the make up of the student body.
A review of specific socio-cultural and organizational research led to aggressively targeting student tardiness, and a reassessment of disciplinary policies, resulting in the limiting of the number of days of detention and suspension assigned per incident, and further limited by the creation of an in-school suspension room so that students could remain in school rather than being sent home for multiple days at a time, only to fall further behind in their coursework (Wehlage (1983).    

This experimental study measures the effects of these targeted changes on the attendance and disciplinary data collected at Milton High School during the 2004-2005 school year.  
Definitions of Terms

Academic ability: the product of exposure to the demands of specialized cultural experiences—schooling being the most common—that interact with a wide variety of human potentials (Cole, Gay, Glick, & Sharp, 1971; Cole & Scribner, 1974; Hunt, 1966; Martinez, 2002; Sternberg, 1994). 
Achievement Gap: the disparity in academic performance between groups of students. It is most often used to describe the troubling performance gaps between many African-American and Hispanic students, at the lower end of the performance scale, and their non-Hispanic white peers, and the similar academic disparity between students from low-income and well-off families. The achievement gap shows up in grades, standardized-test scores, course selection, dropout rates, and college-completion rates. It has become a focal point of education reform efforts. 
"All" students: Every student in the school should be given an equal "opportunity to learn", i.e. the means to acquire high level knowledge and skills; also, the provision of equitable and adequate learning resources, including capable teachers, rich curriculum, high quality facilities, equipment and materials, and essential support services (NFA). 
Application of Knowledge/Learning: Calling upon students to show the connections between events in their everyday lives and what schools teach them, and to link what they already know with what they are being taught. Part of teaching a subject well should include enhancing the ability of a student to use knowledge and to tie it to prior learning. (NASSP) 
Assessment: The larger processes of describing, collecting, recording, scoring and interpreting information about a student's learning. Regrettably, assessment is frequently used as a euphemism for test. It is important to remember that the Latin root of assess (assidere) means "to sit beside." Although some assessments may result from a series of tests, most people do not produce their best work under test-like conditions. For this reason a variety of alternative assessment approaches is appropriate and under development including portfolio assessment (SCASS). 
Culture of the School: Refers to the competence, values, and behaviors expressed by students and educators within a school setting which are translated throughout that community and beyond via a spirit of trust, respect, and tolerance. Evidences of this kind of professional culture would be educators sharing their classroom practices with one another; educators writing about their successes and challenges in the classroom; educators making a concerted effort to engage their students and parents in a life-long process of learning (AISR). 
Democratic School: A school which is organized to consciously provide both the staff and students with opportunities to voice their views and to make important decisions about school practices and policies. While schools operate on the pretense that students should become thoughtful, democratic citizens, rarely are students given opportunities to "practice" those skills and behaviors that would adequately prepare them for these roles. 
Heterogeneous Grouping: The grouping of students in classrooms on the basis of mixed abilities. It is the opposite of homogeneous grouping or tracking–i.e., the process of sorting students of the same age or grade level into categories and assigning them to various kinds of classes with different levels of instruction, for most or all of the school day, and for the long term or permanently (NFA). 
High Order Thinking: Involves a cluster of elaborative mental activities requiring nuanced judgment and analysis of complex situations according to multiple criteria. Higher order thinking is effortful and depends on self-regulation. The path of action or correct answers is not fully specified in advance. The thinker's task is to construct meaning and impose structure on situations rather than to expect to find them already apparent. (Resnick, 1987) 
Low-income children:  those who qualify for the free or reduced-price lunch in the federal

school lunch program.
Performance Assessment: General term for an assessment activity in which students construct responses, create products, or perform demonstrations to provide evidence of their knowledge and skills. (NFA) Examples include in process critiques, essays, oral presentations, or actual demonstrations of physical or artistic achievement. This type of assessment requires students to perform a task rather than simply answer questions. It may call for writing or solving math or science problems or completing a science experiment. It is judged against established criteria (SCASS). 
Rubric: An established set of scoring criteria, organized into increasing levels of achievement, used to rate a student's performance. Rubrics contain a scale (e.g. 5, 4, 3, 2, 1 or "distinguished, proficient, apprentice, novice" or "rarely, sometimes, frequently, extensively") and a detailed description of the features/characteristics of work at each point on the scale. Rubrics are usually provided to students before the assessment occurs (SCASS; NFA). 

Chapter 2:  Literature Review
Socio-cultural Theory

The work of the Russian psychologist Lev Vygotsky (1896-1934) concluded that an optimal learning environment is not one of isolation, rather it is socially mediated.  Vygotsky’s findings presented the theory that development takes place in two stages; first between people, and then within the individual, and that higher level thinking functions occur within social relationships.  (Greenfield et al., 1996).
Vygotsky’s work was used by researchers at Brown University in their program “The DIVERSITY KIT”: An Introductory Resource for Social Change in Education, released by The Northeast and Islands Regional Educational Laboratory as program of The Education Alliance at Brown University.  

We refer to Vygotsky’s concept of the “zone of proximal development,” or ZPD, in the language section of The Diversity Kit. In his volume Mind and Society, Vygotsky (1978) defines the ZPD as The distance between the actual developmental level as determined by independent problem solving and the level of potential development as determined through problem solving under adult guidance or in collaboration with more capable peers. (p. 86)
Cultural Frames of Reference

When the teacher and student bring different cultural frames of reference and communication styles to classroom interactions, rather than a dialogue or activity that draws students towards the learning goals set for them, there can be a disconnect between the teacher’s and student’s ways of forming and displaying knowledge.  As a result, child-adult interactions in the classroom can fail to advance student learning. Students can, in effect, be “turned off”, and teachers can experience frustration when their attempts to engage students in developmental dialogue or activity break down. Cultural differences, then, must be bridged in order to activate powerful developmental dynamics. (McLaughlin and McLeod, 1996) 
Students who are not members of the dominant group may have difficulty developing their own identity because they are pressured in school (and often, also, in public) to suppress behaviors that mark them as different. A sense of individual and group identity is related to normal emotional and cognitive development, so when this process is interfered with, students are more likely to fail in school (Sheets, 1999b).

McAdoo and Sheets assert that ethnic identity is one of the first types of identity to form, and is marked by an awareness of one’s membership in a social group that has a common culture that is often displayed by a shared language, history, and geography (McAdoo, 1993; Sheets, 1999a).  The message received by minority students is most often unspoken, as transmitted by teachers and administrators through the expectations placed on the marginal student--we tend to place these students in "slow" classes and to deny them access to challenging experiences. Indeed, the failure to develop appropriately challenging experiences for these students is one of Wehlage's major criticisms of public schools. He would have schools stress the development of abstract thinking and the development of social skills.  

Porter Sexton whose research on high school drop outs suggests that at-risk students who changed schools adapt statistically to the new school, suggesting that the influence of school culture, or group identity, may be able to influence the outcome of student achievement for at-risk populations (Sexton, 1985).
A compelling work by Ogbu (1994) argues that voluntary and involuntary minorities react differently to mainstream cultures demands, and frequently choose to reject or at the least be less receptive to educational demands. Frequently, Asian Americans have been touted as the “model minority.”, yet by Ogbu’s assessment, one cannot compare them to African Americans who were forced to come to America, and whose North American cultural heritage is one founded in slavery and oppression.  The notion of the minority student who “doesn’t care” is all too often a misconception of both dominant and minority teachers, who have assimilated the values of the dominant culture through their schooling (Delpit, 1995).
Cultural Invisibility

Most of the time, our own cultures are invisible, or hidden from us (Greenfield, Raeff, & Quiroz, 1996; Philips, 1983), yet they are the context within which we operate and make sense of the world. When we encounter a culture that is different from our own, one of the things we are faced with is a set of beliefs that manifest themselves in behaviors that differ from our own.  Culture is frequently described as “the way things are.” Nonetheless, one’s beliefs and actions are not any more natural or biologically predetermined than any other group’s set of beliefs and actions; they have emerged from the ways one’s own group has dealt with and interpreted the particular conditions it has faced. As conditions change, so do cultures; thus, cultures are considered to be dynamic.
Identity Development and Achievement 
Researchers assert that children begin to develop a sense of identity as individuals and as members of groups from their earliest interactions with others (McAdoo, 1993; Sheets, 1999a).   Therefore school represents the beginning of this process, yet students arrive at kindergarten already displaying a race based gap in achievement.  Is poverty the cause?

Students living in poverty display increased rates of delinquency, higher incidents of violent and aggressive behavior, and greater degrees of psychological problems, heightened behavioral problems, and educational and occupational expectations that are discouraging rather than hopeful (Black & Krishnakumar, 1998).  According to the U.S. Census Bureau, of all children younger than 18 living in families, 27 percent of Hispanic children and 30 percent of black children live in poverty, compared with about 13 percent of white children (Proctor & Dalaker, 2002.) 
Dominant group identity 

Students who are not members of the dominant group may have difficulty developing their own identity because they are pressured in school (and often, also, in public) to suppress behaviors that mark them as different. A sense of individual and group identity is related to normal emotional and cognitive development, so when this process is interfered with, students are more likely to fail in school (Sheets, 1999b). 
Voluntary and Involuntary Minorities – two takes on Asian Success

Academic success is a cultural more, “They (Asian students) simply care more about academic success.  They are much more engaged in school than their peers, Laurence Steinberg found in his survey of 20,000 high school kids.  They cut classes less often and reported higher levels of attention and concentration during class.  In the priority they place on school, they spend only half as much time as other students hanging out with friends, were less likely to hold part-time jobs, and less likely to devote large blocks of their time to extracurricular activities.  (NAEP Data Tool, 1998 reading and 200 math assessments; Steinberg, 2005)

In 1999, Asian Americans were just 4.2 percent of all student of the age at which the SATs are taken, they accounted for almost 8 percent of the students who actually took the exams.  Furthermore, 11 percent of the students who scored in the very top bracket (750-800) of the basic SAT I verbal reasoning test, and 25 percent of all those doing that well in mathematical reasoning were Asian.  4.2 percent to 25 %.  In California, a state whose Asian population accounts for more than one third of the entire Asian population of the United States of America also has a state university system that grants free enrollment to students who rank in the top 8% of their graduating class.  Asian students are more than 2.5 times more likely than white students to earn a spot in the California state system.  Although Asian students make up only 10% of the entire states population, Asian’s make up almost half of the student body at California’s two flagship schools, Berkeley, and UCLA.  
A Fair Comparison?

Asian Americans have been touted as the “model minority.”, but consider the argument of the Ogbu (1994).  His research suggests that minorities whose cultural heritage led them to the United States by choice, Asian and Indian, are not to be compared with those who heritage brought them the US via slavery or economic necessity, i.e. Hispanic.  They may be more apt to consciously or unconsciously reject the popular culture and expectations.  The result is the notion of the minority student who “doesn’t care” is all too often a misconception of both dominant and minority teachers who have assimilated the values of the dominant culture through their schooling (Delpit, 1995). 

Awareness and School Discipline

Research conducted with students who have dropped out of school noted that one of the strongest criticisms made by dropouts about schools is that the discipline is unfair and arbitrary.  In contrast, successful programs that serve dropouts are characterized as having fair--though sometimes tough--programs of discipline to deal with the problems of at-risk youth who may be, in effect, penalized for being at risk (Wehlage and Rutter 1986).
“Creating a collaborative culture has been described as the first order of business for schools wishing to enhance their effectiveness (DuFour, 2001).
Two Important Early Books on School Cultural
Willard Waller’s landmark book, The Sociology of School Culture delves into the racial-cultural challenges that existed as far back as 1932 in American schools.  
“There are, in the school, complex rituals of personal relationships, a set of folk ways, mores, and irrational sanctions, a moral code based upon them.  There are games, which are sublimated wars, teams, and an elaborate set of ceremonies concerning them.  There are traditions, and traditionalists waging their world-old battle against innovators.” (Waller et al, 1932)  
Carter Woodson’s 1933 release of Mis-education of the Negro' expresses the authors opinion of the “psychological and cultural consequences” that will result if the alienating practices aimed at African-Americans continues.  He argues that schools should teach both the history and culture of Africa together with the one of America.  Woodson believed that a greater African presence in the curriculum would reduce bias, prejudice, racism, arrogance and intolerance among white students, and would improve the self-esteem, the self-respect and the humanity of black students.  (Woodson et al, 1933)
The Culture of Academic Expectations 

The 1970 Ray Rist publication entitled Social Class and Teacher Expectations: The Self-fulfilling Prophecy in Ghetto Education focused on race based instructor expectations.  The study found that the most promising students were assigned to tables at the front of the classroom and received more praise and interaction, while those students placed in the rear of the classroom were more likely to be scolded.  The gap between the groups increased as they progressed to elementary school due in part to differential treatment and that teacher expectation of student performance reinforced existing socio-economic inequalities (Rist et al, 1970).
The Culture of Course Selection

The National Commission on Excellence in Education published A Nation at Risk in April 1983. This report claimed that American "students were not studying the right subjects, were not working hard enough, and were not learning enough. They also suggested that schools suffered from slack and uneven standards with many of their teachers ill-prepared" (Finn, p.17). This report also warned that "our social structure would crack, our culture erode, our economy totter, [and] our national defenses weaken" (Ibid, p.17) if the United States did not make immediate attempts to remedy the situation by finding a cure for our fatally-ill education system. 
The Pros and Cons of High Stakes Tests

“All Students Reaching The Top:  Strategies for Closing Academic Achievement Gaps”, is a Report of the National Study Group for the Affirmative Development of Academic Ability.  Concerned by minority students’ academic achievement, a panel of 20 scholars, using data from cognitive science, psychology, and education research, released a report that outlines a strategy to bridge the learning gaps between black and Hispanic students and their higher-achieving white and Asian counterparts. (Gordon, 2004)
The authors of this achievement-gap report say their strategy from the test-centered approach the federal government is using concluding that a multi-pronged effort establishing more supplementary and after-school learning opportunities for minority children, developing teachers’ mastery of their subjects, building students’ trust in their schools and teachers, providing challenging academic work for students, and teaching in ways that build on what students already know.  “I don’t think testing is the place you begin,” said panel chairman Edmund W. Gordon. “You begin with these kinds of things in our report and, two, three, four, five years down the road you can expect to see results reflected in the tests.”

Mr. Gordon, a professor emeritus of psychology and education from Teachers College, Columbia University, and a professor emeritus of psychology from Yale University, led a similar panel whose 1999 report drew national attention to the problem.  The new report was funded by Learning Point Associates, a Naperville, Ill., research group, Teachers College, and the New York City-based College Board (Gordon, 2004).
The report also puts a new emphasis on the need for schools to develop feelings of trust in students.  One way teachers can lose students’ trust, Mr. Gordon said, is by lowering academic standards for them. “It’s hard to trust someone that you begin to perceive is faking it for you,” he said (Gordon, 2004).
Abigail and Stephan Thernstrom in the book No Excuses:  Closing the Racial Gap in Learning, released in 2003, used data collected by the National Association of Educational Progress (NAEP) as part of a compelling argument for mandatory standardized testing as the key to narrowing the achievement gap. “Most students will learn less than they should unless they and their teachers understand precisely what is expected, and tests are integral to measuring academic progress.  In addition, those tests must have consequences” (Thernstrom, 2004).  

CHAPTER THREE:  METHODOLOGY
Sample

The participants in this research project were approximately 1100 public school students in a relatively affluent suburban school that borders the city of Boston, Massachusetts.  The school includes grades 9-12 with a student make up of 21% African American, 3% Asian, and 73% white.  

Materials

For this study, the author compared discipline and attendance records from two consecutive school years, so that a comparison could be made to determine if changes to the disciplinary and attendance policies resulted in the desired results.  

Procedures

The policy changes were discussed, written, and reviewed with all faculty members before being presented to the student body, by grade, in an assembly setting.  This research took place for the entire school year, with several open forum-feedback conversations with faculty.  The student’s response to the policy changes was initially subdued, but as the inevitable questions about procedure began to arise, some informal complaints were raised by some students, mostly those who were experiencing increased demands on their time as a result of the policies.  

 The policy changes were always discussed in terms of student achievement.  Whether students wanted to know why the tardy policy seemed so strict or a teacher was questioning why a student was only receiving a single day of suspension when in the past the student would have received more.  Or if In school Suspension (ISS) required them to quickly compile work for a student who had been assigned to ISS late in the day and needed work for the following morning. 
The effectiveness of the policy changes were periodically checked by comparing  year to year data.  Also, periodic and informal meetings were held with faculty to hear and concerns or frustrations they were experiencing with the new policies.  The periodic presentation of data to the faculty was interesting.  Most teachers were surprised by the positive changes.  Perception and reality can be effected by objective data.
Analysis of Data

This qualitative and quantitative study produced data that was analyzed.  The central goal was to assess the effectiveness of specific policy changes on attendance and student discipline.  Disciplinary policy changes were made in hopes that it was not the length or quantity of time that would effect positive change on student behavior, but rather by implementing policies that reinforce the espoused school values of the value of learning and being in school, and the promotion of concepts like perseverance and acceptance, that we would stand a greater chance of success with students if we could explain our policy choices in these terms.

The final result is a body of statistics that support the author’s assertion, that more time in school and less time suspended, and a decrease in student tardiness will have a positive effect on academic achievement, and serve to gain the trust of all student members.

Chapter Four:  Results 
In an effort to better align disciplinary policies with the strategic goals for all Milton High School students for the 2004-2005 school year, the Milton High School administrative team made the following two adjustments:
1.  the addition of an in-school suspension room 

2.  a reduction in the number of days of suspension assigned per incident,  based on the belief that in many cases, one day out has the same impact towards changing behavior, and, serves to reinforce the message that student achievement really is the first priority and underlying reason for every school rule. 
The number of days spent out of school on suspension decreased in 2004-2005 school year by 422 days from the previous year, utilizing instead 272 days of in-school suspension.  

The benefits of in-school suspension to out of school suspension:
a. Participating students are required to remain engaged in working on academic materials provided by their teachers, allowing them to keep up with their classmates

b. Students are supervised by a professional educator, and can be visited by their classroom teachers for specific help.

c. The message that, above all else, school is about academic achievement, a that message is for every student, especially those who behave in ways that compromise their success.

THE EFFECTS OF REVISED ATTENDANCE POLICIES IN 2004-2005

During the 2004-2005 school year, Milton High School students were tardy 3,075 fewer times than the year before, and absent 350 fewer days than the year before.

	Milton High School

Attendance Data Comparison Chart

	
	    2003-2004 (179)
	2004-2005 (171) 
	Increase (+) or Decrease ( - ) from 2003-04 to 2004-05

	Grade 9
	        # of Students 235
	        # of Students 270
	# of Students  ( + ) 55

	Absent
	2188
	2424
	     +236

	Tardy
	2589
	2436
	-153

	Grade 10
	        # of Students 220
	        # of Students 239
	           ( + ) 19

	Absent
	2244
	2214
	-30

	Tardy
	2645
	1944
	-701

	Grade 11
	         # of Students 225
	        # of Students 234
	( + ) 9

	Absent
	2890
	2673
	-217

	Tardy
	3592
	2304
	-1288

	Grade 12
	         # of Students 242
	        # of Students 208
	( - ) 34

	Absent
	3037
	2698
	-339

	Tardy
	2685
	1752
	-933

	Totals
	
	
	

	9-12
	922
	951
	( + ) 29

	Absent
	10,359
	10,009
	( - ) 350

	Tardy
	11,511
	8436
	( - ) 3075


The chart on the following page compares the same student data just presented, but presents it by tracking each graduating class from 2003-04 to 2004-05, allowing us to see the results of the policy changes on the same set of students.
	A  YEAR TO YEAR COMPARISON BY GRADUATING CLASS PERFORMED 
	
	
	Increase (+) or

Decrease ( - ) from 

2003-04 to 2004-05

	
	
	
	
	

	
	    2003-2004 
	
	2004-2005 
	

	Grade 9
	        # of Students 235
	Grade 10
	# of Students 239
	           +4

	Absent
	2188
	
	2214
	+26

	Tardy
	2589
	
	1944
	                      -645

	Grade 10
	        # of Students 220
	Grade 11
	# of Students  234
	+14

	Absent
	2244
	
	2673
	           +217

	Tardy
	2645
	
	2304
	          -1288

	Grade 11
	         # of Students 225
	Grade 12
	 # of Students 208
	- 34

	Absent
	2890
	
	2698
	           - 339

	Tardy
	3592
	
	1752
	           - 933   

	Totals
	
	
	
	

	Students 9-11
	680
	
	681
	-16

	Absent
	7322
	
	7585
	+263

	Tardy
	7723
	
	6000
	-1723


Chapter 5: Discussion and Conclusions


The data throughout this phase of the project yielded highly desirable results.  
Implications

This study implies that policies are a part of developing a school culture that serves all students.  This study has provided me with a wealth of information about the MHS students.  It became evident that professional-growth as I reflected on the effectiveness of my classroom practices. 

I look forward to reporting on the new student leadership course currently being taught by myself, our other Vice Principal, Ms. Yolanda Beech, and our Principal, Dr. John Drottar, as well as our School-wide Student Leadership Team Initiative, designed to increase the involvement of student leaders as empowered members of their own school community.
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