	
  

THE EVOLUTION OF ZERO TOLERANCE POLICIES:
A CASE STUDY OF FOUR HIGH SCHOOLS IN THE SILICON VALLEY
Jesus Marron Jr.
B.S. California State University, Sacramento
M.S. California State University, Sacramento
DISSERTATION
Submitted in partial fulfillment of
The requirements for the degree of
DOCTOR OF EDUCATION
in
EDUCATIONAL LEADERSHIP
at
CALIFORNIA STATE UNIVERSITY, SACRAMENTO
SPRING
2015

	
  

	
  

Copyright © 2015
Jesus Marron Jr
All rights reserved
ii

	
  

	
  

THE EVOLUTION OF ZERO TOLERANCE POLICIES:
A CASE STUDY OF FOUR HIGH SCHOOLS IN THE SILICON VALLEY
A Dissertation

by

Jesus Marron Jr

Approved by Dissertation Committee

____________________________________________
Dr. Caroline Sotello Viernes Turner, Committee Chair
___________________________________________
Dr. Margarita Berta-Avila, Second Reader
___________________________________________
Dr. Francisco Reveles, Third Reader

SPRING 2015

iii

	
  

	
  

THE EVOLUTION OF ZERO TOLERANCE POLICIES:
A CASE STUDY OF FOUR HIGH SCHOOLS IN THE SILICON VALLEY

Student: Jesus Marron Jr

I certify this student has met requirements for format contained in the University format
manual, and that this dissertation is suitable for shelving in the library and credit is
awarded for this dissertation.

_________________________________,
Caroline Turner, Ph.D.

Graduate Coordinator _________________
Date

iv

	
  

	
  

DEDICATION
This research is dedicated to all of those students who have been failed, pushed
out and have ended up on the streets, in prison or have lost their life due to gangs, drugs
and violence. Additionally, this research is dedicated to all the teachers, school staff and
school site administrators who have dedicated their career to helping students and
showing them compassion, patience and respect.

v

	
  

	
  

ACKNOWLEDGEMENTS
First, I want to give thanks to my beautiful wife who has given so much support
and has been patient with me during these past three schools years. I want to apologize to
my kids for not being there and missing so much nurturing time with them, however,
everything I do is for your benefit so when you’re my age you don’t have to drive 200
miles a day to work and back. I want to acknowledge my parents for being supportive
and inspiring me through out my life. I wanted to thank my second set of parents “Mi
Suegros” who have taken me into their family and have taken care of me when I needed
them.
Second, I wanted to thank Dr. Turner for being my committee chair and giving
me so much insight and sharing her wisdom during this journey, you are a true
transformational leader. To both profesora and profesor Dr. Margarita Berta-Avila and
Dr. Francisco Reveles, muchas gracias for being inspiring educators who have given me
much encouragement and guidance.
Lastly, I wanted to thank Cohort 6, you have been a great group of acquaintances
and friends during the past three years. I have learned a lot from our experiences,
challenges and triumphs.

vi

	
  

	
  

CURRICULUM VITAE

Education
Master of Science: Counseling
CSU Sacramento
Bachelor of Science: Kinesiology
CSU Sacramento
Credentials
Professional Administrative Credential
Pupil Personnel Credential
Professional Employment
East Side Union High School District
Associate Principal
Field of Study
K-12, Community College, Transformational Leadership, Critical Race Theory, General
Systems Theory, Multiple Ethical Paradigms, Racism, Poverty and Social inequalities

vii

	
  

	
  

Abstract
of
THE EVOLUTION OF ZERO TOLERANCE POLICIES:
A CASE STUDY OF FOUR HIGH SCHOOLS IN THE SILICON VALLEY
by
Jesus Marron
This qualitative study examines the implementation of Assembly Bill 1729 in four
high schools in the Silicon Valley. The study assesses the impact of this bill in reducing
the suspension disparity amongst African American and Latino students in the four high
schools. The study was guided by the following four research questions: Is there a pattern
of disparity between high schools regarding the impact of AB1729 on student
suspensions, expulsions, and academic performance?

What are former adult high

student’s perceptions of their high school experience with school discipline? What are
high school teachers’ perceptions regarding the impact of AB1729 on their classroom
experiences with student discipline and school safety? What are school site
administrators’ perceptions of AB1729 and the impact on their leadership practices on
student discipline and maintaining a safe school?
The researcher used Critical Race Theory, General Systems Theory and Multiple
Ethical Paradigm as the main theoretical frameworks in examining the study. The three
theories were used through out the study, as there were three participant sample groups,
which involved former high school students, teachers and school site administrators. Due
to the findings of the participant interviews the data was framed into mediating themes
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and meta themes, this further provided a chain of evidence that formed a model of six
frames under the concepts, of Culture and Pedagogy. Marron’s Circularity of Culture
Interdependency Model was framed as a codependent framework that is necessary in
order for schools to be effective.
The study revealed through Critical Race Theory that attitudinal, ideological,
individual and institutional racism hinder our schools and educators. As the study
exposed that African American and Latino students are still disproportionally suspended
more then other student groups. Special education students are still blatantly suspended in
schools. Moreover, the study revealed that Title-one schools suspend more students then
non-Title 1 schools. This outcome reaffirms that schools continue to discipline students
who need the most assistance.
The researcher concludes with making recommendations. For example,
professional development and education in Culturally Responsive Pedagogy, where
teachers and school site administrators need to cultivate a culturally diverse knowledge of
the students and community they serve. In addition, schools need to implement and
practice culturally relevant instructional and curriculum. School site leaders and teachers
need to practice data driven decision making when addressing issues. School site leaders
and teachers need to practice strategic planning in order to understand data more
profoundly in addressing student and school concerns.
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CHAPTER 1
INTRODUCTION
Background
“There is no discipline in the world as severe as the discipline of experience subjected to
the tests of intelligent development and direction.” John Dewey, (2007)
“Discipline” is frequently used in a punitive sense in the United States; it is used
to exemplify a consequence, to control or maintain compliance with rules or policies
(Anderson, 2005). If one interprets Dewey’s expression, one can contemplate that
discipline must be learned and practiced, providing positive guidance that an individual
can follow from his/her experiences; discipline is practiced with the effort to cultivate or
domesticate students to believe and abide in the laws, values, and follow the imposed
rules, policies and expectations. In schools today, students are immersed with the
intended purpose of developing the desensitized child into an obedient student who is
compliant and abides to rules and policies.
Duncan (2000) states that one of the major roles of U.S. public schools is to
“inculcate in young people the skills and values needed to enter into, and maintain, a
cohesive society” (p. 29). However, most school discipline is practiced as both coercion
and punishment. As described by Kohn (1996), the most basic strategy to get students to
do what you want is by coercion; by imposing power and making them do the demanded
task. This practice treats students as objects rather then subjects, where the adult has
ultimate authority without negotiation or regard to the student understanding. The second
common technique is punishment. The purpose behind this practice is to cause suffering
in order to change a behavior. The punishment must be unpleasant and punitive, so the
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student doesn’t commit the same act. The worst punishment is corporal punishment,
which has been an opposed practice by most states; however, it is still a practice in a legal
form of discipline in 19 states (Kohn, 1996). Consequentially, the current practices of
coercion and punishment have been overzealously practiced in schools, both have caused
a ripple effect in schools where suspending students for mediocre offences is compliance.
Suspensions for causing a disturbance for using a cell phone in the classroom are a quick
response under the dichotomy of cohesion and punishment. This framework of student
discipline has contributed to the creation of zero tolerance policies; the ultimate
punishment is enforced with swift justice.
According to Katfka (2011) “Zero tolerance discipline policies require schools
and districts to show no lenience for certain kinds of student misconduct, and usually
mandate suspension, expulsion, and often the summoning of local law enforcement for
behaviors ranging from weapon and drug possession to fighting, smoking, and even
tardiness” (p. 2). Researchers believe zero tolerance policies have contributed to an
increase in the number of school suspensions. Predominantly, students of color, those
with disabilities, and those who are economically disadvantaged students are suspended
at a higher rate than students in other groups, creating a marginalization of students who
are pressed and funneled into the school to prison pipeline (Gregory, Skiba, and Noguera,
2010).
In 2008, National Center of Educational Statistics presented that more than 3.3
million students were suspended; 15% of African-American students were suspended
compared to 7% of Latino students and 5% of White students (NCES, 2009). California’s
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ten largest school districts averaged a 9.9% combined suspension/expulsion rate during
the 2009-2010 academic years, well above the 7.0% national average. The rate of
suspension in these large school districts was as high as 17.7% among African-American,
10.6% among American Indians, 13.4% for students with disabilities, 7.5% among
Latinos, 6% among Whites and 2.6% among Asian Americans (2012). There is a vast
number of scholars and researchers who are concerned and question why there is an over
representation of students of color who are being suspended or expelled from school.
Wallace (2008) asks if these no-nonsense policies in our public schools assist in keeping
schools safe or if the education system and the criminal justice system converged to
create criminalized school environments that severely disadvantage minority students and
increase their risk of ending up in prison.
Zero Tolerance Policies and Pedagogy of the Oppressed
According to Freire (2000), discipline is a necessary condition for effective action
in the social world. “True discipline does not exist in the muteness of those who have
been silenced but in the stirrings of those who have been challenged, in the doubt of those
who have been prodded, and in the hopes of those who have been awakened” (Freire,
2000). The purpose of the zero tolerance policies was to eliminate weapons on school
grounds yet the policy has been adapted to benefit the oppressor. African-American and
Latino students who are failing and not graduating from high school are fulfilling their
role as the oppressed. African-American and Latino youth have the highest high school
dropout rates and lowest rates for college attendance and are over-represented in most
categories of low success in education. African-American and Latino youth find
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themselves more likely to be arrested and incarcerated than white youth, more likely to
have children as teenagers, and less likely to graduate from college (Hayes-Bautista,
2002).
According to Freire (2000), the school system has established its role in keeping
their dependency of the oppressed, as African-American and Latino students continue
drop out of high school and not graduate from, they continue to perpetuate the cycle of
poverty and their role as an under-class (Smith. R, 2002). A major role of critical
pedagogy has been to disclose and challenge the reproductive role that schools play in
political and cultural life. Critical pedagogies can provide teachers and educators with a
better means of understanding the role that schools play with in race, class, and gender
(McLaren, 2003). They assist in dismantling and reforming the superficial policies,
codes and rules that schools normalize and impose on education, eliminating the
“banking concept” of our education system.
The use and practice of the model of depositing and thinking of students as empty
vessels is the greatest tool in the hands of the oppressor (Freire, 2000). It is a weapon
used to prepare the oppressed to adapt to their situation as the oppressed rather than to
challenge the situation that oppresses them. Zero tolerance policies are used as a weapon
of oppression and as a measure to exclude students who are unengaged with the banking
curriculum taught in the classroom. Teachers should have the capacity to be conscious
and understand that excluding students from class for petty disturbances or due to their
own frustrations can hinder the students learning and develop an antagonistic
oppositional relationship.
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The antithesis to the common banking model of education is critical pedagogy,
which Freire calls problem-posing education. As part of this relationship the teachers
must see themselves as teacher-student, ready to accept that their students possess
knowledge and solutions that they can share with the teacher. This approach emphasizes
learning for freedom rather that learning to earn. This, Freire says is the “pedagogy of the
oppressed, which is the pedagogy of the people engaged in the fight for their own
liberation” (Freire, 1970). Freire suggests that educators must constantly reflect on their
pedagogy and its impact on relationships with students. They should strive not for
affirmation of their own generosity but to destroy the cause of false hope or generosity.
Freire provides no silver bullet for overcoming the obstacle or for the persistence of
inequality an injustice. Instead he simply suggests that we understand three core
principals about pedagogy: (1) There is no teaching without learning; (2) Teaching is not
just transferring knowledge; (3) Teaching is a human act (Freire, 2000).
Involuntary and Voluntary Minorities
Many of the students who are victims of the zero tolerance policies and school to
prison pipeline are both Latino Immigrants, second generation Latinos and AfricanAmerican students. According to Obgu (2008) both Latino Immigrants and Migrant
workers are neither Involuntary nor Voluntary Minorities. As neither undocumented
workers nor bi-nationals are immigrants or voluntary minorities as defined in the culturalecological theory. These students are Involuntary or Voluntary Minorities in California
due to being the majority minority and are subject to the oppression imposed on them by
the system. Ogbu’s theory provides educators with an understanding of sociocultural
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dynamics affecting minority children’s school performance, between involuntary and
voluntary minority groups. It indicates the central issues that are responsible for
involuntary minority student’s school failure include: mistrust, oppositional identity, and
peer pressure not to act white (Obgu, 2008).
Involuntary Minorities do not believe that the U.S. is a land of great opportunity
where anyone who works hard and has a good education will succeed. This negative
sentiment is also felt by for middle-class involuntary minorities, because discrimination
against them has existed for many generations, involuntary minorities tend to believe that
it appears to be a permanent feature of U.S. society. They tend to be more critical of the
school curriculum and mistrustful of teachers and the school than the immigrants. As a
result of a long history of racism and discrimination, many involuntary minorities have
developed an oppositional identity to white mainstream society which makes them
reluctant to cross cultural boundaries and adopt what they consider to be “white ways” of
talking, thinking, and behaving because they fear doing so will displace their own
minority identity and alienate them from their peers, family, and community. Schools are
treated with suspicion because involuntary minorities believe that the public schools will
not educate their children like they educate white children. Involuntary Minorities form
identities were developed in response to discrimination and racism; these minorities are
not anxious to give them up simply because their “oppressors” require them to do so
(Obgu, 1998).
Race and The Discipline Gap
According to Gregory, Skiba, and Noguera (2010), research has found that non-
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Whites and males are disproportionately suspended in schools, which results in a
discipline gap. In the study of Monitoring the Future, which gathers nationally
representative samples of 8th, 10th, and 12th graders from the 48 contiguous states,
researchers found that African-Americans, Latinos, and American-Indian youth were two
to five times more likely than White and Asian-American students to experience school
discipline (Wallace, 2008). The study also explains that racial differences are most severe
in punitive discipline engagements, such as suspensions and expulsions (Wallace, 2008).
Gregory and Moseley (2004) emphasize that “the discipline gap is a reverse image of the
achievement gap for African American, Latino, white, and Asian students” (p.19).
According to Gordon, Della & Keleher (2000), middle and high school level data shows
that African American students are overrepresented in suspension and expulsion rates.
Specially, African-American and Latino students are perceived by teachers as more
defiant, rule breaking, or disruptive than other racial and ethnic groups.
Researchers exploring school discipline have found that neither racial differences
in delinquent behavior nor racial differences in socio-economic status sufficiently explain
the racial discipline gap. Moreover, even after controlling for key socio-economic factors,
including parental education level, non-White students were more likely to be disciplined
(Wallace 2008). A recent analysis of middle school students in a large urban school
district found that there are patterns of differential treatment at the classroom level, where
Latino and African-American students are disciplined more often for subjective
infractions (Skiba, 2000). This analysis leads the researcher to further investigate the
system of school discipline in public schools, specifically within the walls where teachers
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who are predominately white instruct and discipline African-American and Latino
students in the classroom.
Institutionalized Racism or Culturally Deprived
Data from the U.S. Department of Education indicates African-American students
are nearly three times more likely to receive an out-of-school suspension and two and a
half times more likely to be expelled than White students (APA, 2008). The research data
clearly shows African American and Latino students and students with disabilities, are
over represented in terms of the number of suspensions received. The reasons for the over
representation of these students are not certain; however, Trepagnier (2010) argues that
there is indirect and direct racism that plagues institutions, permeates through society and
produces racial inequality in education, employment, housing and the justice system. A
prejudiced or ignorant explanation could be that students of color, students with
disabilities, Latinos and African American students simply engage in the types of
behaviors that lead to suspension more frequently than other students.
Blaming the students is often the practice in schools, where teachers and
administrators often take no responsibility in the academic failures of their students. This
study analyzes what Ryan (1975) frames “blaming the victim.” This study examined both
African-American and Latino students who are chastised for low test scores, the closing
of schools, the achievement gap and “cultural depravation” (Ryan, 1975, p.4). The
disproportionate number of suspensions could also be due to such factors as prejudice,
racism, institutionalized discrimination, structural impediments, insufficient educator
training for working with special education students, or cultural differences between
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students of color and predominantly affluent white school staff.
Furthermore, researchers conducting longitudinal studies of students in large
urban districts have found that students who are suspended are already underperforming
compared to students who have not been suspended. Losen (2011), states the soaring
dependency on out-of-school suspension policies impedes not just those students who are
suspended, as schools with higher suspension rates tend to have lower ratings in terms of
academic quality and school climate. In addition, researchers who controlled for race and
poverty found that high-suspending districts tend to have worse outcomes overall on
standardized tests (Skiba and Raushch, 2006).
According to Arcia (2006), students who have been suspended continue to have
low academic achievement and a higher probability of dropping out of high school after
being suspended. Researchers have called for more academic attention to be given to
these trends, which infer that a correlation exists between achievement and discipline
(Hemphill, 2006). Researchers have hypothesized that exclusionary discipline or
suspensions may increase antisocial behavior and hinder academic success by separating
the student from school, stigmatizing the students from within the school community, and
increasing the opportunities for the student to associate with other troubled youth
(Bowdich, 1993). The literature suggests that understanding suspensions’ influence on
students may present insights on how exclusionary discipline can influences student
involvement in the juvenile justice system.
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C.R.E.A.M. And Fulfilling the Stereotype
“Cash Rules Everything Around Me, C.R.E.A.M. get the money” WuTangClan (1993)
As a Latino male who grew up listening to hip-hop and gangster rap during the
1990’s, I recall listening and viewing multiple hip-hop and rap videos on MTV.
However, there was one song and video in particular I continue to reminisce about. The
song C.R.E.A.M. performed by WuTangClan, where the group members rap about the
challenges growing up in the projects or “crime side,” the importance of getting paid, and
the struggle of surviving the streets. Although all the artists in the group are AfricanAmerican, I can relate to the lyrics and the images portrayed. As a 15 year old, I knew
that I was not from the projects, but I could understand the importance of obtaining
C.R.E.A.M. or money, or as the lyrics utter “Survival got me buggin, but I'm alive on
arrival I peep at the shape of the streets and stay awake to the ways of the world cause
shit is deep.”
Growing up I was never really exposed to vile conditions as illustrated in the rap
videos. Both my parents immigrated to the United States from Mexico and worked in the
Salinas Valley as field workers. As a youngster, I understood the burden of poverty and
working hard to survive, I also had embedded my parents values and norms and the
importance of an education. As a teenager, I can recall being prejudice and stereotyping
African-Americans, as if they were all from the ghetto or projects, and that they all wore
timberland boots and dressed as thugs. These were the images that were portrayed on
television and on rap videos, so as a youngster was influenced by the bravado and the
marketing of ghetto urban city life. However, in further analyzing my experience as
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young Latino male who grew up in the Salinas Valley and spoke both Spanish and
English and attended a school where predominately all the teachers were White, I can
recollect being stereotyped by my teachers as a gang member or a “Norteno.” Although, I
was never a gang member or even affiliated, I did have friends who fell or were pushed
into gangs, even though they had a supportive family at home, many of them believed the
“gangbanger” stereotype and embraced it. Most, of them dropped out of high school, got
into trouble with the law and are now incarcerated.
I began with a personal vignette in order to solidify the implication of stereotypes
and the influences that the media or people can have on African-American and Latino
students in schools or in communities. The stereotype threats are “microagressions” that
beat down students of color and negatively influence them. According to Solórzano, Ceja
and Yosso (2000), microagressions are insults that can be verbal, nonverbal or visual and
are directed towards students or people of color, which occurs unconsciously or
automatically. The microagressions can also be stereotype threats that refer to being at
risk of confirming, as a self-characteristic, a negative stereotype about one's social group
(Steele & Aronson, 1995). Furthermore, the consequences of stereotypes can hinder and
contribute to educational and social inequality of some groups including ethnic minorities
in academic environments. However, as research has shown the stereotype threat can
harm any person regardless of their race, gender, age, or social group (Aronson, 2002).
Crocker, Major and Steele (1997), states that students of color can become
disengaged when stereotypes threat leads individuals to distance themselves from a
threatening domain or to suggest that performance in a domain is unrelated to self-worth.
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According to Steele (1998) when stereotype threats are successful they are effective in
lowering the confidence of students who are subject to vulnerability and who lack
resiliency. Steele further elaborates that stereotypes cause a debilitating effect that can
extend beyond a single episode and instead impede on the students overall academic
experience. Another consequence of stereotypes is that the victim eventually believes that
they are as they are portrayed.
Tom Burrell (2010), an African-American who has been a CEO for mainstream
media for over 30 years and is the author of the book “Brainwashed”, writes about and
addresses the black propaganda that has been used to falsify the image of African
Americans and other people of color. Gray (1999) defines “propaganda as the organized
manipulations of key cultural symbols and images (and biases) for the purposes of
persuading a mass audience to take a position, or move to action, or remain inactive on a
controversial matter" (p. 8). This practice of propaganda can be used in multiple ways to
pursue the masses. Burrell examines and analyzes the propaganda that is used today in
contemporary society to depict African Americans as having the “slave plantation
mentality” or a “hood mentality” through the popular media, and how black society has
had their images subjugated more so than any minority group. Burrell further states that
African-Americans are their own worse enemy, because African-Americans are
brainwashed into a way of life that is portrayed in to a media hyped image for example a
life of gang members, criminals, drug use, sexual exploitation, alcohol abuse, etc. Burrell
contends that people of color become part of the self-labeling and brain washing process
that reinforces the same stereotypes that destroy the image of African-Americans and
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other people of color and consequentially presents them as inferior in society.
Stereotypes and propaganda can be used to assail any ethnicity or race, Burrell expresses
that the popular media focuses on the consumerism of African-Americans and Latinos in
the United States. As Steele states (1997) stereotype threats or labeling can be play a
negative detrimental influence on the psyche of students and those who educate them.
Labeled “Disruptive”
Bowditch (1993) states that “disruptive and underperforming students are labeled
as troublemakers and suspended and are cut off from school resources” (p. 494). The
labeling of students hinders the self-esteem of students and often solidifies that they are
not wanted in the classroom or in school. One ethnographic study found that school
administrators work to push disruptive and underperforming students out of the school
using exclusionary strategies, such as suspensions or transfers, in an effort to protect the
school’s reputation (Bowditch, 1993). As mentioned earlier, this approach also allows
schools to conserve resources for students who are already performing well, which may
be a pressing concern in minority schools that already suffer from limited resources
(Hirschfield, 2010). Moreover, even when students are not suspended out of school, they
are still restricted to non-academic spaces in schools through the use of in-school
suspensions.
Ferguson (2000) found that students who received in-school suspensions were
removed from their classrooms and condemned to spaces in the school where there was
minimal to no instruction provided. Most student disciplinary infractions occur in the
classroom. According to Rose and Gallup (2005), disruptive behavior in schools have
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been a source of concern for school systems for many years and the single most common
request for assistance from teachers to administration. Additionally, Dolan, Kellam,
Brown, Werthamer-Larsson, Rebok, Mayer (1993), state students who are disruptive
experience less academically engaged time, have lower grades, and perform worse on
standardized tests in comparison to students in well-managed classrooms. Furthermore,
teachers’ attempt to control disruptive behaviors, which costs considerable time and often
comes at the cost of academic instruction. Without the competence to address disruptive
student behavior, teachers find it more challenging to meet the instructional demands of
the classroom (Emmer & Stough, 2001).
Effective teachers have the capacity to practice strategies in managing classroom
behaviors (Emmer & Stough, 2001). Effective teachers also are capable of understanding
that there is no single strategy applicable for every student. Efficient classroom
management requires teachers to be adept at employing multiple strategies and to be
skilled at recognizing when current strategies are not effective and modification is
needed. According to Marshall (2013), school principals only see a fraction of what
teachers do in the classroom. It is imperative that school site administration practices
observation and give feedback in assisting teachers to improve their classroom
management skills. It is vital that principals or other administrators observe teachers in
the classrooms. It is recommended that in order for observations to be effective in
assisting teachers who struggle with classroom management, observations must be
consistent.
Inevitably, the common practice has been exclusionary discipline, where students
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are often suspended and removed from school due to petty incidents that occur in
classrooms. This past practice has not assisted in closing the achievement gap and instead
widened the school to prison pipeline, as students who are often suspended or expelled
from schools are Latino or Black Students. The above literature presented on student
suspensions illustrates substantial evidence that there is a need to further question and
research the reason for such high suspensions, expulsions and dropout rates in California
public schools.
Problem Statement
As public education moves from No Child Left Behind age and into the new
Common Core State Standards era in education reform, the United States Department of
Education has set the meta-goal of preparing all students for global achievement.
Unfortunately, there are persistent challenges in schools that need to be addressed.
According to the National Center for Educational Statistics, a higher percentage of
secondary school teachers than elementary teachers reported that student misbehavior and
student tardiness/class cuts interfered with their teaching (Planty, 2009). As for urban
school districts, failure perseveres regardless of the recent attention that the media has
provided and the amount of investment spent by the state, federal government and
philanthropies. The Harvard Civil Rights Project presented that urban high school
dropout rates are above 50%, and college attending rates are at 10% (Osher, Dwyer &
Jimerson, 2006). According to Noguera (2010), the practice of exclusionary discipline
may contribute to the racial gaps in academic achievement, a need to address the
discourse of the racial discipline gap and the relationship with the achievement gap.
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In 2011-2012, Governor Jerry Brown approved Assembly Bill 1729 by San
Francisco Democratic Assemblyman Tom Ammiano. This bill gives principals and
superintendents more discretion to use alternatives to suspension or expulsion, as long as
they are age appropriate and are targeted to change the student’s behavior. Options could
include positive behavior interventions, participation in a program like restorative justice,
or a conference with the student’s parents, teachers, and school administrator (Cal. 2012).
This bill gives flexibility to administrators when addressing student behavioral issues in
and outside of the classroom.
Purpose of the Study
The objective of this study is to assess if Assembly Bill 1729 has made an impact
in schools; the extent to which school site leaders and teachers are practicing alternatives;
and what strategies, theories and frameworks are being practiced in addressing discipline
disparities. This study was relevant in studying what changes have been made in
addressing the discipline gap since the implementation of AB1729. This study has
contributed to the research in addressing disparities in student discipline in California’s
public schools. Moreover, it has contributed to our understanding of the types of
leadership frameworks, styles, and approaches that can best address the discipline gap,
and the implementation of the new bill. Furthermore, this study has evaluated the impact
and impositions of AB 1729 in the classroom and in schools. The following questions
formed the basis of this study.
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Research Questions
The purpose of this study was to investigate the impacts of AB1729 on high
school student’s suspensions, focusing African American and Latino students disciplinary
out comes. The research questions posed include:
1. Is there a pattern of disparity between high schools regarding the impact of
AB1729 on student suspensions, expulsions, and academic performance?
2. What are former adult high student’s perceptions of their high school experience

with school discipline?
3. What are high school teachers’ perceptions regarding the impact of AB1729 on
their classroom experiences with student discipline and school safety?
4. What are school site administrators’ perceptions of AB1729 and the impact on
their leadership practices on student discipline and maintaining a safe school?
The Theoretical Base
According to Bell (1992), Critical Race Theory is the movement born out of critical
legal studies seeking to address issues of racial inequality and the overlooked roles race
and racism have played in the construction of the legal foundations. Howard (2010)
states that Critical Race Theory (CRT) argues that marginalization of race and racism are
entwined into the historic sentient and ideological structure of the United States legal
system. CRT enables theorists and scholars to question if racism contributes to the
educational disparities and what can be done to reverse it (Solórzano, 2002). Hill (2009)
states that CRT has an activist agenda to transform and redeem, not just to critique,
deconstruct and eliminate racial oppression. Further, CRT works toward the elimination
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of racial oppression as part of the larger goal of eliminating all forms of oppression.
Since CRT questions the practices, policy and framework of our legal system. This
approach assisted in examining the impact of AB1729 in reducing suspensions between
African-American and Latino students.
General Systems Theory (GST) was used in this study. According to Bess and
Dee (2008), this theory is the notion that a change or reform in any part of a system has
implications for all parts of the system. For example, this study examined the
implications of AB 1729 in the classroom in terms of what changes teachers have made
to address the new policy in using alternative discipline. GST is the “grand theory that
explains a wide variety of biological, sociological and psychological phenomena” (Bess,
2008, p. 471). Due to the reform in legislative policy to address the discipline gap
amongst African-American and Latino students in our public schools and to provide
equitable school environments, the study was used this theory. According to Friedman
(2002), GST enables researchers to understand the mechanisms and forces at work in
systems in order to understand problems and “develop balanced intervention strategies,
with the goal of enhancing the goodness of fit between individuals and their
environments” (p. 3). Moreover, this study used ecological systems theory to further
probe General Systems Theory into systems of human development: micro-system,
mesosystem, exosystem, marcosystem and chronosystem (Paquette & Ryan, 2001).
Multiple Ethical Paradigms (MEP) was used in this study. This framework
assisted in understanding the perspectives of teachers and school site administrators and
how they make ethical decisions in their craft. Shapiro and Stefkovich (2009) provide an
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all-embracing and diverse view of ethics and ethical reasoning from multiple ethical
paradigms. They advise that “by using the different paradigms, educators should become
aware of the perspective or perspectives they tend to use most often solving ethical
issues” (p.7). Furthermore, multiple ethical paradigms have overarching themes for
understanding complex disconcerting dilemmas the teachers and school site
administration encounter on a daily basis. Multiple Ethical Paradigms fuses all four
Ethics of Justice, Care, Critique and Profession.
According to Starrat (1991), the ethics move the “best choice under the
circumstances” (p .187). Begley (2006), states that authentic leadership is grounded in
the understanding or interpretation of observed or experienced valuation processes and in
an ethical decision-making process. The ethic of critique is to assess a conflict or
dilemma and identify if concern improves or hinders the organization causing further
inequities. The ethic of justice derives from the lens of how an individual or system
governs itself; this applies to the rules of school and how its stakeholders participate in its
governance. The ethic of justice is focused on how problems are solved. The ethic of
care comes come from the practices of being able to assess a conflict with cognizance to
the impact that it can have on the individual (Starrat, 1991). In conclusion, Shapiro and
Stefkovich (2009), affirm that it is imperative that educational leaders develop
professional standards around the best interests of students.
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Operational Definitions
AssemblyBill 1729, Ammiano. Pupil rights: suspension or expulsion: alternatives and
other means of correction. Existing law provides that a pupil shall not be suspended from
school or recommended for expulsion unless the superintendent of the school district or
the principal of the school in which the pupil is enrolled determines that the pupil has
committed a specified act (Cal, 2012).
A-G Courses, these are courses from California high schools and online schools used to
satisfy the "a-g" subject requirements must be approved by UC. These courses are to be
academically challenging, involving substantial reading, writing, problems and laboratory
work (as appropriate), and show serious attention to analytical thinking, factual content
and developing students' oral and listening skills (http://www.ucop.edu/agguide/a-grequirements/index).
Academic Performance Index, the API is a single number, ranging from a low of 200 to
a high of 1000, which reflects a school’s, an LEA’s, or a student group’s performance
level, based on the results of statewide assessments. Its purpose is to measure the
academic performance and improvement of schools. The state has set 800 as the API
target for all schools to meet. Schools that fall short of 800 are required to meet annual
growth targets until that goal is achieved. API targets vary for each school and student
group. The API is calculated by converting a student’s performance on statewide
assessments across multiple content areas into points on the API scale. These points are
then averaged across all students and all tests. The result is the API. An API is calculated
for schools, LEAs, and for each student group with 11 or more valid scores at a school or
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an LEA. (Accountability Progress Reporting, 2011).
California High School Exit Exam (CAHSEE), This requirement for high school
graduation in the state of California was created by the California Department of
Education to improve the academic performance of high school students, and especially
of high school graduates, in the areas of reading, writing, and mathematics. Public school
students must pass the exam before they can receive a high school diploma, regardless of
other graduation requirements (California Department of Education, 2014).
Common Core Standards, these are educational standards that describe what students
should know and be able to do in each subject in each grade (California Department of
Education, 2014).
Exclusionary Discipline, any type of disciplinary sanction that results in the suspension
or expulsion of a student from school premises, and confines them to their home or an
alternative educational facility for an extended length of time (Noltemeyer & Mcloughlin,
2010).
Local Control Funding Formula, in 2013–2014 budget package replaced the previous
K–12-finance system with a new Local Control Funding Formula (LCFF). For school
districts and charter schools, the LCFF creates base, supplemental, and concentration
grants in place of most previously existing K–12 funding streams, including revenue
limits and most state categorical programs. For county offices of education (COEs), the
LCFF creates separate funding streams for oversight activities and instructional
programs.
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The 2013–14 Budget Act provided $2.1 billion for school districts and charter schools
and $32 million for COEs to support the first-year implementation of the LCFF. Until full
implementation, however, local educational agencies (LEAs) received the same amount
of funding they received in 2012–13 plus an additional amount each year to bridge the
gap between current funding levels and the new LCFF target levels. The budget projects
the time frame for full implementation of the LCFF to be eight years (California
Department of Education, 2013).
Local Control Accountability Plan, LCAP, in 2013-2014 the previous K-12 finance
system was replaced by the new LCFF. This new plan was introduced for accountability
for the spending of the funds controlled by the local education agency (LEA). The LCAP
is a critical part of the new Local Control Funding Formula (LCFF). Each school district
must engage parents, educators, employees and the community to establish these plans. The
plans were describe the school district’s overall vision for students, annual goals and specific
actions the district was take to achieve the vision and goals. The LCAPs must focus on eight
areas identified as state priorities. The plans was also demonstrate how the district’s budget
was help achieve the goals, and assess each year how well the strategies in the plan were able
to improve outcomes (California Department of Education, 2013).

No Child Left Behind (NCLB), the legislative cornerstone of the Bush Administration
that represented a significant shift in federal education policy; one which moved the
emphasis away from the federal government’s role as a funding source for low-income
students to its position as a major force in the shaping of goals and outcomes in education
(Fusarelli, 2004).

	
  

23
	
  

Title 1, is the nation’s oldest and largest federally funded program. According to
the U.S. Department of Education, it provides over $7 billion to school systems across
the country for students at risk of failure and living at or near poverty. A school with a
student population of 40% or more that is eligible for free and reduced-cost lunches. Title
1 was enacted in 1965 under the Elementary and Secondary Education Act, which was
designed to close the achievement gap between low-income and other students
(California Department of Education, 2013).
Zero tolerance Policies, these are school or district-wide policies that mandate predetermined, typically harsh, consequences or punishments (such as suspension and
expulsion) for a wide range of rule violations (Solari & Balshaw, 2007).
Limitations and Delimitations of Study
The purpose of this study was to analyze high school site administrators’
teachers’ and former high school students’ perceptions of school discipline and their
experiences. It is important to take particular caution in generalizing the findings to all
schools or all students in school districts in California or in the United States. Another
concern is the time in which the data was collected, as this study was be assessed during
the school year and the participants might be hindered due to lack of time or schedule
conflicts. Lastly, other analyses that would greatly to enhance the study would be to
conduct studies with members of the school community and parents and assess their
perception of school discipline and Assembly Bill 1729.
The delimitations of this study are just as crucial to this study as the limitations.
Although this study focused on the impact of AB1729 in public schools and on African
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American and Latino students, other student discipline was be minimally addressed.
Additionally, while there are a number of non-exclusionary sanctions (e.g., after-school
detention, restricted lunch, warnings, etc.) included within the dataset, attention to
exclusionary sanctions those sanctions which suspended or expelled students from school
grounds, and where the decisive outcome was missed instructional time are the only form
of school punishment examined.
Significance of the Study
As previously stated, public high schools continue to struggle in producing
equitable outcomes for both academics and behavior. With the new mandate of AB 1729
in reducing suspensions by practicing alternatives to suspensions, it was be important to
analyze what changes have been made in reducing African-American and Latino
students’ suspensions and improvements in closing the achievement gap. This study
assisted in the following:
•

Understanding the impact that mandated state law can have on public schools in
correcting inequalities in African-American and Latino students’ discipline
disparities.

•

Contributing to the research in leadership and increasing frameworks regarding the
types of leadership styles and practices needed to bring change in student discipline.

•

Studying the challenges and successes that administrators and teachers have in public
schools when reform is imposed on them by legislative policy, specifically in creating
safe conducive learning environments in schools.
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Conclusion
The study will be original and explicit in assessing and addressing the impact of state
policy in reducing African-American and Latino students’ exclusionary discipline and
measuring the outcomes. Furthermore, it gave practitioners (administrators and teachers)
a voice and opportunity to express their successes and challenges in addressing student
behavior in their classrooms, schools and districts. This study gave former high school
students who have been suspended from school an opportunity to share their experiences
in school and their opinion about disciplinary experiences. This study used Critical Race
Theory, General Systems Theory and Multiple Ethical Paradigms in exposing the
inequalities and disparities in student discipline and assessing the systems in which both
administrators and teachers practice.
Chapter 2 includes a review of peer-reviewed literature that addresses the
disparities in discipline of students in education, the achievement gap, the school to
prison pipeline, the role of leadership (inside and outside of the classroom), the role of
education and the theoretical and conceptual frameworks. Chapter 3 outlines the
methodology used in this study design, describing the role of the researcher in the
collection of data, and the measures that were used to protect data and the participants of
the study. In chapter 3 the research questions were described. Chapter 4 consisted of the
data collection instruments, qualitative data analysis of the study, data tables and data
figures. Chapter 5 debriefed the study and the research questions asked in the study and
summarize the study findings. Recommendations were proposed to further the study. The
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researcher also included a reflection on the study and concludes with suggestions for
future studies.
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Chapter 2
LITERATURE REVIEW
Introduction
In this chapter, data was filtrated from a body of writing that triangulates the
literature on the disparities of student discipline, graduation rates, to the school to prison
pipeline, and the impact of Assembly Bill 1729. This chapter further assessed the role of
teachers and school site administrators in addressing student discipline in schools. The
chapter was an examination of the impact of zero tolerance policies from both the macro
and micro perspective, focusing on the implications that school discipline practices can
cause in the manifestation of African-American and Latino students to be suspended, and
victims of the school to prison pipeline.
According to Skiba (2002), research shows a linkage between policies such as
suspension and expulsion, mostly when regimented under the patronages of zero
tolerance, and outcomes such as low graduation rates, increased contact with law
enforcement, disproportional teacher referrals, and unbalanced representation in special
education classes for both Black and Latino students. In addition, research has uncovered
that Black, Latino, and American Indian youth are more disposed than White and Asian
American youth to suspension or expulsion (Wallace, 2008). Inescapably, the research
illustrates that the execution of zero tolerance policies has generated a disciplinary gap.
The definition of the “discipline gap” is the frequent and severe sanction of Black student
and Latino students in comparison to their peers (Monroe 2005).
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According to Noguera (2009), the practice of exclusionary discipline may
contribute to the racial gaps in academic achievement, suggesting that there is a need to
address the discourse of the racial discipline gap and the relationship with the
achievement gap. In conclusion, this chapter reviewed literature relating to Critical Race
Theory (CRT), General Systems Theory (GST) and Multiple Ethical Paradigms (MEP) to
further the critical role of teachers and school site leaders when disciplining AfricanAmerican and Latino students.
Paradigm Shift of School Discipline
Since the early 1850’s there has been the practice of exclusionary discipline in
public schools, specifically in urban schools. According to Tyack (1974) “school people
did not want poorly trained, uncultured children of the factory and workshop in their
well-ordered schools” (p. 71). The discipline of exclusion has been a practice in the
history of public education and has continued to hinder the children of the
commonwealth. Teachers have been committed to student behavior and school discipline
since the beginning of public education in California (CDPI, 1873). Research shows that
teachers practiced corporal punishment and humiliation on those students who did not
learn their lessons or those who demonstrated academic ineptitude; teachers believed that
academic failure was not a reflection of their ineffectiveness but as evidence of the
student’s personal and moral rebelliousness. The seminal chastisement practices have
transgressed to the present day of exclusionary discipline.
According to Durkheim (2013) and Rawls (1971), pubic schools in the United
States operate under the practice a of “social contract.” Students are expected to obey,
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respect the rules, expectations, and values in schools and comply with the authorities or
adults in the schools. Disciplinary consequences in schools resemble the tactics used to
punish adults who commit deviant crimes in society (Singer, 1996). Moreover, Noguera
(2003) states, “schools rely on some form of exclusion or ostracism to control the
behavior of students. Chastising a child, who has misbehaved or broken a rule with a
reprimand, or placing a child in the back of the room or out in the hallway for minor
offenses, are common disciplinary practices” (p. 342). Consequentially, students involved
in more severe offences such as assaulting a school employee, fighting, possessing drugs,
using drugs or alcohol students are subject to suspension and possibly expulsion as
punishment. Furthermore, some students are cited by school site police for violating
penal law’s and at times, incarcerated for the offence committed on school grounds.
Singer (1996) argues that the theory of that removing “bad” individuals and keeping them
away from others who are presumed to be “good” and law abiding, can achieve safety
and order. The bad apple in schools replicate the adults in terms of race, gender and
economically impacted in society.
Pedagogy of Suspension
Discipline practices have progressed in schools from the “child rearing” days,
however, they still operate under the need to regiment and control the behavior of
students. Educators have come to terms and understand that compliance cannot be
established through the degradation of students. Instead, the framework of student
discipline in public schools operates from pedagogy of suspension. To suspend a student
from school is to remove the student from the school and send him or her home to be
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under the supervision of an adult. Suspension has become the solution to on the spot
justice for “cursing at the teacher”, “causing disturbance in the classroom,” or “for
violation of a cell phone policy in the classroom.” The practice of suspension is the
“quick fix” and punitive solution to student disobedience. The response to disobedience
is framed around a “moral panic framework.” According to Toby (1998), the response of
quick to suspend sends a political response to all the stakeholders in the community of a
school. The message relayed is that there is accountability and support by administration
for teachers in the classroom, zero tolerance for disruptive and disrespectful students, and
that schools are safe by removing students who are disobedient or dangerous. Presently,
school discipline practices are more persistent and punitive than in past decades, as a
growing crime control approach is used to control and reprimand student misbehavior
(Hirschfield, 2008). Noguera (2003), states that schools are policed by uniformed police
officers stationed in schools, which demonstrates that there is direct access of the
criminal justice system to educational contexts.
In California, student discipline is framed and governed by Education Code
Section 48900. Education Code must also follow other federal constitutions and laws that
protect the rights of students, for example students with disabilities who are protected
under the Individuals with Disabilities Education Act (IDEA) (Kemerer & Sansom,
2013). Schools districts are mandated under federal law to recognize students’ Rights of
Expression, Public Access, Privacy, and Student Search and Seizure (Kemerer &
Sansom, 2013). Students may be suspended for several infractions that include
threatening, causing or attempting to cause physical injury to others; using tobacco or
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tobacco products, committing theft or possessing drugs or alcohol. These misconducts
often lead to an eventual recommendation for expulsion. Students may be expelled for
various misbehaviors that include brandishing a knife, possessing an explosive,
participating in an act of hate violence; and making a terrorist threat.
A student in California can be suspended for “disrupting school activities” or
“willful defiance” to the authority of staff, teachers, or administration. According to the
UCLA Institute for democracy, Education and Access (2008), because of the lack of a
definition for “willful defiance,” it is the most-often cited offense for expulsions from
school in California. Additionally, in California, African Americans and Latinos are
disproportionately suspended for offences of defiance, disobedience, and disrespect
(Skiba, 2000). According to California Education Code 48915 (c), there are 5 mandatory
circumstances in which a school site administrator has to immediately suspend a student
and recommend for expulsion: possessing, selling, or otherwise furnishing a firearm;
brandishing a knife at another person; unlawfully selling a controlled substance;
committing or attempting to commit a sexual assault or committing sexual battery and
possession of an explosive (Kemerer &Sansom, 2013). Under Education Code, a student
can be expelled from a public school under the 5 mandatory offences, he or she was
required for a student expelled for under section 48915(a) (Kemerer &Sansom, 2013).
Students who are chronically suspended from schools will ultimately end up having
future behavior problems, academic difficulties, and eventually drop out of school (APA,
2012).
Figure 1.0. illustrates a matrix with the of a district wide uniform disciplinary
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chart. The chart below illustrates three tiers of offences, where students can be suspended
or recommended for expulsion. The first tier is May Recommend/Discretionary
violations; this tier gives administrators the option to recommend a student for expulsion
or to use other corrective measures, depending on the seriousness of the offence. The
second tier is Shall Recommend/Quasi Mandatory violations; students in this section can
be recommended for expulsion if he or she brings a knife to school or a dangerous object.
The third tier is the Must Recommend/Mandatory Expellable violations, where
Administrators are mandated to recommend expulsion under Federal Guns Free Act that
was enacted in 1994. The following 5 offences are what zero tolerance was intended for
not for discretionary offences: a student who brings a firearm to school, brandishes a
knife at a student or staff member, sells a controlled substance, commits a sexual assault,
or possess an explosive. Although there are three tiers that give administrators flexibility
to punish students, they also have the authority be inflexible and impose harsh
consequences. Administrators, often under pressure from the teacher’s union, parents,
and community to keep safe schools, act swiftly to suspend and expel students, imposing
zero tolerance for student discipline.
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Figure 1.0. District Wide Uniform Disciplinary Chart
California Department of Education (http://www.cde.ca.gov/ls/ss/se/expulsionrecomm.asp
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Zero Tolerance Policies
The manifestation of “zero tolerance” was originally used in the 1980’s in
association with the “war on drugs.” The policy became law when Congress passed the
Drug-Free Schools and Campuses Act of 1989, which banned the unlawful use,
possession, or distribution of drugs and alcohol by students and employees on school
grounds and college campuses. The Drug-Free Schools and Campuses Act mandated all
educational agencies in receipt of federal funding to establish disciplinary sanctions for
violations or risk penalty of their federal funding; therefore, the majority of the schools
and colleges implemented zero tolerance laws concerning drug and alcohol possession. In
addition, during the early 1990s, the federal zero tolerance policy framework was
expanded to include sanctions for possession of weapons on school grounds (Eckes &
Russo, 2012).
In 1994, Congress legislated zero tolerance of weapons by passing the Gun- Free
Schools Act (GFSA), which mandated the 1-year expulsion of any student found in
possession of a gun, but the U.S. Supreme Court invalidated this requirement in 1995.
The reauthorized GFSA required that all recipients of federal funding for educational
purposes adopt policies governing weapons possession on school premises. Among the
state and local policy features required by the GFSA were the following (Eckes & Russo,
2012).
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•

A calendar-year expulsion of any student who brings a weapon to school.

•

Case-by-case review of expulsion to ensure the appropriateness of the sanction
and to reconcile with IDEA guarantee of free and appropriate education for
students with disabilities.

•

Criminal justice system referral of any student who brings a weapon to school.

School Safety a Top Priority
Across the nation from school to school, classroom to classroom, safety is the top
priority of and concern for educators, parents and students. During the 1990’s schools
faced a vast number of violent acts. According to Furlong & Morrison (1994), “in the
eyes of our society, schools are supposed to be a safe place for children to learn and grow
not a place of violence and fear” (p. 236). According to the National Center for School
Safety (Eckes & Russo, 2012), there were more than 251 fatalities between the 1992–
1993 and the 1998–1999 school years. Of the 251 school-related violent deaths:
•

78% were the result of shootings

•

13.5% of stabbings

•

4.4% of beating or kicking

•

3% from unknown causes

•

Less than 2% from strangulation or suffocation
In 1996, students the ages of 12 through 18 years were victims of approximately

255,000 incidents of nonfatal serious violent crimes at school. The violence is not just
aimed at students. Between the period of 1992 to 1996, teachers were victims of
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1,581,000 nonfatal crimes at school, including 962,000 thefts and 619,000 violent crimes
such as rape or sexual assault, robbery, and aggravated and simple assault. From 1989 to
1995, the percentage of students who sometimes or most of the time feared they were
going to be attacked or harmed at school had risen 3%, from 6% to 9%. Due to the
percentage of violent incidents rousing in schools across the United States, the public
concern regarding the safety of students was a priority in the 1990s and served as the
force behind the development and explosion of zero tolerance policies; as a result the
implementation of weapons policies to rid the schools of guns was correctly focused on
in public schools. Figure 1.1. illustrates a historical timeline of changes in policies and
laws that have formed and reformed the discipline of students in public schools.
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In 1964 and 1968, Civil Right Acts
enacted the outlaw of discrimination
on race, color, religion or national
origin. Both acts were to end racial
segregation in schools, workplace
and in general public (Port, 2003).

	
  
	
  
	
  

In 1975, Child Defense Fund
organization was first to dispel the
racial disparities to national attention
illustrating that Black students were
two to three times suspended more
then their enrollment rates in public
schools (Sherman, 1994).

	
  
	
  

In 1975, the Los Angeles Board
of Education banned the use of
corporal punishment in its
organization. Opponents argued
that Latinos and Black students
were targeted and suffered
psychological dangers (Kafka, J.
2011).

In 1977, the U.S. Supreme Court
ruled that the use of corporal
punishment was not a violation of a
student’s constitutional right (Port,
2003).

In 1985, with the passage of the
Interagency School Safety
Demonstration Act. Partnership
programs emphasized conflict
resolution and youth mediation
training; school community policing
partnerships and grants; truancy
prevention efforts and gang violence
prevention (Hughes, 1994)

In 1954, Brown v. Board of Education of
Topeka, Kansas the Supreme Court of the
United States overturned Plessey v.
Fergusson ruling from 1896, it found
unconstitutional for Black and White
students to be segregated from attending
the same public school (Port, 2003).

In 1971, President Richard Nixon, coins the
term “War on Drugs” on a press conference.
The federal government enacts the
Comprehensive Drug Abuse Prevention and
Control Act, arrests and incarceration
increased in the nation (Port, 2003)
In 1975, The U.S. Supreme Court
recognizes a students “Due
Process Clause “in Goss v. Lopez.
Students must have due process
rights when disciplined or
suspended must be informed of
the charges or accusations in a
formal hearing (Port, 2003).
In 1983, the State Superintendent of
Public Instruction and the Attorney
General formed the School/Law
Enforcement partnership, which promotes
programs that enhance the school-learning
environment, reduce school and
community youth crime and ensure the
safety of students (Kemerer, F, 2013).

In 1994, California voters enacted the
“Three Strikes and You're Out”. The law
imposed a life sentence for almost any
crime, no matter how minor, if the
defendant had two prior convictions for
crimes defined as serious or violent by the
California Penal Code (Port, 2003).

	
  
	
  
	
  
	
  
(SB 187, Hughes, 1997). Under
	
  
state law, schools are required to
	
  
develop comprehensive school
safety plans (Port, 2003).
	
  
	
  
	
  
	
  
Figure 1.1. Timeline of Historical National and State Events, Enacted Laws and Policies
that has impacted Public Education.
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Improving Americas Schools Act and Gun
Free School Act 1994, President Bill Clinton
of the United States signed both acts, which
enacted that all states receiving federal funds
must have laws in effect requiring local
educational agencies to expel for at least 1
year any students determined to have brought
weapons to school (Port, 2003).

In 1999, Two Columbine High School
students, Dylan Klebold and Eric Harris
carry guns and bombs into the high
school and kill 13 students including
teachers and wound 23 other and then
commit suicide (Newman, 2007).

(NCLB 2001). United States Congress reenacts
the Elementary and Secondary Education Act.
NCLB supported standards based education
reform, where high standards and meeting
measurable goals with the development of
assessments. Overall, there was an increase in
accountability in student performance in K-12,
causing critical attention to ethnic minority
students specifically African American and
Latino Students (Port, 2003).

From 2000-2008, Zero tolerance
policies have been subject to change
after reformers and scholars
continuously analyze the discipline
disparities amongst African American
and Latino Students in public schools.
According to researchers the “school to
prison to pipeline” is a creation of zero
tolerance policies (Kafka, J, 2011).
(AB 1729, Ammiano, 2011-2012).
Governor Jerry Brown approved by San
Francisco Democratic Assemblyman
Tom Ammiano. In response to the
discipline disparities amongst African
Americans and Latinos in California,
this bill gives principals and
superintendents more discretion to use
alternatives to suspension or expulsion
(Robinett, D, 2012).

	
  

(AB 1428, Ortiz; AB 2284, Torlakson;
SB 1756, Lockyer, 1998). California
authorized $50 million in new funds for
after-school programs, administered by the
California Department of Education
(Martin, R. 2004).

(Assembly Bill 1113, April 2000, Flores). The
Governor’s School Violence Prevention and Response
Task Force, established and are to examine current
school safety laws and procedures, held public
hearings and issued a report with recommendations
in. This bill provides $100 million for school safety
programs (Walker, H.M, 1997)
In 2002-2004, Wasiams v. California was a lawsuit
brought by low-income students of color due to the
deteriorating facilities, lack of instructional
materials and inexperienced teachers. California
was one of five most segregated states for Black
students and one of third most segregated for
Latino students, where 87% of Black students and
90% Latino students attend minority schools
(Darling-Hammond, 2010).
In 2003-2008, 52 of the nation’s 92,000
public schools were labeled
“Persistently Dangerous” and under
NCLB Act, students and parents were
entitled to transfer to a “Safe School”
(Snell, L. 2005)

In 2008, Barack Obama was elected
president of the United States. He signs
into law the economic stimulus in response
to the Great Recession in a structure of the
American Recovery Act of 2009.
Education was sparred $100 billion to aid
local school districts and prevent layoffs
and other restraints (Ravitch, D, 2013).

In 2009, Race To The Top was funded with
$4.35 billion with the United States Department
of Education, where all 50 states had to apply
for the contest. The winning states had to fulfill
by changing educational policies and standards
in order to win. Ultimately, the winning states
were mandated to adapt to the new Common
Core Standards in 2014 (Ravitch, D, 2013).
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The Impact of Zero Tolerance Policies
The practice of zero tolerance policies involving weapons serves two fundamental
objectives. The first objective is to dissuade students from bringing weapons to school
grounds through the consistent practice of obligatory and strict reprimand. The second
objective is to intercede in cases where students infringe upon the weapons ban and hold
them accountable by excluding them from school to ensure the protection and safety of
the other students (Ayers, 2001). According to the National Center for Education
Statistics, homicide rates in schools peaked in 1993–1994, and they have not returned to
those levels since. Additionally, the number of crimes in schools per 1,000 students
decreased from 155 in 1993 to 102 in 1997, and there were declines in the number of
students carrying weapons to school and student fights during this period (Snyder &
Sickmund, 2006). The Bureau of Justice Statistics: National Crime Victimization Survey
reported that the annual rate of serious violent crime in 2007 (40 per 1,000 students) was
less than half of the rate in 1994 (Robers, 2010). Researchers argue that due to the
increase in severity of school violence in the early 1990s, zero tolerance policies were
intended to be a just, conventional, and prompt response to what had become a deadly
crisis in schools. Moreover, crime rates indicates that the “get tough on crime” approach
during the mid 1990’s resulted in an upsurge of detentions of juveniles and a continual
decline in school homicides and other forms of violence in schools due to the common
practice of zero tolerance policies (Sanchez, 2011).
According to annual reports conducted by the U.S. Department of Health and
Human Services surveying drug and alcohol usage reported the consumption of at least
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one drink of alcohol in the preceding 30 days among high school students remained
steady from 1991 to 1999 and then decreased from 1999 to 2009. In 2009, the percentage
of students using marijuana was 21%; prescription drugs without a prescription, 20%;
inhalants, 12%; hallucinogenic, 8%; ecstasy, 7%; and cocaine, 2%. These statistics
indicate a descending trend in usage, as students’ use of all drugs has declined
substantially between 1991 and 2009, except for inhalants (Johnston, 2010).
Zero Tolerance for Alcohol and Drugs
Zero tolerance policies impose clear strict rules against possession of alcohol and
drugs on school property and further ensure the safety of other students (Eckes & Russo,
2012). In the Youth Risk Behavior Survey, an annual publication produced jointly by the
National Center for Education Statistics (NCES), the Institute of Education Sciences
(IES), the U.S. Department of Education, and the Bureau of Justice Statistics (BJS)
presents the most recent data available on school crime and student safety (Robers,
2011). The indicators in this report are based on information drawn from a variety of data
sources, including national surveys of students, teachers, and principals. Figure 1.2.
Illustrates the data for student, staff, and non-student school-associated violent deaths,
and the number of homicides and suicides of youth ages 5–18 at school in school years
1992–93 to 2010–11. During the school year 2009–10, there were 1,396 homicides
among school age youth ages 5–18, of which 19 occurred at school. During the 2010
calendar year, there were 1,456 suicides of youth ages 5–18, of which 3 occurred at
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school. Overall, there has been a decrease of violent deaths since 2006-2007 where there
was a peak of 32 homicides at school and in 2010-2011there were 11 homicides reported
(Robers, 2010).

Figure 1.2. Number of student, staff, and non-student school-associated violent deaths,
and number of homicides and suicides of youth
In 2011, some 17 % of students in grades 9–12 reported that they had carried a
weapon anywhere on at least 1 day during the previous 30 days: 8 % carried a weapon
anywhere on 6 or more days, 6 % carried a weapon on 2 to 5 days, and 3 % carried a
weapon on 1 day. In comparison, 5 % of students reported carrying a weapon on school
property during the previous 30 days. In every survey year from 1993 to 2011, a higher
percentage of males than females reported that they had carried a weapon, both anywhere
and on school property. In 2011, for example, 26 % of males carried a weapon anywhere,
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compared to 7 % of females, and 8 % of males carried a weapon on school property,
compared to 2 % of females (Robers, 2011). Figure 2.4. Illustrates the percentage by
location and sex of students in grades 9–12 who reported carrying a weapon at least one
day during the previous 30 days in various years from 1993-2011.

Figure 1.3. Percentage of students in grades 9–12 who reported carrying a weapon at
least one day during the previous 30 days
In 2011, some 23% of students in grades 9–12 reported using marijuana anywhere
at least one time in the previous 30 days, and 6% reported using marijuana at least one
time on school property over the same time period. The percentage of students who
reported using marijuana anywhere was higher in 2011 than it was in 1993 (23% vs.18
%); however, there was no measurable difference between the 2011 and 1993
percentages of students who reported using marijuana on school property (6% in both
years. Figure 1.4. Illustrates that the 2011 percentages of students who reported using
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marijuana anywhere and on school property were higher than the 2009 percentages.
(Robers, 2010).

Figure 1.4. Percentage of students in grades 9–12 who reported using marijuana at least
one time during the previous 30 days
The Flip Side of Zero Tolerance Policies
Eckes & Russo (2012) states “Zero tolerance policies were established to promote
safer learning environments for students in public schools and were predicated on the
ability of officials to remove those who threaten that safety” (p.39). Zero tolerance
policies have the stigma of being transactional and coercive, many believe that the policy
has worked in preventing crime in school and retaining order. As illustrated in the
previous data presented, school violence has decreased and continues to be the concern
for the public and educational leaders. However, the flip side to the practice of zero
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tolerance policies has caused a racial disparity in student discipline. According to Dohrn
(2001), zero tolerance policies fail to ensure fairness for students of color since they
cannot distinguish between major and minor infractions. Zero tolerance policies do not
allow administrators to explore the motivations of the actions of minority students. Skiba
(2000), states that the problem with zero tolerance policies is that they rely exclusively on
harsh punishment as a deterrent despite the lack of evidence that that these policies can
deter school violence.
The U.S. Department of Education Office for Civil Rights reported in data
collected in 2014 (Figure 1.5), that Black students are suspended and expelled at a rate
three times greater than White students. On average, 5% of White students are suspended,
compared to 16% of Black students. American Indian and Native-Alaskan students are
also disproportionately suspended and expelled, representing less than 1% of the student
population but 2% of out-of-school suspensions and 3% of expulsions. Figure 1.6.
illustrates that Black girls are suspended at higher rates (12%) than girls of any other race
or ethnicity; American Indian and Native-Alaskan girls (7%) are suspended at higher
rates than White boys (6%) or girls (2%). Lospennato (2009) positions that zero tolerance
policies are aiming at students of color and are causing segregation in schools, filtering
and isolating students of color. The presented data illustrates that there is an overtly
presence of prejudice and practice of stereotyping students of color in schools.
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Figure 1.5. Percentage of suspension and expulsion, by race/ethnicity

	
  
Figure 1.6. Out-of-school suspensions, by race/ethnicity and gender
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School to Prison Pipeline
Hirschfield (2008) expresses that “American schools increasingly define and
manage the problem of student discipline through a prism of crime control” (pg. 79).
Moreover, he states that hypothetical explanations fail to position school criminalization
in a broader structural context, to fully explain its spatial-temporal variations, and to
specify the processes and subjectivities that mediate between structural and legal forces
and the behavior of school actors. Hirschfield (2008) contends “A multilevel structural
model of school criminalization is developed which posits that a troubled domestic
economy, the mass unemployment and incarceration of disadvantaged minorities, and
resulting fiscal crises in urban public education have shifted school disciplinary policies
and practices and staff perceptions of poor students of color in a manner that promotes
greater punishment and exclusion of students perceived to be on a criminal justice track”
(p.79).
According to the 1975 Children’s Defense Fund, an initial study of the disparities
on the national data on school discipline provided by reported rates of school suspension
for Black students that exceeded White students on a variety of measures (Skiba, 2002).
Rates of suspension for Black students were between two and three times higher than
suspension rates for White students at the elementary, middle, and high school levels.
Additionally, 29 states suspended over 5 % of their total Black student enrollment; only 4
states suspended 5 % or more of White students. Ultimately, Black students were more
likely than White students to be suspended more than once, although no racial differences
were found in the length of suspension administered (Skiba, 2002).
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Since this seminal study was completed over 38 years ago, one cannot be blind to
the ceaseless overrepresentation of minorities in suspension rates; it is clear that this is a
crisis that has not been addressed and has explicitly taken a generational tax.
Furthermore, researchers and opponents of zero tolerance policies believe that there is a
strong practice of stereotyping and institutional racism of students of color, condemning
them into victims of the achievement gap, the dropout rate, and the school to prison
pipeline. Research indicates that many schools appear to be using the juvenile justice
system to a greater extent and, in a relatively large percentage of cases, infractions that
would not previously have been considered dangerous or threatening (Casella, 2003).
Figure 1.7. Illustrates the disparity in the arrest at school-related events, where Black
students represent 16% of student enrollment, 27% of students referred to law
enforcement, and 31% of students subjected to a school-related arrest. In comparison,
White students represent 51% of students enrolled, 41% of referrals to law enforcement
and 39% of those subjected to school-related arrests. The presented data clearly illustrates
that Black students, although being the third largest population has a 7% higher
percentage rate of being arrested in schools than Latinos, who are the second largest
population in school.
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Figure 1.7. Arrests and referrals to law enforcement, by race/ethnicity
Noguera (2003), debates that throughout the United States, schools consistently
punish the students who have the upmost academic, social, economic, and emotional
necessities, Noguera states, “An examination of which students are most likely to be
suspended, expelled, or removed from the classroom for punishment reveals that
minorities especially males, and low achievers are vastly overrepresented” (p. 1). Casella
(2001), states that labeling and exclusionary practices can create a self-fulfilling prophecy
and result in a cycle of antisocial behavior that can be difficult to break. Consequentially,
as students get older, the cycle of punishment ultimately leads to entanglement with law
enforcement and the criminal justice system (Noguera, 2003). The endorsement of zero
tolerance policies related to discipline in school districts has contributed to a significant
increase in the number of children who are being suspended and expelled from school.
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At Risk with Suspension
Balfnz, Byrnes, and Fox from Everyone Graduates Center, School of Education
from John Hopkins University, conducted a longitudinal study in 2012. They analyzed
data from 181,897 Florida students. The analysis of 9th grade suspension data found that
students who are economically disadvantaged and special education students are two
demographics subgroups that are excessively suspended. The data further showed that
27% were suspended out of school at least once in 9th grade; this percentage indicates that
a suspension in the 9th grade is a common practice in Florida school districts. Students
who are suspended twice in the 9th grade missed an average of 7 days of school. This
study presented that 50% of all students suspended missed up to 3 days of school, another
25% missed from 4 to 7 days, and another 15% missed from 8 to 13 days. 40% of all
students who were suspended during the 9th grade missed at least 5 days, or one week of
school, due to suspension. The study concluded that the more often a student is
suspended the greater risk of not graduating from high school.
It is clear that there is high correlation between the suspensions and dropping out
and not graduating from high school. The study precludes that less instruction due to the
out of school suspension or punishment impedes on academics. However, the punishment
of suspension does not deter the student from committing a suspendable act again, as
there is high recidivism amongst Black students in the study. Lastly, there needs to be
further diagnostic study to question why the 9th grade students have a greater chance of
being suspended than other students in higher grade levels.
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The Golden State
During the 2012-2013 school year California’s public school enrollment was
composed of 6,226,989 students as illustrated on Figure 1.8. The demographics of
students included Hispanic or Latino 53%, American Indian or Alaska Native 0.7%,
Asian 9%, Pacific Islander 1%, Filipino 3%, African American 6%, White 26%, Two or
more races 3%, None reported 1%. California has the largest minority-majority
enrollment of Latino students. This transition has occurred over the last 20 years, where
in 1993 the largest populations of students were White with 2,227,652 or 42.3% and
Hispanic or Latino students were 1,951,578 or 37%, African American made up 9% or
455,954 students. The Latino population has almost doubled, while both White and
Black students have decreased in enrollment.

Figure 1.8. Total K-12 Enrollment for 2012-13
According to the data collected from the California Department of Education
(2013) Hispanic or Latino students had the highest suspension rate for “willful defiance”
during the 2011-2012 and 2012-2013 school years. If a student is suspended for being
“Willfully Defiant “ under Education Code 48900(k) (1), the student has committed the
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following “disrupted school activities or otherwise willfully defied the valid authority of
supervisors, teachers, administrators, school officials, or other school personnel engaged
in the performance of their duties”. In California, African American students are 6
percent of the statewide enrollment, but accounted for 19 percent of all willful defiance
suspensions in 2012-13, up somewhat from 18 percent in 2011-12. Figure 1.9. illustrates
Latino students are over-represented. Latino students comprise 53 percent of the
population and accounted for 54 percent of the willful defiance suspensions in 2012-13
and 55 percent in 2011-12.

Figure 1.9. Percentage of Suspensions that were for Willful Defiance
The practice of suspending students for Willful Defiance is considered in a “catch
all” category where school site administrators can suspend students for multiple reasons
specifically when students challenge teachers and administrators authority. In further
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analyzing California’s suspension and expulsion rates the researcher has disseminated
data by the Federal Mandated suspension and expulsion under the 5 categories according
to Education Code 48915 (c) as illustrated in Table 1.0. In addition, Table 1.1. Illustrates
the suspension report for California is illustrated.
Table 1.0.
Expulsion Report for 2012-2013 for California Public Schools

Note: Reprinted from www.cde.org
Table 1.1.
Suspension Report for 2012-2013 for California Public Schools

Note: Reprinted from www.cde.org
As illustrated in both Table 1.0. and 1.1. there are suspensions and expulsions
disparities in Latino and African American student groups. In Table 1.0. there was a total
of 8,266 expelled students, Latinos made up 57% of all expulsions, African American
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students made up 14% of expulsions and Whites made up 22% of all expulsions. During
the 2012-2013 school year there was 249, 318 out of school suspensions, Latinos made
up 53% of all out of school suspensions, African American students made up 6% of the
total enrollment yet 20% of the total out of school suspensions were from this group.
White students made up 26% of student enrollment, yet they only made up 20% of the
total out of school suspensions. The presented data illustrated that student suspension is a
common practice in California public schools.
Zero Tolerance in the Golden State
In the state of California, zero tolerance policies are commonly practiced where
school districts carry out stern discipline for student misconduct, which often leads to
students being pushed out of the classroom. Minority students of color endure the impact
of these strict discipline policies. In 2009, the Office of Civil Rights (OCR) at the U.S.
Department of Education revealed that more than 400,000 students were suspended outof-school at least one time during the 2009-10 school year in California. The data reports
that there are large numbers of students suspended from every racial group, but the
disparities between groups are weighty.
As illustrated in the graph in figure 2.0. there were nearly 1 out of every 5
African-American students (18%), 1 in 9 American Indian students (11%), and 1 in 14
Latino students (7%) in the state sample were suspended at least once in 2009-10,
compared to 1 in 17 White students (6%) and 1 in 33 Asian-American students (3%),
their rates varied when further broken down by subgroups of this category (e.g. Hawaiian
and Pacific Islanders reported separately from other Asian groups). The total combined
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number of individual students suspended at least once was 402,855; this number does not
represent every school district, as not every district in California was included in the
OCR sample.

Figure 2.0. Students in California suspended at least once during the 2009-10 school
In addition, the OCR disaggregated the data from the ten largest school districts in
California and found that there was an even more prominent occurrence of suspension
when ethnic and gender differences are combined. The risk for suspension increases
amongst male students, particularly for African-Americans and American Indians. In the
10 largest districts in the state by enrollment, rates of suspension for African-American,
American Indian, and Latino young males peaked in Stockton City Unified, Figure
2.1.depicts that 38% of African-American males, 28% of American Indian males, and
19% of Latino males were suspended out of school in 2009-2010.
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Figure 2.1. Out-of-school suspension rates by race/ethnicity and gender for the
largest 10 California school districts.
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Special Education Students Suspended
The enactment of the Education for All Handicapped Children Act (EAHCA) in
1975, which is now named as the Individual with Disabilities Act (IDEA), under federal
education law protects the rights of an appropriate public education for all children who
have been diagnosed with a disability and require special education services (Wald and
Losen, 2003).

One of most important and challenging changes in the laws and

regulations are in area of discipline regarding suspension and expulsion. Moreover, due
to keen distress for school and public safety, legislature and congress have balanced and
addressed the rights of disabled children to a free and appropriate education, with the
need for school safety (Wald and Losen, 2003).

Students with disabilities may be

suspended for up to ten days without receiving any services. After the accumulation of
ten days, however, no total cessation of services may continue. If the behavior resulting
in a disciplinary action that would, under general school policy, extend beyond ten days,
a manifestation determination meeting must be held. The purpose of this meeting is to
determine if the behavior in question was due to the student’s disability (Hartwig &
Ruesch, 2000).
The manifestation meeting members consist of the school psychologist, students
case manager, school site administration, behavioral specialist, teacher of student, parents
or guardians or student, student, him/herself, and sometimes student advocates. At the
meeting, the IEP team reviews the relevant information from the student's file, including
the IEP and any information from teachers and the parents and then decides two things:
(1) was the behavior caused by, or did it have “a direct and substantial relationship” to,
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the student's disability; and (2) was the behavior the direct result of the district's failure to
implement the IEP. If it is determined that the behavior was not as a result of the
disability, the student can be disciplined in the same manner as a non-special education
student. The Individuals With Disability Act requires that no special education student
have a totality termination of service; the student must continue to be provided with an
appropriate education but in an alternative setting (Wald and Losen, 2003)
In addition, students with disabilities can be suspended from the school setting but
must be continuously served and provided with certain services according to their
Individual Evaluation Plan. If it is found that the behavior was due to the disability, the
disciplinary action stops and a reassessment of the students program is required,
including decisions regarding placement and behavioral interventions. The Individual
Education Plan team meets and develops a functional assessment of behaviors and a
behavioral plan is developed and implemented. In situations involving weapons, drugs
and dangerous behaviors, the student can be placed in an alternative educational setting
based on the school districts programs. Students who have not been officially identified
as disabled may receive protection under IDEA, if their parents or teachers have
previously expressed concern about their behavior to the special education
administration. In this case, a similar manifestation determination meeting would be
conducted to review and assess the situation (Pierangelo & Giuliani, 2002).
Considering the protection by IDEA for students with disabilities there are a
disproportionate number of students with disabilities that are suspended from schools. In
further analyzing the statewide data from a sample of 488 school districts with the total
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enrollment of 5,673,080 reveals there was an alarming disparity among of suspensions
between students with disabilities and those without. The report found 28% of African
American students with disabilities were suspended and 16% of African-American
students without a disability were suspended. Consecutively, 14% of Latino students with
disabilities and 10% of Latino students without disabilities were suspended. In addition
these two populations of students in California have low graduation rates, it is obvious
that exclusionary discipline and chronic removal from classrooms and school is not
assisting students from these two communities.

Figure 2.2. Statewide suspension risk by race for students with (SWD) and without
disabilities (SWOD) in California, 2009-2010
Suarez-Balcazar, Balcazar, Taylor-Ritzler, Ali and Hasnain (2013), found that
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people from diverse backgrounds who have a disability are more likely to live in poverty
than White or Affluent people with disabilities. In addition, people of color or a diverse
background have a higher chance of “triple jeopardy”, which refers to being
discriminated against due to race, poverty and disability (Block, Balcazar and Keys,
2001). Yeo (2001) writes that poverty causes disabilities and having a disability can lead
to poverty. Moore and Yeo (2003) clarify that people who live in poverty are more likely
to consume unhealthy food, live in poor housing conditions, and work in hazardous
employments. Some families might not have access to health or medical insurance.
Bearing in mind that African American and Latino students with disabilities have a
higher suspension rates than any other California group of students, it is critical that
teachers and school site administrators partake in and develop a lens for agents of change
and assist in changing the cyclical manifestation of disability and poverty.
Juvenile Incarceration in California
According to the California Department of Education, public high schools fail to
graduate 34.7% of its black youth and 25.5% of its Latino youth as compared to 12.2% of
its White youth (ACLU, 2010). The American Psychological Association Presidential
Task Force Report (2012), reports that students that are suspended from or removed from
the classroom or school have been shown to be more likely to drop out or be pushed out
of school altogether. The data reveals that the same number of students who struggle in
reading and math proficiency are the students who have the higher chance to be
suspended and expelled from school. As previously stated in this chapter, the school to
prison pipeline coincides with the dropout pipeline. In 2007, California had the greatest
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population of dropouts between the ages of 16-24 with over 710,000.
According to Alexander (2012), mass incarceration of African-Americans is part
of the caste system where they are subject to being targeted by the criminal justice
system. In California, Latinos make up 50.1% and African-Americans 6.7% of the
juvenile and prison systems. This data is clearly a concern for the state of California, due
to the state having the largest minority population in this country. As the percentages
demonstrate, there is an easier path to prison than to pursuing a higher education. Mears
and Travis (2004) cite that once a juvenile is blemished by the juvenile justice system, he
or she has a higher probability of entering the adult prison system. In 2009 the Office of
Juvenile Justice reported there were 4,832,846 juveniles in the system. Figure 2.3.
Illustrates the disparities in the percentages of juveniles who are involved with the
juvenile justice system (Puzzanchera, 2011).
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Figure 2.3. Juvenile Justice Population in States with the Highest Latino Concentration
in 2009
Truancy
One of the indicators that trigger the school to prison pipeline is truancy. Truancy
is defined in California as when a student is absent or tardy by more than 30 minutes
without a valid excuse three times during the school year. According to Gosain (2013)
truancy means “to run away from the classes and the students who always tend to keep
themselves away from studies and avoid attending classes” (p. 13). In October 2013, the
California Attorney General Kamala Harris addressed the truancy crisis in the Golden
State, where there were more than 690,000 elementary students who were truant during
the 2011-2012 school year, Kamala went on further to state that, “If it's not stopped at the
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elementary level, students are more likely to drop out of high school, and dropouts are
more likely to end up in prison” (Peralta, 2014).
According to Boloz (1983), Truancy is damaging to students academic
achievement, motivation, engagement, and employment potential. In addition, students
who miss school plunge behind non-truant students, which increase the probability that
that they will become at-risk students and was drop out of school (DeKalb, 1999).
Consequentially, in a study conducted by Rothman (2001), high student truancy rates
were found to affect the achievement of students’ that attend regularly by disrupting the
existing learning groups. Moreover, Schagen, Benton & Rutt (2004) debate that other
variables such as, school size and location, have a large influence on the amount of
absences within schools. According to Schagen, Benton & Rutt, (2004) “The most
important of the related variable is percentage of free or reduced price meals within a
school, which is associated with increased levels of absence” (p. 66).
The U.S. Department of Justice, Office of Juvenile Justice and Delinquency
Prevention (2001), reported that students who are truant or chronically absent students
have four factors that are pertinent to lead into truancy.
•

Family factors. These include lack of guidance or parental supervision, domestic
violence, poverty, drug or alcohol abuse in the home, lack of awareness of
attendance laws, and differing attitudes toward education (U.S. Department of
Justice, 2001).

•

School factors. These include school climate issues such as school size and
attitudes of teachers, other students, and administrators and inflexibility in
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meeting the diverse cultural and learning styles of the students. Schools often
have inconsistent procedures in place for dealing with chronic absenteeism and
may not have meaningful consequences available for truant youth (e.g., out of
school suspension) (U.S. Department of Justice, 2001).
•

Economic influences. These include employed students, single-parent homes,
high mobility rates, parents who hold multiple jobs, and a lack of affordable
transportation and childcare (U.S. Department of Justice, 2001).

•

Student variables. These include drug and alcohol abuse, lack of understanding of
attendance laws, lack of social competence, mental health difficulties, and poor
physical health (U.S. Department of Justice, 2001).
According Reid and Eddy (1997), schools may contribute to students’ truancy,

due to negative experiences in schools by students.

Schools that are poorly managed

have a higher rate of failure due to students having a bad experience in the classroom or
on campus (Finn, 1993). Students who are disciplined by exclusion become entrapped in
the in a self-sustaining cycle of classroom disruption and negative consequences, this
cycle includes academic failure, because teachers disregard or are unable to focus on the
academic needs of students with behavioral problems (Osher, Dwyer, and Jimerson,
2006).
Recently, in October 2014 there was a Temporary Restraining Order (TRO) and
lawsuit served to the California Department of Education from students at Jefferson High
School in Los Angeles, CA (Cruz vs. State of California, 2014). The (TRO) and lawsuit
was filed due to the schools alleged deprivation of equal time for education when
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compared to more affluent schools. Jefferson High School has a 90% Latino and 8%
Black student population. Students at the school complained that they were denied access
to classes they needed to apply for a 4-year university or college. Moreover, the students
were complaining of being placed in overcrowded classes, receiving poor instruction and
assigned to classes that they had already taken twice and passed during their high school
career. The former superintendent of Los Angeles Unified School District Dr. John Deasy
gave testimony and declaration to the practice and supported the plaintiff’s accusations as
he stated the following:
I firmly believe that every high school student should have a full schedule and
that no student should be assigned to course periods that do not deliver
meaningful instruction. My views apply to assignment not only to ‘Home’ periods
in which students are assigned to no class at all and are sent home from schoolbut also to other content-free courses, including ‘Service’ periods. These "classes"
are not designed to deliver real instruction or learning opportunities to students,
but rather are no more than fillers to plug gaps where no genuine courses are
readily available. I became aware of the Plaintiffs' request for a temporary
restraining order yesterday morning. Through counsel, I relayed to the State my
belief that the use of these courses violate students' fundamental right to
education. I firmly believe that this restraining order should be granted, and I
think that it should apply not just to Jefferson, but to every high school in LAUSD
that assigns students to these courses. These courses serve no conceivable
pedagogical purpose and defy every norm and standard adhered to by professional
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educators. The fact that these courses are used anywhere is antithetical to
education, but the fact that they are being assigned to students who are
academically behind and have not fulfilled graduation and college entry
requirements is outrageous. I can't think of a better gift to give this school district
than to expose this indefensible practice that is antithetical to learning” (Cruz vs.
State of California, 2014, p. 1-2).
As presented in the previous section schools and districts have practices that cause
students to be pushed and reduced to lose motivation and engagement. Former
Superintendent Deasy reaffirms with his testimony that schools place non-instructional
courses that are used to fill master schedule sections and keep teachers with full time
employment. The plaintiffs in this case are representative of this study as they were
predominately Latino and Black students, who again are the victims of educational debt.
These student populations, as proven by empirical data, need more time in highly
rigorous instructional settings, which is not the standard in this case. Consequentially, the
practice of being transactional and the lack of interest for what is best for the student can
result in lower student moral and lead students to lose faith in the social contract with
schools, ultimately leading to dropping out.
Dropout Crisis
According to the report Left Behind in America: The Nation’s Dropout Crisis
(2009), regardless of the integration of schools, segregation continues to exist. More
disparagingly, segregation has influenced social class, having a further negative impact
on African-American and Latino students, causing both populations of students to attend
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the most segregated schools in reference to race and school resources.

The report

concludes that segregation is closely linked to imbalanced educational prospects. The
report conveys that nearly 6.2 million males and females from the ages of 16 and to 24
were high school dropouts. As stated in the report, the cost of dropping out of high
school has continuously increased amongst Black and Latino students. Nearly one in five
U.S. men between the ages of 16-24 (18.9%) dropped out in 2007.
The data presented that 3 out of 10 Hispanics were dropouts (27.5%), including
recent immigrants. More than one out of five African-Americans had dropped out of
school (21%) versus a dropout rate for Whites of 12.2%. Also, the state of California had
the highest number of dropouts nationally. Figure 2.3. illustrates the total dropout
percentages in 12 states. California had the most dropouts for any state (710,000) with a
14.4% dropout rate, among 16-24 year-olds, and the state of Georgia had the highest
dropout rate for this population at 22.1%. Results of the data analysis clearly show that
the dropout crisis impacts all large states across the country: men are more likely to be
dropouts than women, and Latinos and African-Americans are far more likely to be
dropouts than members of other races (Figure 2.4).
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Figure 2.4. Dropout Crisis Equally Pressing in 12 Largest States

Figure 2.5. Total Dropouts and Dropout Rates by Race/Ethnicity
With the presented dropout data across the nation, it is clear that dropping out of
high school is a subculture of the high school experience. Researchers need to ask why
these youth are academically at risk and what school policies can be useful in reducing
the chances that these students will dropout. It is imperative to consider new make
inquiries in a way that looks for the cause of dropping out, but also in relation to those
institutional characteristics that affect the peripheral student in an adverse way. Schools
are encouraged to create an environment where youth can experience success, make
worthwhile institutional contributions, and nurture ambitions for additional schooling that
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can lead to satisfying employment. This data further determines the need for researchers
and practitioners to triangulate the discipline gap, school to prison pipeline and
achievement gap in order to address the inequities that are debilitating Black and Latino
students in their efforts to succeed in public schools.
From an Achievement Gap to Educational Debt
In 2009 President Obama reset the educational agenda focusing on addressing the
dropout crisis across the United States. The dropout agenda has set precedence in
focusing the need to repair the pipeline of providing high school students who can
contribute to the nation and the global economy. A large number of scholars and
researchers have lamented the increasingly unequal levels of achievement, quality of
achievement, and overall school experiences between White students and students of
color. The achievement gap has become a common expression across the United States.
Rothestain (2004) argues that the academic gaps that exist in the PreK-12 public schools
exist due to the society’s inequalities. Anoyon (2014) reiterates that there has been
educational reform for over 30 years and that it is irresponsible for our nation to count
solely on education to solve the problems of unemployment and poverty.
Due the historical lack of access to resources and discriminatory structural
impediments, the perpetuating achievement gap is actually an educational debt owed to
African American and Latino students. Howard (2010) states that patterns of allocations
of resources, social and political context highlight the inequities that are profoundly
within public education.

Darling Hammond (2007) states that there is a legacy of

inequality in U.S. education and that the different levels of student academic outcomes
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are due to unequal access to resources. According to Ladson-Billings (2006) the
achievement gap is an Educational Debt that is owed to people or students of color
(African Americans, American Indians, Asians, and Latinos) who have been victims of
oppression, enslavement, segregation, assimilation, isolation and annihilation. The
education debt is a paradigm made up of four frames: Historical Debt, Economic Debt,
Social political Debt, and Moral Debt. Historical Debt is the prolonged injustices that
students of color have endured with forbidden education during enslavement of AfricanAmericans. The poor quality education institutions students of color have attended
(Ladson-Billings, 2006). The assimilation schools American Indians, who were later sent
to reservations endured or the poor segregated schools Latino students attended during
the 1968 blowouts at Wilson High School in East Los Angeles (Berta-Avila, 2011). The
silenced and oppressed Chinese immigrants who were denied linguistic accommodations
in1974 before the U.S. Supreme court case Lau vs. Nichols (Ancheta, 2006). The
historical debt is a frame that encages the events that have pondered students of color in
making progress in education.
The Economic Debt is the funding disparities that subsist between schools serving
White students and those serving students of color (Ladson-Billings, 2006). The
segregation of separate schooling always allows for disparity funding. The funding
disparities between urban schools and their suburban counterpart reflect the inequities
where more monies are spent with diverse groups of students. This nation must be
prepared to assess the troubling circumstances that bestow up and educational disparities
amongst students of color.
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Kozol (2005) analyzes and exemplifies that the Chicago public schools spend
about $8,482 annually per pupil, while neighboring school district Highland Park spends
$17,291 per pupil. The Chicago public schools students demographics have an 87%
Black and Latina/o population and Highland Park has a 90% White population. Another
example Kozol (2005) uses to addresses disparities in educational funding is the New
York City public schools as it spends $11,627 per pupil for a student population that is
72% Black and Latina/o, while suburban Manhasset spends $22,311 for a student
population that is 91% White. Consequentially, the economic debt transfers to the wealth
and earning ratio that the more education a person acquires the more money an
individuals earns. This in turn causes for the wealth gap to be greater in the earnings
between Whites and African-Americans (Altonji and Ulrech Doraszelski, 2005).
The Sociopolitical Debt refers to the lack of representation communities of color
have in legislative representation in civic government (Ladson-Billings, 2006). The
election of Barack Obama as the first African-American President of the United States is
an example of accumulating political capital in paying into the sociopolitical debt,
opening doors for other candidates of color to some day run for the presidency. Although
President Obama presents this enormous accomplishment on the macro level of
sociopolitical change and challenges institutional racism, there has been African
American, Latino, and American Indians who have been advocates and leaders in
spearheading the change in social justice. However, the marginalization and silence of
people of color continues on the micro level, where parents and students of color
continue to accumulate political capital and challenge the status quo of entrenched
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institutionalized prejudice and racism.
Ladson-Billings (2006) states, “Moral Debt reflects the disparity between what
we know is right and what we actually do” (p.8). Ladson-Billings frames moral debt in
the responsibility of those who are in power or have oppressed others as having a
personal obligation and responsibility to those who have been oppressed or who are
victims. The moral obligation is to be critical, understand, and take a vested interest in
rectifying the long lasting repercussions that have caused inequalities these victims.
Robinson (2005) emphasizes “No nation can enslave a race of people for hundreds of
years, set them free bedraggled and penniless, pit them, without assistance in a hostile
environment, against privileged victimizers, and then reasonably expect the gap between
the heirs of the two groups to narrow. Lines, begun parallel and left alone, can never
touch” (p. 74).
In conclusion, Ladson-Billings solidifies that the education debt, is a clear
representation of the accumulation of poverty, poor housing, poor education, poor health
and poor government services that ferment within our communities our schools where
students of color often are served. She recommends that, as a nation and people, we must
continue to “deploy our knowledge, skills, and expertise to alleviate the suffering of the
least of these”(p.10). The education debt is a symptom of the underlying institutional
prejudices and racism that plague our public education system.
The Role of Poverty and Cultural Capital
As indicated in the previous section the achievement gap is made of debts that
occur profoundly in the African-American and Latino communities. These debts trigger
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circumstances, which inhibit these students in public schools. Rothstein (2004) states that
there’s a correlation between socioeconomic status and school outcomes that has to be
recognized when analyzing across racial groups in the United States. Poverty is one of
the fundamental factors that can disenfranchise African-American and Latino students
from progressing in learning. Wilson (2009) states, that students from impoverished
backgrounds have less access to medical care, vision and dental, which corrosively
influence poor student performance.

Brooks-Gunn and Duncan (1997) argue that

families and children who live in poverty, often reside in homes that have lead based
paint and are exposed to chemicals that can hinder cognitive development and lead to
future behavioral problems.
According to the National Center of Education Statistics (2013), approximately
15.9 million, or 22 percent, of children under the age of 18 were in living in poverty in
the United States. This data includes a population of 10.9 million 5 to 17 year-olds living
in poverty. The percentage of poverty was highest for Black children (39 %), American
Indian/Alaska Native children (36 %) and Hispanic children (34 %), Native
Hawaiian/Pacific Islander children (30 %), and children of two or more races (22 %). The
poverty rate was lowest for White children (13 %) and Asian children (12 %). Among
children under age 18 living in poverty in 2011, those living in a mother-only household
had the highest rate of poverty (45 %), followed by those living in a father-only
household (27 %). Children living in a married-couple household had the lowest rate of
poverty, at 11 % (National Center for Education Statistics, 2012). Figure 2.6. illustrates
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the percentages of children who live in poverty, by race/ ethnicity and which family type
is hindered the most.

Figure 2.6. The Percentage of children under age 18 living in poverty, by race/ethnicity
and family type.
According to Contreras (2011) African Americans and Latino students who attend
public schools have historically lacked socioeconomic status behind their White peers.
Bourdieu (1986) states that cultural capital is a starting point in assessing the challenges
that African American and Latino students face. Bourdieu argues that the communities of
color and working class lack social and cultural capital, which in return impales their
progress in a Eurocentric society. Furthermore, Bourdieu states that the knowledge of the
upper and middle classes is considered valuable to a hierarchical society, and social
classes’ was reproduces themselves in academic and social outcomes for people of color.
In addition, Stanton-Salazar (2001), argues that social capitol is transferred to students or
children through the exposure of activities, programs and behaviors that challenge and
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support intellectual cognitive development. Contreras (2010) states that parent education
levels for students in K-12 are an indicator of the lack of social capital that Latino’s and
African Americans students have.
According to the National Center for Education Statistics (2013), educational
attainment contributes to future earnings and employment opportunities. Between 1990
and 2013, the educational attainment rate of 25- to 29-year-olds who received at least a
high school diploma or its equivalent increased for Whites (from 90 to 94 percent),
African-Americans (from 82 to 90 percent), Hispanics (from 58 to 75 percent), and
Asians/Pacific Islanders (from 92 to 96 percent). The percentage of Whites who received
at least a high school diploma or its equivalent remained higher than that of AfricanAmericans and Hispanics. The size of the White-Black gap has narrowed from 8 percent
to 4 percent since 1990. The White-Hispanic gap narrowed from 32 to 18 percentage
points. Latino-Hispanic adults in the United States had lower rates of high school
attainment than adults of other racial/ethnic groups.
According to the National Center for Education Statistics (2012), from the years
1990 to 2012, the percentage of 25- to 29-year-olds who attained a bachelor’s degree or
higher increased from 26 to 40 % for Whites, from 13 to 23 % for African-Americans,
and from 8 to 15 % for Hispanics. For Asians/Pacific Islanders, the educational
attainment rate of at least a bachelor’s degree in 2012 (60 %) was higher than the rate in
1990 (43 %). Figure 2.7. illustrates between 1990 and 2012, the gap in the attainment rate
between Whites and Hispanics at the level of bachelor’s degree or higher widened from
18 to 25 % points. The apparent difference in the White-Black gap between 1990 (13 %
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points) and 2012 (17 % points) was not statistically significant. However, from 1990 to
2011, there was a widening of the gap. During the time frame of 1995 to 2012, the
percentage of 25- to 29-year-olds who attained a master’s degree or higher increased for
Whites (from 5 to 8 %) and African-Americans (from 2 to 5 %). For Asians/Pacific
Islanders, the attainment rate of a master’s degree or higher in 2012 (18 %) was higher
than the rate in 1995 (11 %). The gap in the attainment of a master’s degree or higher
between African-Americans and Whites in 2012 was not measurably different from that
in 1995, while the White-Hispanic gap in 2012 (5 % points) was wider than in 1995 (4 %
points). Latino adults in the United States had lower rates of attainment of Bachelor’s
degrees than other racial/ethnic groups.

Figure 2.7. The percentage of adults ages 25 and over according to the highest level of
educational attainment by race/ethnicity.
Poverty is clearly a factor that plagues the African American and Latino student
communities. The presented data suggests that there are unequal paths for both students
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as they travel through the public education system. Teachers, School Site Administration
can be blind or unaware of the inequitable living situations that there students come to
school with and yet are expected to leave their challenges at the classroom door. Yosso
(2006) contends that communities of students of color have the cultural wealth to
challenge the complexities in their communities. Her framework challenges the
Eurocentric deficit thinking the is commonly practiced in public schools.

Yosso’s

framework works to immaculate the Cultural Capital that students of color value, and
embraces the norms, knowledge and “conscientization” of students who are from
culturally diverse groups.
According to Yosso (2006), students of color have the Aspirational Capital, which
entails them to be resilient and move forward with progress regardless of constant
obstacles faced. Linguistic Capital is the intellectual and communicative capacity and
universal experience that can be used in multiple languages. The skills set used to engage
in story telling, recounting histories or the memorizations of specific or real world
experiences.

Familial Capital refers to the capital produced and networking developed

and maintained by family. Kinship or “familia” is a fund of knowledge that is long
lasting. Students of color specifically, African American and Latino students, have
connected, caring, coping, consciousness.
Social Capital is understood as a network of people and community resources.
According to Gomez-Quinones (1973), people of color have utilized their social capital
to attain education, legal justice, employment, and health care. For example, immigrants
who have come to the United States use family to defuse daily struggles. Navigational
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Capital is skill used to transfer and move through a system or institution that is
oppressive, hostile, and repressive towards people of color. According to Solórzano and
Villalpando (1998), people of color have the social and psychological capacity to
critically move through structures that have a permanence of racism. Resistant Capital is
grounded in oppositional behavior that challenges inequality (Freire, 1970). According to
Ward (1996) many African American mothers raise their children as ‘resistors’. Teaching
them to be assertive, intelligent, and worthy of respect, challenging the status quo.
Resistant Capital also entails knowledge of the racist structures, where students of color
and families continue to have to motivation to change this systemic oppression (Villenas
& Deyhle, 1999).
Pedagogy of Poverty
Unfortunately, the public education system is challenged in solving all societies
deficiencies; as history has confirmed, there is a need for more support in combating
poverty in our nation. African American and Latino students are saturated with cultural
capital that can change to the unbalanced economic and educational attainment in the
United States. However, the greatest challenge remains in revolutionizing the cultural
praxis that is valued in society.

Ladson-Billings (1994) states that another factor that

hampers perpetual improvement in academic outcomes of African American and Latino
students is that teachers lower expectations and standards for students; specifically
students from low-income backgrounds. Teachers can become “sympathetic teachers,”
who do not challenge students because they have become complacent, thinking that these
students are cognitively impaired, this practice is also known as “pedagogy of poverty.”
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According to Haberman (1991), teachers practice water down instruction and
curricula, lowing the academic standard and developing a teaching pedagogy that their
students are not academically inclined. However, teachers and school site administrators
have to view their students through a critical lens of how culture contributes to their
classrooms and schools. However, teachers can also be “empathetic,” where they
understand their student’s challenges yet they continue to push their students to the high
standard and academic rigor. Howard (2010) further illustrates the characteristics of
Sympathetic and Empathetic Educators in Figure 2.8.
Sympathetic Educators

Empathetic Educators

Lower Expectations due to race, poverty, Students are held accountable regardless
or language.
of difficult circumstances.
Views students limitations
View promise and possibilities in
students
Views deficits in students
Are active problems solvers
Paralyzed by students problems
View assets in students
Has a closed, narrowed teaching
Have critical and complex teaching
pedagogy due to students capacity
practices to engage students.
Has no value on students perspectives or Are active listeners and learners from
voices
their students experiences to inform
teaching
Teaching is viewed as banking practice, Learning is viewed as a reciprocal
where the students have little to offer but process between teacher and student
to only be students
Figure 2.8. Characteristics of Sympathetic and Empathetic Educators
“In loco parentis”
The Latin term “in loco parentis,” is defined in English as “in place of parent,” it
derives from the law doctrine writings of Sir Wasiam Blackstone, who was an English
commentator during the 1760’s. Blackstone believed that parents have an obligation to
provide maintenance, protection and education for their children (Eckes & Russo, 2012).
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Parents have a duty to act responsibly to keep their children in order and under their
supervision. Moreover, he specified that the schoolmaster or delegate from the school
carried this duty to parental authority and power to correct or provide restraint against the
pupil. This doctrine then evolved in American schools as it was first cited in law during
the 19th century. “In loco parentis” to this present day is practice and governs the
authority that school principals and teachers can practice in public schools. However,
there has been much progression from the “paddle to exclusionary discipline.”
Jenson (1998) states that classrooms are ever changing and are increasingly
becoming, socially, emotionally and culturally diverse. The role of classroom
management steps outside the four walls of the classroom into the global workforce. The
ability for students to meet the demands of 21st century jobs requires skills with selfmanagement, listening, time-management and responsibility. These are skills that can be
taught and learned in classrooms that have teachers who are effective in classroom
management. Darling-Hammond and Post (2000) report that studies have found that the
difference in teacher quality may represent the single most important school resource
differential between minority and white children, and that it explains at least as much of
the variance in student achievement as socioeconomic status. Nieto (2003) states that the
most valuable influence on student achievement is an effective teacher, one who is able
to see past the barriers and focus on the students.
Inside the Classroom
Wright, Horn and Sanders (1997) studied 60,000 students across five subject
areas and three-grade levels and examined the factors that contributed to student
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performance. They found that most important factor is the teacher. However, the study
concluded that students from low-income backgrounds are more likely to have teachers
that are more under qualified or unprepared than students from white or affluent areas.
Oakes (2005) further supports the research that shows that students are more likely to
receive poorer instruction and quality learning when taught by under qualified teachers.
As denoted in the previous literature teachers play a key role in student achievement by
providing an effective classroom where learning takes place, deterring boredom, which
causes students to become involved in misbehavior. Furlong and Morrison (2000) state
that one of the disturbing findings in their research is that teachers believe that they are
unprepared to deal with disruptive behavior and how it impacts their teaching. The role of
a teacher is critical in zero tolerance policies, especially in the classroom where
classroom management, curriculum, instruction and teacher preparation are merged
together to produce healthy learning environment.
Classroom management is a component of school climate and refers to strategies
that teachers use to maintain behavior conducive to a productive and safe learning
environment (Pasi, 2001). One of the characteristics that separate an effective teacher
from a novice teacher is the ability to create and maintain an orderly learning
environment where all students can learn. Marzano (2003) emphasizes that classroom
management is one of the three most important skills that a teacher can demonstrate and
teachers are the first line of defense for discipline problems. The ability to manage and
maintain a classroom where students are engaged and productive is a major factor in
determining the success of a teacher (Brophy & Everston, 1976).
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A 2006 survey of PreK-12 grade teachers administered by the American
Psychological Association recognized that classroom management and the ability to have
instructional tact was one of the most crucial skills needed by teachers. The survey also
found that classroom management has been cited as one of the most prevailing reasons
for job burnout and attrition of first-year teachers. In addition, teachers have concerns
over their own safety due to poorly practiced classroom management or discipline
systems in schools. As reported by the APA (2008), students in public schools have
reported that they feel unsafe due to lack of effective disciplinary procedures. As stated in
loco parentis, it’s the duty for teachers, administrators and staff to maintain order and
discipline in schools. Discipline and classroom management are coupled in order to
create and sustain a learning environment for all students and staff.
School Site Administrators
Principals and assistant principals are the school site administrators that are at the
ground level and working in the trenches. School site administrators practice the vision
and mission of their school and district. Fullan (2013) cites that principals’
responsibilities during these past two decades have increased dramatically, as they are
expected to keep a well-managed school, which serves the community and responds to
the needs of all stakeholders. School site administrators are transforming from manager
to more of instructional leaders due to the accountability reforms of No Child Left
Behind and Race to the Top. Principals are accountable for fulfilling multiple roles in
their respective schools.
According to the California Constitution, Article I, section 28 it specifies that all
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public school students have the “inalienable right to attend campuses that are safe, secure
and peaceful” (Kemerer & Sansom, 2013, p. 323). Principal’s and their designees have
the authority to discipline students and teachers within the due process of a school’s rules
or policy if they have been violated. However, one critical role and utmost responsibility
of the principal is to keep a school that is safe and free of disturbances that can hamper
learning. Under Education Code 48900 school site administrator can suspend students
from school and recommend for expulsion if a violation of school board policy and
education code has been breached. Teachers also have the authority to suspend a student
from their class for the day of the offenses and the following day; the teachers must
adhere to due diligence by contacting the parents regarding the incident and informing
the principal of the event (Kemerer & Sansom, 2013).
The authority that is given to school staff and principals suspending students is
accompanied by a responsibility for not abusing that authority. As discussed earlier in
this chapter, there were more than 400,000 students suspended out-of-school at least one
time during the 2009-10 school year in California; this litany of data illustrates that there
is a common practice of suspending students from school. Zero tolerance policies have
clearly created gaps in schools, where students of color are punished disproportionately.
School site leaders need to be ethical and understanding when enforcing school rules and
administering school discipline.
Foster (1986) states, "Each administrative decision carries with it a restructuring
of human life: that is why administration at its heart is the resolution of moral dilemmas"
(p. 33). School Site Administrators are key decision makers that impact school climate,
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culture and students. Therefore, administrators must have an ethical moral compass.
Reiber (2001) writes that most principals define ethical decision-making as “doing what
is right.” Lunenburg and Irby (2006) asserted “society is screaming for leaders who
demonstrate integrity; who model ethical, moral, and caring behavior; and who can help
others along their own life’s journey” (p. 345). Principals or assistant principals are
confronted daily with confrontational situations where their values and norms as leaders
and are questioned, if decisions are not consistent and inflexible.
Assembly Bill 1729
In response to the disproportionate number of discipline disparities for AfricanAmerican and Latino students as presented in the previous sections, In March 2012 the
U.S. Department of Education's Office for Civil Rights released a report indicating that
minority students have a much higher rate of suspension and expulsion across the nation
(Losen & Gillespie, 2012). In 2012 California Assemblyman Tom Ammiano (D-San
Francisco) introduced Assembly Bill 1729 (AB1729) that was approved by Governor
Jerry Brown. According to Ammiano, “Superintendents and principals deal with
discipline almost exclusively through suspension or expulsion despite research which
associates exclusionary discipline with lower academic achievement, lower graduation
rates and increased pupil dropout rates, all without making campuses safer” (Cal. 2012).
AB1729 requires that “other means of correction” fail before a student is suspended for a
non-mandatory suspension. The bill authorizes districts to use alternatives to suspension
or expulsion that are age appropriate and designed to address and correct the pupil’s
specific misbehavior (Cal. 2012).
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Furthermore, AB1729 allows for “the imposition of suspension only when other
means of correction fail to bring about proper conduct but authorizes the suspension of a
pupil, including an individual with exceptional needs, upon a first offense if the principal
or superintendent of schools determines that specified offenses were committed or that
the pupil’s presence causes a danger to persons or property or threatens to disrupt the
instructional process” (Cal. 2012). AB1729 authorizes a school district to document the
other means of correction used and place that documentation in the pupil’s record and
would also specify that other means of correction include, a positive behavior support
approach with tiered interventions that occur during the school day on campus. AB1729
has widened the opportunity to reduce suspension among all students with the flexibility
stipulated in the law. However, the reduction in suspensions and the impact to schools is
yet to be evaluated, therefore making this study more critical in analyzing this top down
response from policy makers.
Theoretical Framework
The next section of this dissertation assessed and synthesized the three theoretical
frameworks that guided this study. I used three frameworks to investigate the
implementation of Assembly Bill 1729 in four high schools in the “Silicon Valley” or
San Jose, California. First, I used Critical Race Theory to give a voice to former high
school students who have been suspended under zero tolerance polices. Critical Race
Theory gave a lens to the inequities in public education and the policies and practices that
have hindered Black and Latino students. Secondly, the researcher discussed General
Systems Theory in assessing the integration of AB1729 in public schools and the systems
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that it must infiltrate. Lastly, I present an examination of the Multiple Ethical Paradigm
and its application and practice by school site administration and teachers.
Critical Race Theory
Due to the purpose of this study, Critical Race Theory (CRT) underlined the roles
that zero tolerance policies have had in public schools, explicitly with Black and Latino
student suspensions. Critical Race Theory, when practiced in education gives muchneeded attention to the role of race in educational practice (Dixson, 2006). CRT focuses
this study on analyzing the changes that have or haven’t occurred with AB1729. Bell
(1992) argues that Critical Race Theory starts from the principle that race and racism are
vital, prevalent, everlasting, and an original part of the explanation how the U.S. society
functions. CRT is the notion that racism is an inescapable illness that is systemic.
Matsuda (1993) argues that CRT works towards eradicating racial oppression as part of
the comprehensive goal of ending all forms of oppression. This study analyzed the
impact of this policy in the system and subsystems in public schools, yet questioning the
ethical practices of teachers and school site administrators when disciplining or working
with Black and Latino students.
Furthermore, Ladson-Billings (1998) states, “Critical race theory is an outgrowth
of and a separate entity from an earlier legal movement called critical legal studies
(CLS)” (p. 10). Ladson-Billings argues that CLS failed to include racism in their critique
of the mainstream legal system as a meritocracy. She explains that CRT became an
outgrowth of the legal scholars of color. According to Ladson-Billings, CRT scholars
such as Delgado begin with the notion that racism is inherent in American society. She
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states, “Thus, the strategy becomes one of unmasking and exposing racism in its various
permutations” (Ladson-Billings, 1998, p. 11). Ladson-Billings argues that a second
notion of CRT is the use of storytelling to develop an analytical standpoint. She states,
“The primary reason, then, that stories, or narratives, are deemed important among CRT
scholars is that they add necessary contextual contours to the seeming objectivity‟ of
positivist perspectives” (p. 11).
Solorzano and Yosso (2002) argue that CRT can inform a CRT methodology in
education. They believe that with the use of CRT to better understand those who are at
the margins of society that new methods to conduct research could answer the problems
posed by these theories and new theories could be established. They use their article to
expand on the CRT methodology and answer questions faced by people of color in
education and methods for addressing these concerns. Solorzano and Yosso (2002)
describe CRT methodology as a theoretically grounded approach to research that:
“foregrounds race and racism in all aspects of the research process, challenges the
traditional research paradigms, texts and theories to explain the experiences of
students of color, offers a liberator or transformative solution to racial, gender and
class subordination, focuses on the radicalized, gendered, and classed experiences
of students of color, uses the interdisciplinary knowledge base of ethnic studies,
women’s studies, sociology, history, humanities, and the law to better understand
the experiences of students of color” (p. 24).
Howard (2012) discusses that CRT gives practitioners and scholars a path to ask
the vital questions of what racism has to do with the disparities and inequities in
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education by placing an importance on discussing the racial educational gaps in their
school. CRT challenges the “colorblindness” that is often recited by teachers and
administrators when challenged on academic disparities in their schools, giving the
common answer that all students are treated the same regardless of their racial
background. Researcher Gotanda (2005) positions that in the United States, avoidance is
often the card that is practiced, giving race unimportance in the framework of teaching
and learning. CRT and the other two theoretical frameworks were drivers in analyzing the
Black and Latino student’s experiences in the four sample high schools. This study asked
whether or not the system is seeking what is in the best interest of the student or in the
best interest of the adults who manage the system. Critical Race Theory enabled
awareness, perceptions, process, and pedagogies to identify, analyze, and transform the
structural and cultural aspects of education that maintain subordinate and dominant racial
positions in and out of the classroom (Matsuda, Lawrence, Delgado, & Crenshaw, 1993).
General Systems Theory
According to Chen and Stroup (1993), “general systems theory is capable of
providing a powerful framework for understanding both the natural and the humanconstructed world” (p. 447). The process of implementing AB 1729 and practicing it in
all public schools is going to require a complexity of change and support to maintain this
new reform in using alternatives to suspension. Biologist Ludwig von Bertalanffy first
proposed General Systems Theory (GST). He recognized that there was a need for a
unified and controlled investigation in accepting and dealing with increasing complexities
that are afar the capacity of any single limit in a setting (Banathy, 1987). GST encourages
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scientific exploration, understanding, and controlling of systems. Bowen (2004) writes
that GST provides concepts that are useful for understanding and analyzing the
functioning of schools and the broader framework in which they function.
Ackoff (1981) states that the environment is made up of several social, economic
and political institutions, which are constantly interacting and interdependent; everything
in an environment is a complete system on its own. However, the system is a unit or
subsystem of yet a larger system and all are interdependent. Griffiths (1964) adds that all
systems except the smallest have subsystems and all but the largest have supra systems,
which are their environment. A system or subsystem can be open or closed, meaning that
a system can be easily penetrated by outside elements, or the system can be difficult to
penetrate. Griffiths, argues that schools are essentially living systems and that without
people they are nothing but concrete and paper. Schools as living systems are in a
constant process of interaction with their communities and other institutions in them.
Bronefenbrenner (1979) would also agree that there is a living ecological system
that shapes the development of an individual; people are influenced subsystems and
suprasystems. For example parents, guardians, friends, school, work and the culture of
the environment from which the person is nurtured. According to Bronefenbrenner
(1979) the ecological systems theory is made up of layers of systems that influence the
individual. According to Paquette & Ryan (2001) the five systems are Microsystem,
Mesosystem, Exosystem, Macrosystem, and Chronosystem. Figure 2.9. illustrates the
layers of systems that influence the child’s development in an ecological systems
approach. The researcher used General System’s Theory to frame the impacts on how
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each of the former high school student’s experiences was impacted.

Figure 2.9. Bronefenbrenner’s Ecological System Theory (Penn, H. 2005)
•

The microsystem is the closest environment for a child and includes the
structures with which the child maintains direct contacts (Berk, 2002).
Paquette and Ryan (2001) translate Bronfenbrenner´s ideas and maintain
that at this level the relations between persons happen in two ways from
the child and towards the child. For example, a child´s parents have an
influence on his/her beliefs and behavior, but the child can as well
influence the parents´ beliefs and behavior. In a microsystem the
bidirectional interactions are at their strongest and they have a powerful
influence on the child (Berk, 2002)

•

The Mesosystem comprises the relationships and routes taking place
between two or more settings containing the developing person. For
example, the relations between home and school, school and workplace
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etc. In other words, a Mesosystem is a system of microsystems (Paquette
and Ryan, 2001).
•

According to Paquette and Ryan (2001) the Exosystem layer is the larger
system, which an individual does not have direct contact but negatively or
positively impacts his or her life. For example, a parent’s place of work,
training, volunteerism, or counseling services can impact a child’s life. A
child does not have direct contact with the parents’ work but if they are
away from home for a long period of time and the child is left
unsupervised or with a sitter, their development was be influenced
(Paquette & Ryan, 2001).

•

Berk (2000) writes that the Macrosystem is the outmost layer for the child.
It has no distinct framework but it holds inside it the cultural values,
traditions and laws. The Macrosystem influence pierces through all other
layers. For example, if in a culture it is believed that bringing up children
is the parents´ task then evidently this culture was not offer much help to
the parents in their educational efforts. This in its turn has its effects on the
parents´ educational environment and their chances to cope with the task
of education (Paquette & Ryan, 2000).

•

The Chronosystem is the evolution, development or stream of
development of the external systems in time. The Chronosystem models
can cover either a short or long period of time (Bronfenbrenner 1989, 201202).
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The implementation of AB1729 in schools is going to require that the entire
school system be exposed to the ramifications of zero tolerance policies and for the staff
to revolutionize their disciplinary practices. Theoretically, AB1729 must be implemented
through multiple subsystems. There are multiple systems that this bill must penetrate and
influence and so all layers of the system are dependent on each other; if one element
changes then these cause repercussions in the others and their subsets. In assessment of
public schools, it would easy to see how inconsistency of practiced policies and rules
would affect the organization and cause AB1729 to fail in reducing suspensions amongst
Black and Latino students.
Multiple Ethical Paradigms
With the implementation of AB1729 in California public schools have given
teachers and principals the opportunity to transform how discipline and punishment are
imposed on students. According to Dewey (2008) “Ethics is the science that deals with
conduct insofar as this is considered to be right or wrong, good or bad” (p.7). In K-12
education the common phrase is that decisions have been made in “the best interest of the
student;” however, this often reverts to what is actually in the best interest of the adults.
Loco Parentis empowers school staff with the authority to make the best decisions for all
students. For example, if the assistant principal is frustrated with a student because he
was kicked out of class the fourth time this week for talking, the assistant principal has
the authority to suspend a student.
Multiple ethical paradigms challenge the practice of being transactional and
instead examines ethically, through the four lenses of justice, critique, care, and the
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profession. According to Shapiro & Stefkovich (2005), ethical paradigms aid ethical
decision making in several ways. Wood (2012) gives further understanding as he states
that these “paradigms support leaders and teachers in examining the frames or ways of
thinking that they are most inclined to use, considering more holistic steps to issue
resolution, and engaging in reflective practice” (p.199). Shapiro and Stefkovich (2005),
state that ethic of justice is an ethical frame that conceptualizes issues, holds confidence
in, and enacts decisions based upon "the rule of law and the more abstract concepts of
fairness, equity, and justice" (p. 13). This paradigm may be perceived as a purposeful
way to resolve dilemmas because it is absent of personal or cultural predispositions.
Stefkovich and Begley (2007), believe that ethic of justice provides a foundation for
discussions of responsibility.
According to Wood (2012), the ethic of critique is juxtaposed to the ethic of
justice in that it critiques moral problems caused by the ethic of justice” (p.201). Starratt
(2004) explains that the ethic of critique is a morally based paradigm as it engages those
who attempt equality for others who have been deprived by society. The ethic of care is
characterized by virtues such as compassion, understanding, and trust. Leaders practicing
an ethic of care are encouraged to promote indulgence of multiple sociocultural realities
(Shapiro & Stefkovich, 2005). The ethic of the profession acknowledges that there are
guiding values, principles, codes, assumptions, mores, and expected behaviors within
each profession. Leaders working from this perspective should examine and hold fast to
professional codes of ethics through the lens of their practical experiences and be
cognizant of their own personal beliefs, convictions, and values in relationship to those
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within their profession (Shapiro & Stefkovich, 2005). This framework n used to assess
the decision making of school site administrators and teachers, and if they are truly
engrossed in the best interest of students rather than self-interested.
Conclusion
Based on the literature, it is evident that there is a crisis in public schools. The
dropout rate and the school to prison pipeline are swallowing African-American and
Latino students. However, there has been a response with AB1729 enabling school
administrators to be flexible with alternatives to suspensions and being critical when zero
tolerance policies are used as the only response. The research of this study was drawn
from three theoretical frameworks that was question the role of race in student discipline,
the systems in place, and how ethical our educators are in our public schools when
working with African American and Latino students. In addition, the findings of this
dissertation asked if the implementation of a new policy can bring change to racial
discipline disparities or whether it developed into another failed attempt to bring reform
to public education.
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Chapter 3
METHODOLOGY
Introduction
Chapter three contains a description of the research design of this study. This
study sought to analyze the experiences and perception of former adult students regarding
their high school experience with school discipline, specifically on the relationship
between the perception of teachers and principals with student discipline and school
safety since the implementation of Assembly Bill 1729. This chapter presents the
population, and sample and sampling procedures that are described. It also introduces the
pilot study that was completed with teachers and school site administrators, which
enabled the researcher to develop a logical chain of evidence that assisted in solidifying
the participant interview questions. In chapter three the instrumentation, measurement,
and the data collection procedures are explained. Lastly, data analysis and procedures of
the study are provided.
Research Methodology
The study was first initiated by a pilot study of one of selected high schools in
testing the formulated questions for the studies participants. The teachers were given the
opportunity to respond to a closed ended survey with questions pertaining to the study.
The second part to the pilot study was to assess the perceptions of the school site
administrators with in the same sample school district. Both the teachers and the school
site administrators were emailed a closed ended survey via Surveymonkey. Responses
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were generated from both groups. The participant survey questions used were similar in
giving the study more validity and a baseline.
The research method consisted of a qualitative approach utilizing a cross case
analysis of the 4 schools descriptive data for example: student demographics, teacher
demographics, social economic standing of students, total number of expulsions, total
suspensions, graduation rate, and academic performance index. The study also consisted
of qualitative analysis of school site administrators, teachers and adult former high school
students with regard to their perception of school discipline, school safety, classroom
management, and teacher’s effectiveness. The data was collected from 2011-2012, 20122013 and 2013-2014 school years. Additionally, Critical Race Theory (CRT), General
Systems Theory (GST) and Multiple Ethical Paradigms (MEP), guided the analysis of the
data and findings presented in this study in chapter 5.
Pilot Study
Prior to the selection of the participants of this qualitative study, the researcher
conducted a pilot study. The researcher emailed the school site administrators of the
sample district to voluntarily forward the survey to the school site teachers. The survey
was accessible utilizing, SurveyMonkey.com. A written request to participate was
distributed to teachers via email. The teacher survey compromised of 23 closed ended
questions pertaining to perception of school discipline and school safety after Assembly
Bill 1729.
The school site administrators were asked to voluntarily complete the survey. The
survey was be accessible utilizing SurveyMonkey.com. A written request to participate
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was distributed to teachers via email. The survey compromised of 29 closed ended
questions pertaining to perception of school discipline and school safety after Assembly
Bill 1729. The survey responses assisted the researcher in developing the interview
questions for the 6 participating school site administrators.
Consequentially, the descriptive statistics collected from the pilot provided
legitimacy to the study and population being studied. The data collected enabled the
researcher to assess the variables present or absent in the responses. This approach
allowed the researcher to build a logical chain of evidence (Miles and Huberman, 1994).
The pilot study enabled the researcher to preliminary compare and contrasts both teacher
and school site administrator’s perceptions. The survey responses assisted the researcher
in developing the interview questions for the six participating teachers and six school site
administrators.
Qualitative Study
Due to the substantial quantitative analytical studies that have been performed, the
researcher chose to practice a qualitative approach.

This approach amplified and gave

voice to those who suspend students, those who are in the classrooms teaching students
and a voice to those who have been suspended in schools. This study was unique, as it
triangulated the voices of the three study participant groups under the new Assembly Bill
1729 that was enacted in 2012. Moreover, it uncovered the veil of ignorance by assessing
the discipline and academic disparities of African-American and Latino students in the
Silicon Valley. This qualitative study was conducted utilizing a cross case analysis
approach involving the collection and analyzing data from teachers, principals, and
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former high school students. This study collected descriptive data of student discipline,
and academic outcomes since the implementation of Assembly Bill 1729. Each school
site was assessed separately (Merriam, 2009).
Strengths and Role of the Researcher
As a Mexican-American male, a school site administrator who works primarily
with school safety, student discipline, special education students and teachers who
struggle with classroom management. I have worked in public schools in three districts,
all in northern California for over ten years and my experience in the schools, with
teachers and students have inspired my focus on this study. My experiences includes
working as a teacher assistant, teacher, school counselor, and school site administrator at
high poverty Title 1 high schools and continuation high schools. Furthermore, I work
collaboratively with Santa Clara County Juvenile Justice Probation, San Jose Police
Department and the San Jose Mayors Gang Prevention Task Force. These experiences
and my training as an educator have contributed to my understanding of school
structures, state laws, policies, school cultures, community dynamics, my ability to
identify characteristics of effective schools and my skill in observing and interviewing
teachers, working with students and working with other administrators. The researcher
has directly interviewed the participants selected for the study, transcribe the discoveries
and present the ultimate results in the dissertation. The researcher used Google Email to
send emails, informed consent forms and receive emails from the participants. The
researcher does not have any personal ties with the participants but may develop
professional ties with the participants through the study.
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Research Questions
The study was centered on these four research questions:
1. Is there a pattern of disparity between high schools regarding the impact of
AB1729 on student suspensions, expulsions, and academic performance?
2. What are former adult student’s perceptions of their high school experience with
school discipline?
3. What are high school teachers’ perceptions regarding the impact of AB1729 on
their classroom experiences with student discipline and safety?
4. What are school site leaders’ perceptions of AB1729 and the impact on their
leadership practices on student discipline and maintaining a safe school?
The basis of the study was to assess the effectiveness of the Assembly Bill 1729
in reducing exclusionary discipline. The results of this study was important in identifying
what alternative methods are practiced in reducing suspensions and identifying the
challenges in practicing and implementing AB 1729 in schools.
Research Design
Setting, Population and Sample
The district in this study is located in the “Silicon Valley” in Northern California
and serves more than 24,000 high school students and operates twenty-one schools,
including eleven comprehensive high schools, four alternative education schools, and six
charter schools. Twenty-two percent of the district’s students are English-language
learners; 45.93% are eligible for free- and reduced-price meals. The district’s student
population is 44.0% Hispanic, 28.2 % Asian, 12.2% White, 9.6% Filipino, 4.5% African
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American, 0.4% American Indian, and 0.9% Pacific Islander. There are over fifty-six
native languages are spoken by the students served by the district (California Department
of Office of Education, 2013).
Four Comprehensive High Schools
Due to the purpose of this study, the researcher has selected a sample size of four
comprehensive high schools. The researcher selected four high schools that have AfricanAmerican and Latino student populations, High school 1 and 2 were subject to Title 1
funding and regulations, due to the high number of students that qualify for free and
reduced lunch According to the U.S. Department of Educations schools must enroll at
least 40 percent of children from low-income families (USDE, 2015). High school 2 and
4 were Non-Title 1 schools. Table 1.2. illustrates each of four high schools selected for
this study, the table illustrates the demographics and student population. Table 1.3.
displays each of the schools percentage of students qualified for the free and reduced cost
lunch program at each high school. The higher the percentage of free and reduced lunch
students indicates that students are living in a higher poverty area or parents earn less
income (California Department of Office Education, 2013).
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Table 1.2.
2013-2014 High Schools Sample Demographics and Population

Hispanic
or
Latino

American
Indian or
Alaska
Native

1

1,269

2

Native
Hawaiian

Asian

Pacific
Islander

African
American,
Black

Two
or
More
White Races

Total

2

791

12

55

75

40

2,250

1,030

8

477

14

129

180

93

1,931

3

510

8

1,358

8

72

165

82

2,203

4

876

14

472

10

110

693

79

2,267

High
School

Table 1.3.
2013-2014 Students Qualified for Free and Reduced Cost Lunch Program by School Site

	
  

High School

# Qualified for
free/reduced cost
lunch

Percent of student
body qualified

1

1,552

69%

2

1,164

60%

3

625

28%

4

561

25%
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Teacher Population
The selected sample district employs a total of 1,155 teachers consisting of 54.8%
White, 20.7% Latino, 13.9% Asian, 5.9% Filipino, 3.5% Black or African American,
0.4% American Indian or Alaska Native, 0.3% Native Hawaiian or Pacific Islander, 0.5%
None Reported, 0.0% Two or More Races. When conducting a qualitative study, large
sample sizes are not warranted to gather rich descriptive data. The sample size of this
study was four teachers. The researcher selected teachers that were considered to have an
effective learning environment and exemplary classroom management. The researcher
selected a sample of teachers that represented the subject areas in the school curriculum:
English, Social Science, Mathematics, Fine Arts, Physical Education and Electives. The
school site administrator recommended the four-teacher participant’s in this study as they
demonstrated a level for the effectiveness and success in working with students in their
classroom.
Administrator Population
The district has eleven comprehensive high schools with three administrators per
school site with one Principal and two Assistant Principals. The researcher interviewed
four Assistant Principals as the school site administrators from each high school sample.
Former Adult High School Student
The researcher interviewed four former high school students who were suspended
during their high school experience and were non-graduates attending an alternative
program or an adult education program. The researcher collected all informed consent
forms upon receiving a call or email from the former high school students confirming that
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the participant is eighteen years or older by checking their identification card or drivers
license for their date of birth.
Data Collection and Instrumentation
The researcher conducted a study that assessed the perception of key stakeholders
in the public schools, former high school students, teachers and school site
administrators. The researcher asked the Associate Superintendent for permission to use
discipline data from the selected schools in the high school. The researcher also be used
the California Department of Education website database and pull data from each school
site selected. There were four stages in the collection of data.
The first stage consisted of the researcher completing a pilot study in the selected
school district. The researcher forwarded close-ended surveys to the selected school site
administrators and teachers. The surveys were sent using Survey-Monkey. The questions
consisted of themes related to school discipline, school safety, classroom management,
teachers’ effectiveness, race, ethnicity and diversity in the classroom.

Both survey

responses assisted the researcher in developing the interview questions for the four
participating school site administrators and four high school teachers. All of the collected
pilot study will be displayed in displayed in charts, graphs, and tabular formats in chapter
four.
The second stage consisted of gathering data from the four high schools during
the three school years 2011-2012, 2012-2013 and 2013-2014. The following categories
were analyzed from each case study high schools: student demographics, teacher
demographics, social economic standing of students, total number of expulsions, total
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suspensions, graduation rate, and academic performance index. The researcher assessed
and compared the seven categories from the four highs schools focusing on AfricanAmerican and Latino student outcomes.
The third stage of data gathering consisted of first sending a pre-interview
questionnaire to each participant consisting of 8 questions that provided an understanding
of each participant’s background, education level, experience and educational
philosophy. The questionnaire was sent two weeks prior to the interview and sent back to
the researcher one week before the scheduled interview. The fourth stage of data
gathering would consist of interviewing the participants in the best agreed upon location.
The interviews took up to one hour and permission was confirmed prior to the interview
for the use of a tape-recorder.
According to Minichiello, Timewell and Alexander (1995), the style of
interviewing allowed researcher to use both a structured and more of a conversational
style in order to answer the research questions. The interview consisted of 20-25 openended questions that was aim to give the participants richest response. The interview
itself, although based around the guiding questions, was conducted in a more
conversational manner in order to place the participant at ease and to aid rapport. Each of
the questions asked was based on the researcher’s theoretical frameworks of Critical Race
Theory, General Systems Theory and Multiple Ethical Paradigms.
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Qualitative Data Analysis
According to Cresswell (2009), “a qualitative approach emphasizes the qualities
of entities, processes and meanings that are not experimentally examined or measured in
terms of quantity, amount, intensity or frequency”(p. 173). The qualitative portion of this
study utilized a survey consisting of 15 open ended questions that assessed the impact
AB1729. Qualitative data was viewed by question, summarized by commonalities, and
analyzed for significant findings to interpret change or impact. The qualitative data
analyzed themes regarding the perspectives of former adult high school students,
teachers, and school site administrators. This study used an Interactive Model of Data
Analysis. This study used Miles and Huberman (1994), a model of data analysis. The
collected data was put through a process of data condensation, data display and drawing
or verifying conclusions. Coding and noting was used to record data.
The Interactive Model of Data Analysis model presents analysis as a continuous,
interactive process involving four phases that constantly impact upon each other and are
carried out simultaneously (Miles and Huberman, 1994). These four phases was integral
to this study and their application is outlined as follows:
Data collection: Data for this study was collected by examining how the school’s
suspension data; building a profile of the behavior management at the schools through
examining their processes, procedures and alternatives to suspension; and interviewing
those who participate in the teaching, student supervisory or disciplinary roles.

	
  

105
	
  

Data display: Data of suspensions from schools, tables were constructed to facilitate
cross-case analysis and, at a glance, to be able to determine the policies and practices
regarding behavior management that a school employs.
Coding: Codes was written in the left-hand margin and memos in the right, in different
colors, so as to aid the visual representation of the data. Further into the analysis, these
codes were displayed without the transcripts in order to group together like-phenomenon
and begin to advance the analysis conceptually to the level where themes can be formed.
Visual displays such as matrices, concept maps and spreadsheets were used in
formulating the concepts as connections are made. Continually re-displaying the data
visually assisted in a stronger, more meaningful analysis.
Conclusions: Conclusions were confirmed by analyzing stages of the data analysis,
including the raw data, and confirming the significance of the suppositions. During each
of these stages, especially as data is being coded, the researcher was check for
consistency by taking random pages of the transcripts or policies and re-coding them. In
addition, the central and guiding questions was always displayed so as to reiterate the
focus of the study and prevent the analysis from drifting.
Protection of Participants
Participation in the study was voluntary. The researcher served to protect the
interests of the participants. All data was kept in a secure hard drive (external drive)
which is password protected. Permission to utilize district email distribution lists,
including Google Email, Infinite Campus, was obtained through the Permission to
Conduct Research agreement signed by Associate Superintendent of schools. The hard
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copy of each interview was stored in a locked drawer. After three years all files will be
erased and hard copies transcribed was be destroyed. Each transcribed interview used a
pseudonym to protect the confidentiality of the participants. Participants in the study
could withdraw at any time with no consequences. The researcher was granted
permission from the university’s Institutional Review Board (IRB). The researcher was
granted permission from the school district to perform the study and use data. The study
was conducted under minimal risk to the participants of the study, the researcher, and to
California State University Sacramento.
Conclusion
Chapter three discussed the methodology and process and implementation of the
study. The qualitative approach enabled further investigation and questioning of the
disparities in African American and Latino students in school discipline and concurrently
examines academic outcomes. The integration of this study’s findings is critical in
schools and will allow teachers and school site administrators to view how state policies
can or not make an impact in reforming past practices. Moreover, this study gave the
opportunity to former high school students to voice their experiences. Chapter four
presented the outcome of this research and lays out the themes that transpire from the
collected data.
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Chapter 4
DATA ANALYSIS AND FINDINGS
Introduction
In this chapter, the data analysis and findings are presented. This study
investigated the impact of Assembly Bill 1729 in four high schools in the Silicon Valley.
The study was initiated by a pilot study of one of selected high schools in testing the
formulated questions for the studies participants. The actual study consisted of a
qualitative approach utilizing a cross case analysis of the four schools descriptive data for
example: student demographics, teacher demographics, social economic standing of
students, total number of expulsions, total suspensions, graduation rate, and academic
performance index. The study also consisted of qualitative analysis of school site
administrators, teachers and adult former high school students with regard to their
perception of school discipline, school safety, classroom management, and teacher’s
effectiveness. The following research questions were answered:
1. Is there a pattern of disparity between high schools regarding the impact of
AB1729 on student suspensions, expulsions, and academic performance?
2. What are former adult student’s perceptions of their high school experience with
school discipline?
3. What are high school teachers’ perceptions regarding the impact of AB1729 on
their classroom experiences with student discipline and safety?
4. What are school site leaders’ perceptions of AB1729 and the impact on their
leadership practices on student discipline and maintaining a safe school?
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AB1729 Teacher and School Site Administrator Perspective Pilot Study
As previously denoted the researcher initiated a pilot study of one the selected
four high schools of the study. The pilot study was the inspiration to the main study and
assisted in creating the research questions to the initial study. The pilot study assessed the
perspectives of both teachers of high school four. The second part of the pilot study
assessed the perspectives of school site administrators of the selected high school district.
The results of the pilot study generated data that created a reference and tested the study
questions on a grander scale and participant population. The pilot study took over two
weeks to produce the participant’s responses. The pilot study is completely illustrated in
APPENDIX E.
Procedure
The researcher was granted permission by the Associate Superintendent of the
school district to email school site administrators of the pilot study and information to
participate in the study. The researcher then forwarded a closed-ended survey link to the
school site administrators of the district. Teachers were emailed a consent form to
participate in the study. The researcher then selected school site four due to the size of the
school with over 2200 students and a high student diversity population. The researcher
was granted permission from the site principal to email the closed-ended survey link to
the teachers. The survey responses were collected via SurveyMonkey.com. The Data was
inputted into Excel files, sorted by categories, and presented in charts and graphs.
Descriptive and inferential statistics was utilized to summarize and present results. The
first part of the study is illustrated below with selected High School four.
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Teachers from High School Perspectives
Table 1.4. shows the student demographics and population of the school during
the 2014-2015 school year. The school has 98 teachers in the classroom. Responses were
received from 52 teachers (53%). Table 1.5. demonstrates the response rate of the
teachers at the selected school site.
Table 1.4.
High School 4 Student Sample Size

High
School

4

Hispanic
or Latino

American
Indian or
Alaska
Native

Asian

Pacific
Islander

878

14

386

9

Filipino

African
American,
Black

84

110

White

Two
or
More
Races

Not
Reported

Total

693

82

15

2,271

Table 1.5.
Teacher Sample Size and Response Rate
Instrument
Teacher Close
Ended Survey

	
  

Sample

98

# Of
respondents

52

Response
Rate

53%
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Table 1.6.
Race or Ethnicity of Teacher
What is your race or ethnicity?
Answer Options

Response Percent

Response Count

White
Latino or Hispanic
Black or African-American
American Indian or Alaskan Native
Asian
Native Hawaiian or other Pacific Islander
From multiple races

69.2%
7.7%
1.9%
1.9%
11.5%
0.0%
7.7%
answered question
skipped question

36
4
1
1
6
0
4
52
1

Table shows the teachers race and ethnicity. Of the 52 respondents 36 (69.23%) teachers
indicated being White, 6 are Asian, 4 are Latino/Hispanic, 4 are from multiple races, 1
Black/African American, 1 American Indian or Alaskan Native.

Teacher Perspective Findings
The study produced descriptive data of teacher’s responses in terms of
respondent’s perception of school safety, purpose and clarity of discipline policy, class
size, classroom management, school suspensions, and common concerns with student
misbehavior or campus climate. The survey revealed that teachers understand and agree
with the factors involved in creating a learning environment. The results of the survey
revealed the respondents perception of which student groups based on race and ethnicity
are commonly disciplined and struggling to graduate are Latino and African American
students as the literature review has indicated. The survey data indicated that teachers are
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divided between the practices of Zero tolerance policies in reducing student misbehavior.
In addition, the pilot study measured the respondent’s perception of AB1729, as
(65.35%) indicated that the bill had reduced suspension at the school site. The
respondents (57.75%) showed that the bill had not negatively impact their ability to
maintain an effective managed classroom. However, (42.85%) of the respondents felt that
AB1729 had impacted their ability to manage a classroom, also the study revealed that
(65.31%) of the respondents felt that bill had not negatively impacted the safety of the
school. Nevertheless, (34.69%) of the respondents agreed that bill negatively impacted
the safety of the school due to the reduction of suspensions and the implementation of
alternatives to suspensions. The pilot study has revealed the importance in evaluating the
effectiveness of AB1729 and what repercussions that are caused in the classroom. The
data illustrated that teacher perception is important in addressing student discipline.
School Site Administrator Perspective
The second part of this pilot study was to assess the selected school district school
site administrators overall perspective on AB1729. As previously stated the researcher
forwarded a Surveymonkey link to a close-ended survey, consisting of 23 questions.
Table 1.7.
School Site Administrator Sample Size and Response Rate

	
  

Instrument

Sample

# Of
respondents

Close
Ended
Survey

34

24

Response
Rate

70.5%
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Table 1.7. reveals that twenty-four (70.5%) respondents of the selected sample of school
site administrators participated in the pilot study.
Table 1.8.
Gender of School Site Administrators
What is your gender?
Answer Options
Male
Female

Response
Percent
37.5%
62.5%
answered question
skipped question

Response
Count
9
15
24
0

Table 1.8. illustrates the response rate of the total male and female administrators; more
female participants responded than male participants
School Site Administrator Perspective Findings
The study produced descriptive data of school site administrator’s perception of
school safety, class size, classroom management, school suspensions, student
misbehavior, campus climate and Assembly Bill 1729. The survey revealed that
administrators understand and agree with the factors involved in creating and establishing
a safe learning environment. The results of the survey revealed the respondents
perception of which student groups based on race and ethnicity are commonly disciplined
and struggling to graduate from high school are Latino and African American students.
The survey results indicated that administrators predominantly disagree that zero
tolerance policies have reduced student discipline with only (20.83%) of six of the
twenty-four administrators agreeing.
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In addition, the pilot study assessed the respondent’s perception of what is
necessary in creating a learning environment (87.50%) agreed that establishing
relationships, caring classrooms, communicating, enforcing expectations and assisting
students socially, emotionally is part of creating a learning environment. The survey
further revealed the perception of AB1729, as (69.57%) indicated that the bill had
reduced suspensions. The respondents (75.00%) revealed that the bill had not negatively
impacted their ability to maintain an effective managed classroom. The study revealed
that (83.33%) of the respondents felt that bill had not negatively impacted the safety of
the school.
Conclusion
The pilot study has revealed significance in assessing the effectiveness of
AB1729 and what possible causations have occurred due to the policy implementation.
Furthermore, the result presented the perception of school site administrators of zero
tolerance polices, student suspensions and classroom management. This pilot study
revealed that school site administrators perceived that student suspensions have reduced
since the implementation of Assembly Bill 1729. Moreover, the practice of zero tolerance
policies is not effective in reducing student discipline. However, as the pilot sample
teachers revealed from the school site sample that Latino and African American students
are predominantly at risk of being disciplined and of poor academic performance.
Therefore, it is crucial that research questions further investigate for more intimate
qualitative data from former high students who have been disciplined. In conclusive, this
preliminary pilot study has validated the importance of further studying the
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implementation of Assembly Bill 1729 and reveals the relationship with key stakeholders
in its put into practice.
Cross Case Analysis Study of Four High Schools
This qualitative study made use of a cross-case analysis to assess and better
understand what impact Assembly Bill 1729 had in student suspension rates, expulsion
rates, academic performance. Moreover, this study assed the perception of teachers and
school site administrators. The study assessed former high school student’s perception of
their high school experience with school discipline. According to Merriam (2009), case
study methodology “offers a means of investigating complex social units consisting of
multiple variables of potential importance in understanding the phenomenon” (p.50).
Furthermore, Merriam (2009) states that as the number of cases increase, the more
convincing the results. In this study, each participating former student, school site,
teacher, school site administrator framed a case within this cross-case analysis study.
Profile of High Schools
The first section of this cross case analysis study is the examination of the four
high schools located in San Jose. As indicated this study analyzed the following school
years, 2011-2012, 2012-2013 and 2013-2014. All high school sites selected for this study
have an A-G curriculum and are subject to California Education Code and State Board of
education policies and measures of academic success. All of the high schools in this
study have an A-G curriculum, where all the subjects are taught for example
history/social science, English, mathematics, laboratory science, language other than
English, visual/performing arts, and college-preparatory electives.
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The four high schools are all funded through the new Local Control Funding
Formula (LCFF) and accountable to the Local Control Accountability Plan (LCAP), and
the State Board of Education (SBE) regulations that govern the expenditure of the
supplemental and focused grant funding. Moreover, all of the schools sites have adapted
to the Common Core Standards that were introduced nationally in 2012. All of the
schools are accountable to the public, state and federal constituents. None of the school
sites are charter schools or alternative education schools.
According to the Department of Education California's public school students
take part annually in statewide testing known as the Standardized Testing and Reporting
(STAR) program, and schools are assigned an Academic Performance Index (API) based
on results from STAR testing. Under the federal law known as No Child Left Behind
(NCLB), from 2003 forward the API is also used to evaluate schools for Adequate Yearly
Progress (AYP) (CDE, 2014).
High School 1 Profile
The first school site analyzed is High School 1 (HS1); it is located in the southern
central area of San Jose between highway 101 and highway 87. The school site was
established in 1956 and is one of oldest schools in Santa Clara County. According to its
School Accountability Report Card (SARC) it serves “a culturally, academically, and
economically diverse community”. Students speak more than thirteen different languages
and come from diverse cultural backgrounds. The mission of the school is to develop
morally and ethically responsible lifelong learners with the ability to earn a post-
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secondary degree, succeed in the 21st century workforce, and effectively support a
diverse global society (CDE, 2014).
High School 1 is located in a diverse community of San Jose; figure 3.0. explains
the student demographics of the school site. During the 2013-2014 school year the
student body was made up of 60% Latino, 30.1% Asian, 3.0% Filipino, 2.9% White,
2.3% Black, 0.2% American Indian or Alaska Native, 0.4% Native Hawaiian/Pacific
Islander and 0.8% Two or more races. According to the California Department of
Education (2014), (HS1) serves a large population of socially economic disadvantaged
students. According to the United States Census (2010) the community where (HS1) is
located is home to a families living 13%-20% below the poverty rate of San Jose of
12.6%. High school 1 qualifies as Title 1 School. Figure 3.1. shows the percentages of
poverty in different colors on an interactive map. (HS1) serves 1,552 (72.5%) students
who are social economically disadvantaged as illustrated on Table 1.9. and Table 2.0.
depicts the teacher’s demographics.
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2013-2014

2012-2013

2011-2012

Figures 3.0. High School 1 Student Demographics
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Table 1.9.
High School 1 Social-Economically Disadvantage Students
Hispanic
or
Latino

American
Indian or
Alaska
Native

Asian

Pacific
Islander

20132014

1,031

5

405

20122013

924

4

20112012

888

1

School
Year

White

Two
or
More
Races

Not
Reported

Total

44

28

5

0

1,552

16

28

18

8

0

1,386

35

30

27

9

0

1,466

Filipino

African
American,
Black

9

25

384

4

471

5

Table 2.0.
High School 1 Teacher Demographics
Race or Ethnicity
American Indian or Alaska
Native
Asian
Native Hawaiian or Pacific
Islander
Filipino
Hispanic or Latino
Black or African American
White
Two or More Races
Total

	
  

Number of
Teachers
0

Percent of
Total
0.00%

16
0

15.20%
0.00%

3
18
4
64
0
105

2.90%
17.10%
3.80%
61.00%
0.00%
100%
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Figure 3.1. High School 1 Percent of Population below Poverty Map
http://www.sanjoseca.gov/index.aspx?nid=2046
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High School 1 Academic Outcomes
(HS1) is a large comprehensive high school site that has over one hundred
teachers and three school site administrators. The school site is known for their Magnet
Program for Health and Medical, where students are taught entry level courses for the
this field. The school is recognized for its International Baccalaureate program, where
students are offered and taught in a rigorous curriculum during the 11th and 12th grade.
(HS1) is transitioning to the new Common Core Standards, where teachers and staff are
now in the second year of this change. According to (HS1) profile statement, the school
emphasizes that students have the opportunity for understanding how to solve math
problems over rote memorization, and other subjects that engage and encourage you to
become independent, thinking citizens of a new, connected, and rapidly changing world.
In 2013-2014 (HS1) had 105 teachers in the classroom. Table 2.1. depicts the number of
twelfth-grade graduates, by ethnicity, completing all the courses required for University
of California (UC) and/or California State University (CSU) entrance with a grade of "C"
or better. This represents only a portion of the entrance requirements for UC or CSU.

Table 2.1.
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High School 1 Graduates with UC/CSU Required Courses by Race/Ethnicity
2012-2013 School Year
Graduates with UC/CSU
Race/Ethnicity
Required Courses
American Indian or
0
Alaska Native
Asian
78
Native Hawaiian or
0
Pacific Islander
Filipino
7
Hispanic or Latino
36
Black or African
2
American
White
1
Two or More Races
0
None Reported
0
Total
124

As % of Graduates in
Each Ethnic Group
School
0.0%
52.7%
0.0%
38.9%
18.4%
22.2%
9.1%
0.0%
0.0%
32.2%

Table 2.2. shows (HS1) Academic Performance Index for the three consecutive
school years 2011-2012, 2012-2013 and 2013-2014 school years. Latino students were
the largest population of students to be assessed with an average sample size of 860
students during those three years and averaged a score of 631. African American students
were the forth-smallest sample during the three years with an average sample of 29
students and scored an average of 663. Overall, Latino and African American students
scored lower than the school wide score of 705 during the three school years. Asian
students had the highest API average score during the three school years with 821;
Filipino students had the second highest average score with 770 and followed by White
students with an average of 761.

Table 2.2.
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High School 1 Academic Performance Index (API) Scores

School
wide
Black or
African
American
American
Indian or
Alaska
Native
Asian
Filipino
Hispanic
or Latino
Native
Hawaiian
or Pacific
Islander
White
Two or
More
Races
Socioecono
mically
Disadvanta
ged
English
Learners
Students
with
Disabilities

	
  

# Of
students
included
in 20112012

2011 -12
Growth
API

# Of
students
included
in 20122013

2012 -13
Growth
API

# Of
students
included
in 20132014

2013 -14
Growth
API

1525

688

1490

713

1473

713

27

669

34

658

28

663

2

0

1

0

4

0

502
58
865

803
752
617

491
55
846

835
775
638

466
46

827
788
638

10

0

5

0

868
5

0

50
11

704
826

43
15

753
771

42
14

836
791

1106

673

1090

691

1036

690

742

598

805

641

613

597

129

389

131

401

127

430
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Table 2.3. reveals the graduation rates for all student groups at (HS1). The
average school wide graduation rate was 75.75% for the three school years. During the
three school years Latino students were the largest student group with an average
graduation rate of 67.89%, and Black students had an average graduation rate of 68.55%.
Both African American/Black and Latino students had a lower graduation rate than the
mean average for HS1. Furthermore, Asian students are the second largest population of
students and they had an average graduation rate of 86.88% and Filipino students had the
highest average graduation rate of 89.4. White students are one of the smaller student
groups with an average graduation rate of 72.5%.

According to the California

Department of Education, some of the student populations were exempt from graduation
rates due to the student group having less than 50 students in the selected group, these
student groups were coded N/A in the table (CDE, 2014)
Table 2.3.
High School 1 Student Graduation Rates
School wide
Black or African American
American Indian or Alaska Native
Asian
Filipino
Hispanic or Latino
Native Hawaiian or Pacific Islander
White
Two or More Races
Socioeconomically Disadvantaged
English Learners
Students with Disabilities

	
  

2011-2012
73.4
56.25
N/A
84.34
87.5
66.05
100
66.67
N/A
72.41
63.69
51.11

2012-2013
78.31
81.82
N/A
89.42
91.3
68.15
100
78.26
N/A
77.13
66.5
57.69

2013-2014
75.77
60.00
N/A
85.15
91.3
69.47
100
78.26
N/A
74.92
N/A
NA
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High School 1 Discipline Outcomes
Figure 3.2. illustrates the total suspensions during the 2011 school year until the
2013 school year. During the 2011-2012 school year suspensions were the highest and
declined from 485 suspensions to 245 suspensions in 2012-2013. The total number of
students suspended also declined from 282 to 189. However, in 2013-2014 the
suspension totals increased to 303 total and the number of students suspended stayed
stagnant at 190. Overall, there has been a profound decrease in the total number of
suspensions, 240 less suspensions a 49% decrease since 2011 and a 67% decrease of total
suspended students.

Figure 3.2. High School 1 Total Suspensions
Figure 3.3. illustrates the suspension totals by Race/Ethniciy and Gender. During
the 2011-2012 school year there was a total of 123 suspended Latino males (44%), 59
Latina females (21%) of all suspensions. There was a total of 11 Black males (4%) and 6
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Black females (2%) of all suspensions. In 2012-2013 there was a decrease in suspensions
with 190 suspensions overall. However, there was 88 Latino males suspended (46%) and
44 Latina females (23%) suspended. There was 4 Black males suspended (2%) and 9
Black females (5%) suspended. During the last year 2013-2014 total suspensions
remained the same with 189 suspensions. There were 106 Latino males (58%) suspended
and 43 Latina females (23%) suspended.
Overall, Latino males made up (48%) of all the suspensions during the three years
of suspension data. Latina females accounted for (21%) of all the suspensions. In 20112012 there was 33 Black males students enrolled and 11 of them were suspended, 1 out
of 3 Black male students were suspended. In the same year there were 25 Black females
enrolled and 6 were suspended, or 1 out of 4 was suspended. During the 2013-2014 there
were 31 Black males and 31 Black females enrolled and 14 males (45%) were suspended,
6 (19%) females were suspended.
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Figure 3.3. High School 1 Student Suspension Totals By Race/Ethncity and Gender
Figure 3.4. illustrates the total number of Special Education Students (SPED) that
were suspended during the three school years being analyzed. During the 2011-2012
school year there were 55 (SPED) students suspended, making up 19.5% of students
suspended and 135 (28%) of all suspensions/events. In the 2012-2013 school year there
were 53 (SPED) students suspended, accounting for 28% of all suspended students and
126 (55%) of the suspensions/events. Lastly, 2013-2014 school year 39 (SPED) students
were suspended and there were 92 suspensions events. Overall, there has been a decrease
in suspensions for Special Education Students. Figure 3.4. illustrates the total SPED
suspensions vs. the total suspensions/events.

	
  

127
	
  

Figure 3.4 Total SPED Student Suspensions vs. Total Students Students Suspended
Table 2.4 depicts the total number of expulsions during the 2011-2013 school
years. In 2011-2012 there was 4 expulsions, all were Latino males. In 2012-2013 there
was 6 expulsions, 3 Latino males and 1 Latina female, 1 Asian male and 1 Asian female
students were expelled. In the last year 2013-2014 there were 3 expulsions, 1 Asian
female, 1 Latina female and 1 Latino male were expelled from HS1. Overall, Latino
males made up 61% of all expulsions; Latina females made up 15% , Asian females 15%,
and Asian males 7%. All of the reasons for expulsions were under the Must Recommend
Expulsion (Education Code: 48915 (c) or Shall Recommend Expulsion (Education Code:
48915. (a) in the expulsion matrix as illustrated in chapter 2.
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Table 2.4.
High School 1 Total Expulsions
School Year

2011-2012

2012-2013

2013-2014

Total
Expulsions

4

6

3

(1)
Brandishing a
knife

(1)
Possession of
controlled
substance

(3)
Sale of
controlled
substance

(#) Reasons

(2)
Sale of controlled
substance
(1)
Commit assault
of employee

(#) Of
Students by
Race &
Gender

(4)
Latino Males

(1)
Possession
of Firearm
(2)
Possession
of knife
(2)
Sale of
controlled
substance
(3)
Latino Males
(1)
Latina Female
(1)
Asian Male

(#) Special
Education
Students
(SPED)

	
  

NONE

(1)
Asian Female
NONE

(1)
Asian Female
(1)
Latina
Female
(1)
Latino Male
NONE
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High School 2 Profile
The second high school analyzed (HS2), is located in south San Jose, CA and was
established in 1967. The school site serves more than 1900 students from very diverse
backgrounds. According to its School Accountability Report Card (SARC), the mission
statement of the school states “To provide a safe, caring, learning environment where
students achieve the academic, aesthetic, personal, and social development required to
continue learning, pursue post-secondary education, compete in a changing job market,
and participate in a multicultural democratic society”(www.cde.ca.gov/ta/ac/sa/).
Figures 3.5. display High School 2 demographics, with a student population of
1,931 students in 2013-2014. HS2 had the largest student population of Latino students
with 1,030, 18 American Indian or Alaskan Native, 477 Asian students, 180 White
students, 129 African-Americans students, 93 students who identify with two or more
races. Table 2.5. displays the school sites student demographics. HS2 has a large student
population of social economically disadvantaged students with 1,164 or (60%) of the
student population during the 2013-2014 school year. Table 2.6. displays the teacher’s
demographics during the 2013-2014 school year. The majority of the staff was 60%
White, 17% Asian and 15% Latino. Figure 3.6. displays the community where (HS2) is
located. As 13%-20% or more families live below the poverty rate.
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2013-2014

2012-2013

2011-2012

Figures 3.5. High School Site 2 Student Demographics
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Table 2.5.
High School 2 Social-Economically Disadvantage Students
School
Year

Hispanic or
Latino

American
Indian or
Alaska
Native

Asian

Pacific
Islander

Filipino

African
American

White

Two
or
More
Races

Total

20132014

755

4

214

7

12

81

46

45

1,164

20122013

692

6

223

10

15

63

44

23

1,076

20112012

720

4

253

9

16

79

51

13

1,145

Table 2.6.
High School 2 Teacher Demographics
Race or Ethnicity
American Indian or Alaska
Native
Asian
Native Hawaiian or Pacific
Islander
Filipino
Hispanic or Latino
Black or African American
White
Two or More Races
Total

	
  

Number of
Teachers
1

Percent of
Total
1%

15
1

17%
1%

3
13
1
55
0
89

3%
15%
1%
62%
0.00%
100%
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Figure 3.6. High School 2 Percent of Population below Poverty Map
http://www.sanjoseca.gov/index.aspx?nid=2046
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High School 2 Academic Outcomes
(HS2) is a large comprehensive high school with over 1900 students, 89 teachers
and 3 school site administrators; the school site provides programs and services for
students for all students and offers accelerated and recovery classes. Tutoring and a
homework center are available for students. The school has a comprehensive plan for
professional development that is data driven and directly linked to teaching and learning.
The school enables parents to be involved in school with multiple parental committees.
(HS2) is transitioning to the new Common Core Standards, where teachers and staff are
now in the second year of this change. Table 2.7. illustrates the number of twelfth-grade
graduates, by ethnicity, completing all the courses required for University of California
(UC) and/or California State University (CSU) entrance with a grade of "C" or better.
Table 2.7.
High School 2 Graduates with UC/CSU Required Courses by Race/Ethnicity
2012-2013 School Year

Race/Ethnicity
American Indian or
Alaska Native
Asian
Native Hawaiian or
Pacific Islander
Filipino
Hispanic or Latino
Black or African
American
White
Two or More Races
None Reported
Total

	
  

As % of Graduates in
Each Ethnic Group

Graduates with UC/CSU
Required Courses

School

0

0.0%

87

67.4%

2

33.3%

9
44

39.1%
24.9%

10

40.0%

23
0
0
175

41.8%
0.0%
0.0%
42.0%

134
	
  

Table 2.8. shows (HS2) Academic Performance Index for the three consecutive school
years. Latino students were the largest population of students to be assessed with an
average sample size of 737 students during those three years and averaged a score of 639.
Black students were the forth-smallest sample with an average sample of 92 students
during the three years who scored an average of 662. Overall, Latino and African
American students scored lower than the school wide score of 705 during the three school
years. Asian students had the highest API average score during the three school years
with 826; Filipino students had the second highest average score with 745 followed by
White students with an average of 768.
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Table 2.8.
High School 2 Academic Performance Index (API) Scores
# Of
students
included
in 20112012

2012 13
Growth
API

# Of
students
included
in 20132014

2013 14
Growth
API

1472

705

1416

693

1361

716

103

665

88

665

85

657

5

0

5

0

6

0

Asian

354

835

332

815

281

829

Filipino
Hispanic or
Latino
Native
Hawaiian or
Pacific
Islander

63

723

61

742

54

771

743

633

730

626

709

659

18

721

15

606

13

642

179

766

156

755

137

783

6

0

29

743

76

753

905

666

856

665

782

677

553

623

552

622

424

625

131

431

145

434

165

478

School wide
Black or
African
American
American
Indian or
Alaska Native

White
Two or More
Races
Socioeconomi
cally
Disadvantage
d
English
Learners
Students with
Disabilities

	
  

2011 -12
Growth
API

# Of
students
included
in 20122013
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Table 2.9. represents the graduation rates for all student groups at (HS2). The
average school wide graduation rate was 76.73% for the three school years. During the
three school years, Latino students were the largest student group with an average
graduation rate of 69.98%, and Black students had an average graduation rate of 73.55%.
Both African American and Latino students had a lower graduation rate than the mean
average for HS2. Furthermore, Asian students are the second largest population of
students, and they had an average graduation rate of 89.17%. White students are one of
the smaller student groups with an average graduation rate of 73.24%. According to the
California Department of Education, some of the student populations were exempt from
graduation rates due to the student group having less than 50 students in the selected
group, these student groups were coded N/A in the table.
Table 2.9.
High School 2 Student Graduation Rates

School wide
Black or African American
American Indian or Alaska Native
Asian
Filipino
Hispanic or Latino
Native Hawaiian or Pacific Islander
White
Two or More Races
Socioeconomically Disadvantaged
English Learners
Students with Disabilities

	
  

2011-2012
72.28
70
0
85
90
65.38
85.71
72.73
50
68.98
54.24
53.85

2012-2013
77.94
74
0
92.86
96
70.68
85.71
72
80
72.96
60.8
45.9

2013-2014
79.95
76.67
N/A
89.65
N/A
73.9
N/A
75
N/A
75.8
65.67
53.25
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High School 2 Discipline Outcomes
Figure 3.7. shows the total suspensions during the three selected school years.
During the 2011-2012 school year suspensions were the highest and declined from 651in
2011-2012 to 296 in 2012-2013, and 269 suspensions in 2013-2014. The total number of
students suspended also declined from 299 to 172. Overall, there has been a vast decrease
in the total number of suspensions with 382 less suspensions a 58% decrease since 2011.

Figure 3.7. High School 2 Total Suspensions
Figure 3.8. illustrates the suspension totals by Race/Ethniciy and Gender. During
the 2011-2012 school year there was a total of 203 Latino males were suspended (46%)
of all suspensions, 102 Latina females (23%) of all suspensions. There was a total of 25
Black males (6%) and 32 Black females (5%) of all suspensions. In 2012-2013 there was
a decrease where 92 Latino males suspended (51%) and 38 Latina females (21%)
	
  

138
	
  

suspended. There were 24 Black males suspended (13%) and 18 Black females (14%) of
all suspended. During the 2013-2014 school year where 77 Latino males (59%) and 30
Latina females (23%) suspended. There were 5 Black males (5%) and 18 Black Females,
making up (14%) of all suspensions during the 2013-2014 school year.

Figure 3.8. High School 2 Student Suspension Totals By Race/Ethncity and Gender
Figure 3.9. illustrates the total number of Special Education Students (SPED) that
who were suspended during the three school years being analyzed. During the 2011-2012
school year there were 88 (SPED) students suspended making up 29% of students
suspended. In the 2012-2013 school year there were 45 (SPED) students suspended,
accounting for 25% of all suspended students. Lastly, 2013-2014 school year 54 (SPED)
students were suspended accounting for 31% of all suspensions during the school year.
Overall, there has been a decrease in the number of (SPED) students; however, this
group of students remains a high percentage of total suspensions.
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Figure 3.9. Total SPED Student Suspensions vs. Total Students Students Suspended
Table 3.0. depicts the total number of expulsions during the three school years. In
2011-2012 there were 2 expulsions, both students were Latino males, and in the In 20122013 there were 2 expulsions, 1 Latino male and 1 Asian Male. In the last year 20132014 there were 2 expulsions, 1 Latino male and 1 White male expelled from HS2.
Overall, Latino males made up 67% of all expulsions, during the three school years. All
of the reasons for expulsions were under the Must Recommend Expulsion (Education
Code: 48915 (c) or Shall Recommend Expulsion (Education Code: 48915. (a) in the
expulsion matrix as illustrated in chapter 2.
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Table 3.0.
High School 2 Total Expulsions

School
Year
Total
Expulsions
(#) Reasons

(#) Of
Students by
Race &
Gender

(#) Special
Education
Students
(SPED)

	
  

2011-2012

2012-2013

2013-2014

2

2

2

(1)
Possession of
Controlled
Substance

(1)
Assault/Cause
Physical Injury

(1)
Sale of controlled
substance

(1)
Robbery
Extortion

(1)
Possession of
knife

(1)
Assault and
Battery of School
Employee

(2)
Latino Males

(1)
Latino Male

(1)
Latino Male

(1)
Asian Male

(1)
White Male

NONE

NONE

NONE
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High School 3 Profile
The third school analyzed (HS3), is located in the northeastern part of San Jose.
It’s a large comprehensive high school that first opened its doors in 1965. The school
serves more than 2,200 students and a diverse student population. Moreover, it’s a
California distinguished high school that has gained vast recognition for its exemplary
success. The school site is also recognized for its rigorous UC/CSU A-G curriculum,
Advance Placement Courses, award winning music and drama programs. The school has
a magnet program for students who want to pursue learning fundamental skills in
business and gains certification in Microsoft word and excel. (HS3) has a computer aided
drafting design program that introduces students to pre-engineering skills in schematic
drawing and floor planning.
According to its School Accountability Report Card (SARC) its mission is
“to provide all students with a strong educational program, one that develops academic,
vocational, thinking, communication, technical, physical, and cooperative skills. The staff
encourages respect for diversity, appreciation for the arts, responsibility, self-esteem,
healthful living, self-direction, tolerance, fairness, honesty, and respect, while
encouraging each student to achieve his or her potential”. The school site has also
adopted the new curriculum, based on Common Core State Standards. The emphasis is to
create critical thinkers and emphasizes

“how to solve math problems over rote

memorization and other subjects that engage and encourage you to become independent,
thinking

citizens

of

(www.cde.ca.gov/ta/ac/sa/).

	
  

a

new

connected

and

rapidly

changing

world”
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High School 3 has diverse student population, in 2013-2014 the student
population was made up 51.5% Asian, 23.1% Latino, 9.7% Filipino, 7.5% White, 4.2%,
Two or more races, 3% African-Americans, 0.4% Native Hawaiians or Pacific Islanders,
0.3% American Indians or Alaska Natives, 0.1% None reported. Figures 4.0. illustrates
the student demographics and total number of students enrolled during the three school
years. Table 3.1. displays the population of social economically disadvantaged students.
HS3 has only 28% of its student population that receives free and reduced lunch. This
school does not qualify for Title 1 due to the low percentage of students who are social
economically disadvantaged. Table 3.2. shows the teacher’s demographics during the
2013-2014 school year. The majority of the staff was 62% White, 11% Asian and 12%
Latino. Figure 4.1. displays the community where (HS3) is located. The map illustrates
that less than 5% or less of the families in this community live below the poverty rate.
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2013-2014

2012-2013

2011-2012

Figures 4.0. High School 3 Student Demographics
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Table 3.1.
High School 3 Social-Economically Disadvantage Students
School
Year

Hispanic
or
Latino

American
Indian or
Alaska
Native

Asian

Pacific
Islander

Filipi
no

African
America
n

White

Two
or
More
Races

Total

20132014

222

3

320

1

29

29

27

23

625

20122013

196

5

312

1

25

29

19

15

602

20112012

179

4

305

4

19

36

31

10

588

Table 3.2.
High School 3 Teacher Demographics
Race or Ethnicity
Asian
Filipino
Hispanic or Latino
Black or African American
White
Total

	
  

Number of
Teachers
10
9
11
6
59
95

Percent of
Total
11%
9%
12%
6%
62%
100%
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Figure 4.1. High School 3 Percent of Population below Poverty
http://www.sanjoseca.gov/index.aspx?nid=2046
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High School 3 Academic Outcomes
Table 3.3. illustrates the number of twelfth-grade graduates, by race/ethnicity,
completing all the courses required for University of California (UC) and/or California
State University (CSU) entrance with a grade of "C" or better in 2012-2013. 25% of
Latino students who graduated in 2012-2013 completed UC/CSU courses. Seven or
(30%) of Black students in the 12th graded completed the requirements. Overall, the
school site had 54.8% of all 12th grade students during the school year fulfill the
requirements.
Table 3.3.
	
  
High School 3 Graduates with UC/CSU Required Courses by Race/Ethnicity
2012-2013 School Year
Graduates with UC/CSU
Race/Ethnicity
Required Courses
American Indian or
0
Alaska Native
Asian
204
Native Hawaiian or
1
Pacific Islander
Filipino
20
Hispanic or Latino
18
Black or African
7
American
White
22
Two or More Races
0
None Reported
0
Total
272

	
  

As % of Graduates in
Each Ethnic Group
School
0.0%
72.9%
12.5%
41.7%
25.0%
30.4%
34.9%
0.0%
0.0%
54.8%
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Table 3.4. shows (HS3) Academic Performance Index for the three consecutive
school years. Latino students were the second largest population of students to be
assessed with an average sample size of 331 students during those three years and
averaged a score of 706. Black students were the fifth-smallest sample with an average
sample of 63 students during the three years and scored an average of 696. Overall,
Latino and African American students scored lower than the average school wide score
of 826 during the three school years. Asian students had the highest API average score
during the three school years with 895; Filipino students had the second highest average
score with 807, followed by White students with an average of 798.
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Table 3.4.
High School 3 Academic Performance Index (API) Scores

School wide
Black or
African
American
American
Indian or
Alaska
Native
Asian
Filipino
Hispanic or
Latino
Native
Hawaiian or
Pacific
Islander
White
Two or More
Races
Socio
Economic
Ally
Disadvantage
d
English
Learners
Students with
Disabilities

	
  

# Of
students
included
in 20112012

2011 -12
Growth
API

# Of
students
included
in 20122013

2012 -13
Growth
API

# Of
students
included
in 20132014

2013 -14
Growth
API

1588
71

829
706

1632
66

819
652

1621
53

831
730

9

0

11

763

9

0

805
157
305

897
794
716

867
153
331

892
802
697

872
145
357

896
827
706

14

725

15

692

8

189
31

819
751

166
22

793
796

127
50

782
822

484

780

513

765

503

784

295

737

457

765

308

730

82

533

117

476

124

516
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Table 3.5. displays the graduation rates for all student groups at (HS3). The
average school wide graduation rate was 92.71% for the three school years. During the
three school years Latino students were the second largest student group with an average
graduation rate of 84.43%, and Black students had an average graduation rate of 96.08%.
Latino students had a lower graduation rate than average for HS3. However, Black
student’s surpassed the school wide graduation rate. Asian students are the largest
population of students and they had an average graduation rate of 96.7% for all three
school years. According to the California Department of Education some of the student
populations were exempt from graduation rates due to the student group having less than
50 students in the selected group, these student groups were coded N/A in the table.
Table 3.5.
High School 3 Student Graduation Rates
School wide
Black or African American
American Indian or Alaska Native
Asian
Filipino
Hispanic or Latino
Native Hawaiian or Pacific
Islander
White
Two or More Races
Socioeconomically
Disadvantaged
English Learners
Students with Disabilities

	
  

2011-2012
92.15
95.65
100
95.99
92.59
85.86

2012-2013
91.15
92.59
100
94.72
95.56
83.72

2013-2014
94.84
100
50
99.29
88.89
83.72

100
86.49
100

100
89.06
74.07

100
95.45
N/A

86.52
88.19
58.33

86
83.33
50

91.47
78.95
75.76
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High School 3 Discipline Outcomes
Figure 4.2. demonstrates the total suspensions from the 2011- 2012 school year

through the 2013-2014 school year. During the 2011-2012 school year suspensions were
the highest and declined from 144 suspensions to 55 suspensions in 2013-2014. The total
number of students suspended also declined from 92 to 43. There has been a decrease in
the total number of suspensions with 89 fewer suspensions, a 62% decrease, since 20112012 and a 47% decrease of total suspended students.

Figure 4.2. High School 3 Total Suspensions
Figure 4.3. demonstrates the suspension totals by Race/Ethnicity and Gender.
During the 2011-2012 school year there were 33 suspended Latino males (36%) and 3
Latina females (3%) of all suspensions. Moreover, there were a total of 16 Black males
(17%) suspended and no Black females suspended. In 2012-2013 there was a decrease in
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suspensions with 20 Latino males suspended (32%) and 3 Latina females (5%)
suspended. There were 3 Black males suspended (5%) and 1 Black female (2%) of all
suspended. During the last year, 2013-2014, there were 19 Latino males (44%) and 10
Latina females (23%) suspended. Seven Black males were suspended (16%) and 2 Black
Females made up 5% of all suspensions during the 2013-2014 school year.

Figure 4.3. High School 3 Student Suspension Totals By Race/Ethnicity and Gender
Figure 4.4. illustrates the total number of Special Education Students (SPED)
that were suspended during the three school years being analyzed. During the 2011-2012
school year there were 23 (SPED) students suspended making up 31% of students
suspended. During the 2012-2013 school year there were 21 (SPED) students suspended,
accounting for 33% of all suspended students. Lastly, in the 2013-2014 school year, 16
students were suspended, accounting for 37% of all suspension during the school year. In
conclusion, there has been a decrease in the number of (SPED) students suspended,
however, this group students remains a high percentage of overall suspensions.
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Figure 4.4. Total SPED Student Suspensions vs. Total Students Suspended
Table 3.6. depicts the total number of expulsions during the three-presented
school years. In 2011-2012 there were 5 expulsions, Latinos made up 60% of all
expulsions and the others were 1 Black male and 1 Asian male. In 2012-2013 there was
1 expulsion, which consisted of 1 Latino male. In the last year 2013-2014 there were 2
expulsions, 1 Latino male (SPED) and 1 Two more races Male. Latino males made up
71% of all expulsions during the three school years. All of the reasons for expulsions
were under the Must Recommend Expulsion (Education Code: 48915 (c) or Shall
Recommend Expulsion (Education Code: 48915. (a). in the expulsion matrix as
illustrated in chapter 2.
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Table 3.6.
Total Expulsions for High School 3

School
Year
Total
Expulsions
(#) Reasons

(#) Of
Students by
Race &
Gender

(#) Special
Education
Students
(SPED)

	
  

2011-2012

2012-2013

2013-2014

5

1

2

(4)
Possession of
Controlled
Substance
(1)
Possession of a
knife
(3)
Latino Males
for Possession
of controlled
substance
(1)
Black male for
Possession of
knife
(1)
Asian male for
Possession of
controlled
substance
NONE

(1)
Assault/Cause
Physical Injury

(1)
Committed
Sexual Battery
(1)
Arson of School

(1)
Latino Male

(1)
Latino Male
(1)
Two or more
races Male

NONE

(1)
Latino Male
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High School 4 Profile
The fourth school to be assessed is (HS4), which is located at the southern end of

San Jose. It first served students in 1974. The school serves more than 2,300 students
who come from diverse backgrounds. The school site has 93 teachers and 3 school site
administrators. The school site works cohesively with its parents/ guardians and
volunteers to provide a supportive school environment.

HS4 is recognized for its

multimedia magnet school; students can take three years of multimedia courses focusing
on Adobe Creative Suite software tools, graphic design, digital video and music
production. According to its School Accountability Report Card (SARC) the schools
mission is to “provide a safe and caring learning environment where students achieve the
academic, aesthetic, personal, and social development required to continue learning and
pursuing post secondary education, to compete in a changing job market, and to
participate in a multicultural, democratic society.” The school site has also adopted the
new curriculum, based on Common Core State Standards (www.cde.ca.gov/ta/ac/sa/).
High School 4 has a comprehensive plan for professional development that is data
driven and directly linked to teaching and learning. The school has created and
successfully implemented a collaboration model for professional development. School
wide and departmental meetings are held regularly so that teachers can continue to work
on professional development to support school-wide efforts to align curriculum with
rigorous state content standards as well as to provide instructional support for literacy and
differentiation to assure the achievement of all students (www.cde.ca.gov/ta/ac/sa/).
High School 4 has a diverse student population, in 2013-2014 the student
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population of 2,267 students, consisted of 38.7.1% Latino, 30.5% White, 17% Asian,
3.7% Filipino, 3.6%, Two or more races, 4.8% Black, 0.4% Native Hawaiian or Pacific
Islander, 0.6% American Indian or Alaska Native, 3.6% Two or more races and 0.1%
None reported. Figures 4.5. illustrates the student demographics and total number of
students enrolled during the three school years. Table 3.7. displays the population of
social economically disadvantaged students.
During the 2013-2014 HS4 had a 25% student population that received free and
reduced lunch. This school does not qualify for Title 1 due to the low number and
percentage of students who are social economically disadvantaged. Table 3.8. displays
the teacher’s demographics during the 2013-2014 school year. The majority of the staff
was 69% White, 13% Asian and 10% Latino. Figure 4.6. displays the community where
(HS3) is located. The map illustrates that less than 5% of the families in this community
live below the poverty rate.
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2013-2014

2012-2013

2011-2012

Figures 4.5. High School 4 Student Demographics
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Table 3.7.
High School 4 Social-Economically Disadvantage Students
School
Year

Hispani
c or
Latino

American
Indian or
Alaska
Native

Asian

Pacific
Islander

Filipin
o

African
American

White

Two
or
More
Races

Total

3

93

4

13

29

85

8

561

244

5

67

2

7

25

52

5

248

6

79

5

6

35

56

12

20132014 321

20122013

407

20112012

Table 3.8.
High School 4 Teacher Demographics
Race or Ethnicity
American Indian or Alaska
Native
Asian
Native Hawaiian or Pacific
Islander
Filipino
Hispanic or Latino
Black or African American
White
Two or More Races
Total

	
  

Number of
Teachers
1

Percent of
Total
1%

13
0

13%
0%

3
10
3
68
0
98

3%
10%
3%
69%
0%
100%

447
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Figure 4.6. High School 4 Percent of Population below Poverty
http://www.sanjoseca.gov/index.aspx?nid=2046
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High School 4 Academic Outcomes
Table 3.9. exemplifies the number of twelfth-grade graduates, by ethnicity,
completing all the courses required for University of California (UC) and/or California
State University (CSU) entrance with a grade of "C" or better in 2012-2013. 27.6% of
Latino students graduated in 2012-2013 completed UC/CSU courses. Eleven or (45.8%)
of Black students in the 12th grade completed the requirements. Overall, the school site
had 43% of all 12th grade students during the school year fulfill the requirements.
Table 3.9.
High School 4 Graduates with UC/CSU Required Courses by Race/Ethnicity

2012-2013 School year
Graduates with UC/CSU
Race/Ethnicity
Required Courses
American Indian or
1
Alaska Native
Asian
47
Native Hawaiian or
2
Pacific Islander
Filipino
7
Hispanic or Latino
40
Black or African
11
American
White
75
Two or More Races
2
None Reported
1
Total
186

	
  

As % of Graduates
in Each Ethnic
Group
School
33.3%
64.4%
66.7%
53.8%
27.6%
45.8%
46.3%
33.3%
25.0%
43.0%
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Table 4.0. displays the graduation rates for all student groups in (HS4). The
average school wide graduation rate was 88% for the three school years. Latino students
were the largest group with an average graduation rate of 87%, and Black students
had an average graduation rate of 86.67%. White students are the second largest
population of students and they had an average graduation rate of 89.6%. Asian students
make up the third largest group of students with the highest graduation ration rate of
93.6% for all three years. According to the California Department of Education some of
the student populations were exempt from graduation rates due to the student group
having less than 50 students in the selected group, these student groups were coded N/A.
Table 4.0.
High School 4 Student Graduation Rates

School wide
Black or African American
American Indian or Alaska Native
Asian
Filipino
Hispanic or Latino
Native Hawaiian or Pacific Islander
White
Two or More Races
Socioeconomically Disadvantaged
English Learners
Students with Disabilities

	
  

2011-2012
88.44
89.47
N/A
96.81
92.86
83.44
28.57
89.8
100
83.97
80
64.44

2012-2013
89.98
78.26
N/A
94.06
100
87.42
100
91.54
76.47
81.94
77.55
68.29

2013-2014
85.73
92.31
N/A
90
92.86
86.31
75
87.49
100
79.92
50
60
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Table 4.1. shows (HS4) Academic Performance Index for the three consecutive
school years. Latino students were the largest population of students to be assessed with
an average sample size of 599 students during those three years and averaged a score of
703. Black students were the fifth-smallest sample with an average of 82 students during
the three years and scored an average of 730. Overall, Latino and African American
students scored lower than the average school wide score of 776 during the three school
years. Asian students had the highest API average score during the three school years
with 885; Filipino students had the second highest average score with 821 and followed
by White students with an average of 808.
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Table 4.1.
Academic Performance Index (API) Scores
# Of
students
included
in 20112012

School wide
Black or
African
American
American
Indian or
Alaska
Native
Asian
Filipino
Hispanic or
Latino
Native
Hawaiian or
Pacific
Islander
White
Two or
More Races
Socio
Economicall
y
Disadvantag
ed
English
Learners
Students
with
Disabilities

	
  

1582
82

2011# Of
2012
students
Growth included
API
in 20122013

780
748

8

20122013
Growth
API

# Of
2013students 2014
included Growth
in 2013API
2014

1592
74

777
748

1670
90

773
695

12

836

11

812

884
820
699

271
57
655

881
827
710

280
48
559

890
818
702

279
56
584

11

752

7

551
23

808
772

524
31

808
734

517
47

799
799

384

706

351

694

366

702

273

682

297

688

241

667

122

535

168

544

184

508

6
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High School 4 Discipline Outcomes
Figure 4.7. illustrates the total suspensions during the three selected school years
(2011-2012, 2012-2013, 2013-2014). During the 2011-2012 school year suspensions
were the highest with 242 total suspensions and 165 total students suspended. In 20122013 all numbers declined to 214 suspensions and 165 students suspended. During the
2013-2104 school year total suspension declined to 121 and 90 students suspended.
Overall, during the past three years all suspensions and average number of students
suspended have declined.

Figure 4.7. High School 4 Total Suspensions
Figure 4.8. illustrates the student suspension totals by Race/Ethnicity and Gender.
During the 2011-2012 school year there were a total of 165 suspended students
with 49 suspended Latino males (30%) and 29 Latina females (18%) of all suspensions.
Moreover, there were a total of 10 Black males (6%) suspended and 8 Black females
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(5%) suspended. During the last year 2012-2013 there was another reduction in
suspensions with 138 suspended students. There were 50 Latino males (36%) and 26
Latina females (19%) suspended. Fifteen Black males were suspended (11%) and 3 Black
Females (2%) of all suspensions during the 2013-2014 school year. In the last year 20132014, there was another reduction in suspended students with 90 students suspended
overall. There were 30 Latino males suspended (33%) and 14 Latina females (16%)
suspended. There were 10 Black males suspended (11%) and 2 Black female (2%) of all
suspended.

Figure 4.8. High School 4 Student Suspension Totals By Race/Ethnicity and Gender
Figure 4.9. illustrates the total number of Special Education Students (SPED)
who were suspended during the three school years being analyzed. During the 2011-2012
school year there were 30 (SPED) students suspended, making up 18% of students
suspended. During the 2012-2013 school year there were 38 (SPED) students suspended
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accounting for 28% of all suspended students. Lastly, in the 2013-2014 school year, 23
students were suspended accounting for 26% of all suspension during the school year. In
conclusion, there has been a decrease in the number of (SPED) students; however, this
group of students remains a high percentage of suspensions.

Figure 4.9. Total SPED Student Suspensions vs. Total Students Suspended
Table 4.2. depicts the total number of expulsions during the three-presented
school years. In 2011-2012 there were 2 expulsions, Latino students made up 100% of all
expulsions. In 2012-2013 there were 7 expulsions, which consisted of 4 Latino males, 1
Latina female, 1 Black male and 1 Black female. In the last year 2013-2014 there were 2
expulsions, 1 Latino male and 1 White male. Overall, Latino students made up 72% of all
expulsions, Black students made up 18% of all expulsions during the three school years.
Special Education students made up 27% of all expulsions, as 3 of the Latino males were
(SPED). All of the reasons for expulsions were under the Must Recommend Expulsion
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(Education Code: 48915 (c) or Shall Recommend Expulsion (Education Code: 48915.
(a). in the expulsion matrix as illustrated in chapter 2.
Table 4.2.
Total Expulsions for High School 4

	
  

School Year
Total
Expulsions

2011-2012

2012-2013

2013-2014

2

7

2

(#) Reasons

(2)
Assault and Battery

(#) Of
Student’s by
Race&
Gender

(1)
Latino Male
(1)
Latino Female

(4)
Latino Male
(1)
Latino Female
(1)
Black Male
(1)
Black Female

(1)
White Male
(1)
Latino Male

(#) Special
Education
Students
(SPED)

(1)
Latino male

(2)
Latino males

NONE

(3)
(1)
Possession of
Theft of school
controlled
property
substance
(1)
(1)
Possession of
Brandishing a
Knife
knife
(1)
Assault and
Battery of School
Employee
(1)
Assault and
Battery
(1)
Sale of controlled
Substance
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Summary of Research Question One
The purpose of this section was to assess if there was a pattern of disparity
between high schools regarding the impact of AB1729 on student suspensions,
expulsions, and academic performance, focusing specifically on African-American and
Latino students. The analysis of the four high schools consisted of assessing the
following seven categories: student demographics, teacher demographics, social
economic standing of students, total number of expulsions, total suspensions, graduation
rate, and academic performance index.
The researcher gathered data from all four schools during the past three school
years (2011-2012, 2012-2013, 2013-2014) and has been presented it in the Comparative
Data from Schools Table 4.3. The average number or percentage consists of summing all
three years scores and dividing by the number of school years. The chart depicts the
Schools Demographics, Academics, and Discipline outcomes of each school site during
the past school years. Moreover, the figure displays the percentage of Latino and Black
students that were suspended during the past three years. The table also illustrates the
Academic Performance of both groups by Graduation rates, Academic Performance
Index, and UC/CSU course completion by 12th grade for Latino and Black students
during the 2012-2013 school year.
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Tables 4.3.
Average Comparative Data for 2011-2012, 2012-2013 and 2013-2014 school years
SCHOOL
DEMOGRAPHICS
Student Enrollment
Average during the 3
years
Percentage of Latino
Students
Percentage of Black
Students
Percentage of SES
Average during the 3
years
Poverty Rate of
Community
ACADEMICS
Graduation Rate
Average during the 3
years
Percentage of Latino
Students
Percentage of Black
Students
Academic
Performance Index
Average during the 3
years
API for Latinos
API for AfricanAmericans
2012-2013 UC/CSU
Courses Percentage
Percentage of Latino
Students
Percentage of Black
Students

	
  

HS1
(Title 1)

HS2
(Title 1)

HS3
(Non-Title 1)

HS4
(Non-Title 1)

2201

2036

2209

2253

60%

52%

21%

38%

3%

7%

4%

5%

67%

55%

27%

21%

20% or
more

12.5%-20%
or more

5% or less

5% or less

HS1
(Title 1)
76%

HS2
(Title 1)
77%

HS3
(Non-Title 1)
93%

HS4
(Non-Title 1)
88%

68%

74%

84%

86%

66%

74%

96%

87%

704

705

826

777

663
631

639
662

706
696

703
730

32%

42%

55%

43%

18.40%

25%

25%

28%

22.20%

40%

30%

46%
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DISCIPLINE OUTCOMES
Total Number of Suspension
Average during the 3 years
Total Students Suspended
Average during the 3 years
Percentage of Latino Students
Percentage of Black Students
Percentage of Special Education
Students Suspended
Total Expulsion Average during
the 3 years
Percentage of Latino Students
Percentage of Black Students

	
  

HS1
(Title 1)

HS2
(Title 1)

HS3
(Non-Title
1)

HS4
(Non-Title
1)

343

405

95

192

220
70%
8%

264
68%
16%

66
44%
14%

131
51%
12%

22%

26%

30%

23%

4
10 (77%)
0

2
4 (67%)
0

3
5 (63%)
1 (13%)

4
8 (72%)
1 (9%)
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Demographics of High Schools
HS1 and HS2 are both large comprehensive high schools with an average
enrollment of over 2,000 students are both Title 1 schools and have a high large
population of students who are socially economically disadvantaged over (50% of their
student body). Both schools serve a large population of Latino students over 50%: HS1
has a 3% Black student population and HS2 has a 7% Black student population.
Moreover, both schools are located in a community where 12.5% -20% or more of its
families are below the cities poverty lines.
HS3 and HS4 are large comprehensive high schools with over 2,200 students and
are Non-Title 1 High Schools. Both schools serve less than 40% of students who are
socially economically disadvantaged. HS3 had an average Latino population of 21% and
4% Black student population. HS4 serves a population of 38% Latinos and 5% Black
students. The Academic Performance Index scores of both Non-Title 1 high schools are
higher than HS1 and HS2. HS3 had an average API score of 826 and HS4 a score of 777.
Both schools are located in communities where the poverty rate is lower than 5%.
Academics
Graduation Rates
In assessing all four schools and averaging all three school years (2011-2012,
2012 -2013 and 2013-2014), both HS1 and HS2 have lower graduation rates then HS3
and HS4. HS1 and HS2 had similar average graduation percentages with 76% (HS1) and
77% (HS2); Latino students had an average graduation rate of 68% (HS1) and 74%(HS2)
during the three years. Black students had an average graduation of 66% (HS1) and 74%
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(HS2). Overall, both groups of students had a lower graduation rate than the average
graduation rate at both HS1 and HS2. Highest suspensions
HS3 and HS4 both had an average graduation rate during the three years. HS3
had the highest graduation rate of all four schools with 93% and HS3 had an average
graduation rate of 88%. Latino students had an average graduation rate of 84% (HS3) and
86%(HS4) during the three years. Black students had an average graduation of 96%(HS3)
and 87%(HS4). Overall, both group of students had a lower graduation rate than the
average graduation rate at both HS3 and HS4.
Academic Performance Index (API)
The researcher has analyzed the Academic Performance Index of all four schools
averaging all three years (2011-2012, 2012-2013, 2013-2014). Both HS1 and HS2 had
similar API scores with 704 (HS1) and 705 (HS2). At HS1, Latino students had an
average score of 663 and African-Americans a score of 631. Black students at HS2 had a
score of 662 and Latino students had an API of 639. Both groups of students had a
significant gap from their school wide average API score. HS3 had an average API of
826; Latino students had an average API score of 706 and Black students had an API
score of 696. HS4 had an average API score of 777. Latino students had an average rate
of 703 API and Black students had an average score of 730. In conclusion, both Latino
and Black students had lower API scores in all four high schools.
UC/CSU percentage of students
The focus of this section was on assessing the percentage of Latino and Black
students that completed courses that satisfy the UC/CSU requirements in the four high
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schools. The 2012-2013 school year was assessed in this section, as this was only data
year accessible on Dataquest on the California Department of Educations website. HS1
had a school wide attainment percentage of 32%; Latino students had an average 18.4%
and Black students 22.2%. HS2 had a school wide average of 42%; Latinos students had
an average 25%, Black students had average of 40%. HS3 students had the highest school
wide percentage of 55%; Latino students had 25% and African-Americans 30%. HS4
had the second highest percentage with 43% competition; Latinos completed 28% and
Black students 46%.
Discipline Outcomes
Since the enactment of Assembly Bill 1729, all four schools reduced suspensions.
In 2011-2012 HS1 had 282 students suspended and 485 total suspensions and in 20132014 suspensions reduced to 189 students and 303 total suspensions. Special Education
student suspensions declined from 55 students in 2011-2012 to 39 in 2013-2014. HS2
had 438 total students suspended and 651 total suspensions, which declined to 172 total
students and 269 total suspensions in 2013-2014. Special Education students also
subsided from 88 total students in 2011-2012 to 54 total suspensions.
HS3 had the lowest suspensions over all; in 2011-2012 there were 144 total
suspensions and 92 total students and reduced to 43 total students and 55 suspensions in
2013-2014. The total number of SPED students reduced from 23 in 2011-2012 to 16 in
2013-2014. HS4 was the second lowest school with suspensions; in 2011-2012 there was
165 students suspended and 242 total suspensions and in 2013-2014 suspensions reduced
to 121 and a total of 90 students. Special Education students declined from 30 in 2011-
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2012 to 23 students in 2013-2014. HS1 averaged 4 expulsions, HS2 averaged 2
expulsions, HS3 averaged 3 and HS4 averaged 4 expulsions during the three years.
Latino students made up 71% of all students expelled from all four schools during the
three school years.
QUALITATIVE DATA ANALYSIS
Former High School Student Interview Transcripts
The researcher conducted four one-hour interviews with all former high school
students. During the interview the researcher coded each interview; the researcher asked
each student semi-structured questions, additional questions that developed from data
gathered during a review of the student’s documents, and any probing questions based on
the participants’ responses. The researcher also recoded notes of any thoughts or
questions that arose during the interview. The researcher transcribed all four interviews
verbatim. After the transcriptions were completed, the researcher analyzed the interview
transcripts and researcher notes taken during the interview. The following research
question guided this segment of the study: What are former adult high student’s
perceptions of their high school experience with school discipline?
This section of the study assesses the perception of the former high school student
who at some point during their high school career attended one or more of the high
school schools that were introduced earlier in the study. Each of the participants was
interviewed at the most convenient time and location. Once the researcher completed the
data reduction process, these categories emerged: Student Background, Truancy, Peer
Oriented, School Environment, Teachers and Reflections/Recommendations, as illustrated
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in Figure 5.0.

Figure 5.0. Former High School Students Categories
Student Background
The former high school students were all over 18 years old and all are in an adult
education program trying to pass the General Education Development Test (GED). Table
4.4. illustrates the four participant’s responses to the student background questions. The
matrix includes student background variables and the columns listed the four participants.
The average age of the participants were 19 years old, 2 of the participants were Latino
males, 1 Black male and 1 Latina female; moreover 1 of the Latino male and 1 Black
male received Special Education Services. All of the students did not graduate during the
2013-2014 school year.
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The second section of questions focused on the home life experiences of the four
students. All four former high school students reported their parents had a low income
and that some of them lived in shared homes with other family members. Table 4.5.
illustrates the parent’s economic background. All of the students indicated that they were
living either with one, both or with extended family. Student A indicated that he was
living with his parents in a rented apartment. Student B stated that he was living with his
mom and grandmother and cousins at her home due to his mom being unemployed.
Student C indicated that he was living with his mother and siblings in a rented apartment.
Student D stated that she lived with her parents and siblings in a rented apartment, as
illustrated in Table 4.6. The last tables 4.7. and 4.8. demonstrated the student’s
backgrounds including description of the students academic during the four years of their
high school experience, attendance record during the 2013-2014 school year and
suspension data during their high school career. Due to the student’s request and
confidentiality the name or any descriptor of the school site where the students attended
was not be used. The researcher has created table 4.9. in order to illustrate the sample
students data.
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Table 4.4.
Former Students Backgrounds
Student
A

Student
B

Student
C

Student
D

19

20

19

18

Gender

Male

Male

Male

Female

Race/Ethnicity

Latino

Black

Latino

Latina

Yes

Yes

No

No

2013-2014

2013-2014

2013-2014

2013-2014

Age

Special
Education
Graduation
Year
Table 4.5.

Parent Economic Background
Student
A
Student
B
Student
C
Student
D

Parent Low Income ($0-40,000.)
Parent Low Income ($0-40,000.)
Parent Low Income ($0-40,000.)
Parent Low Income ($0-40,000.)

Table 4.6
Living Arrangements
Both parents
Student A
Student B
Student C
Student D

	
  

One parent

Between
homes

Extended
family

X

X

X
X
X
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Table 4.7.
Students Academic and Attendance
Cumulative
Grade
Point
Average

Total
Credits
Earned

CAHSEE
English
Score
(350
PASSING)

CAHSEE
Math
Score
(350
PASSING)

Total
Days
Absent
20132014

Total
Period
Tardies
20132014

1.9

190

356

358

35

96

1.5

160

316

333

64

88

1.7

175

360

364

37

177

1.2

129

365

350

46

165

Student
A
Student
B
Student
C
Student
D
Tables 4.8.

Students Discipline Record
Student A
Suspension Possession of Marijuana on School Ground and Selling on
Event
school grounds, Under the Influence of Marijuana.
(RECOMMENDED FOR EXPULSION)
Suspension
Event
Suspension
Event
Suspension
Event
Suspension
Event
Suspension
Event
Suspension
Event

	
  

Possession of Marijuana on School Grounds
Willful defiance refused to give up cell phone to teacher.
Refused to go to class, cutting class previously warned.
Willful defiance refused to give up cell phone to teacher.
Profanity At Staff
Willful defiance refused to change his blue shirt and blue
belt with the C on front, Gang Affiliated Clothing.
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Student B
Suspension Possession of Marijuana on School Ground and Selling on
Event
school grounds, Under the Influence of Marijuana.
(INVOLUNTARY TRANSFER)
Suspension
Event
Suspension
Event
Suspension
Event
Suspension
Event
Suspension
Event
Suspension
Event

Possession of Marijuana on School Grounds
Willful defiance refused to give up cell phone to teacher.
Refused to go to class, cutting class previously warned.
Willful defiance refused to give up cell phone to teacher.
Profanity At Staff
Willful defiant refused to change his blue shirt and blue belt
with the C on front, Gang Affiliated Clothing.

Student C
Suspension Possession of Marijuana on School Ground and Selling on
Event
school grounds, Under the Influence of Marijuana
(RECOMMENDED FOR EXPULSION)
Suspension
Event
Suspension
Event
Suspension
Event
Suspension
Event
Suspension
Event
Suspension
Event

	
  

Possession of Marijuana on School Grounds
Willful defiance refused to give up cell phone to teacher.
Refused to go to class, cutting class previously warned.
Willful defiance refused to give up cell phone to teacher.
Profanity At Staff
Willful defiance refused to follow teacher’s directive.
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Student D
Suspension 48900. A.1 Assault and Battery. Student fought with another
Event
student on campus, gang related.
(RECOMMENDED FOR EXPULSION)
Suspension 48900. A.1 Assault and Battery. Student fought with another
Event
student on campus, gang related.
Suspension Profanity At Staff: Student called that teacher a stupid
Event
fucking bitch.
Suspension Classroom disturbance/ Cell phone: Student was on cell
Event
phone listening to music and refused to shut off.
Suspension Willful defiance refused to give up cell phone to teacher.
Event

Table 4.9.
Concepts from Students Academic, Attendance and Discipline

	
  

Concept Assignment

Participant Source

Poor attendance
Unstable Living Arrangements
Parents Low Income
Suspensions
Expelled from schools
Special Education Students
Classroom Behavior Referrals
(More then 10 referrals during high
school)
Low Credits
Low Grade Point Average
Non-Graduate

A, B, C, D
A, B,
A, B, C, D
A, B, C, D
A, B, D
A, B
A, B, C, D

Passed California High School Exit
Examination (CAHSEE)

A, C, D

A, B, C, D
A, B, C, D
A, B, C, D
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Truancy. The truancy category was created based on what the students reported
about being absent from school during their high school career. Student A reported that
during his 9th grade year he would attend school but then started missing school because
he would leave school to smoke marijuana. Student A stated, “At first when I was a 9th
grader I would go to school but then I started cutting school and leaving with my boys to
smoke weed. I have been to a lot of truancy meetings.”
The students reported missing multiple days due to cutting school to hang out
with their friends and smoke weed. Student B also reported that he became discouraged
after he failed three classes during his 11th grade year and that he gave up and stopped
attending school. He also indicated that he met with both his counselor and was told that
he was not going to graduate from high school, which pushed him further away. Student
B also said that he would cut class and hang out at his friends house and smoke marijuana
and drink alcohol.
For example, student C stated the following:
No, I missed a lot of school because I chose not to go to school and instead chill
out, or I would also stay home and take care of my little brother because my mom
had to work graveyard and so I would help sometimes because no else could help.
He also stated that missing school was one of the reasons why he did not graduate
from high school.
Student D reported that she would miss school because of the distance from the
school and that most of the time transportation was an issue for her, she stated, “Yes, at
first I would never miss school, even though I would sometimes show up late because of
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transportation since by parents couldn’t drive because we only have one car. I started to
miss some school when I was a senior because I knew I wasn’t going to graduate and I
got a job instead but then I decided to get into adult education and try to get a diploma.”
Peer Orientation. The students mentioned their friends or peers on several
different occasions and the influence of their peers. Student A reported that he would
often leave school to get high with his friends instead of attending school; he also stated
that he had attended mandated truancy meetings for his absences. Student B stated that he
would rather hang out at his friend’s house then to be in class, where he would either
drink or smoke weed. Student C said he would cut school or sometimes his boys would
come over to his house and kick it.
Sometimes both my mom and grandmother would leave to my auntie’s house, I
would have the whole place to myself and I would cut all week and have cut
parties with my friends and would smoke weed and drink 40’s or liquor.
Student D was volatile to hanging out with her friends who were gang affiliated.
She reported that she would rather hang out with her friends then to be at school doing
that “school spirit day or homecoming thing, where all the White kids dress up.” Students
reported that they or their peers would smoke weed or drink on a daily basis during
school, after school and on the weekends where they would stay out all night and their
parents wouldn’t really care. Students also felt disconnected from the school environment
and would not engage in school activities. Student C stated that the school size was too
large and that you didn’t even know who was who. Student C reported during the
interview, “I think the school was too big, the teachers didn’t even know your name. We
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didn’t even know who the Principal was and we were mostly meeting with the Assistant
Principal when we got in trouble. It almost felt like if you were a student who gets in
trouble you only see the Assistant Principal before you get suspended.”
Perception School Environment: This school category was created based on what
students experienced and reported about their school environment. According to the data
all of the students attended multiple schools. All of the students reported having been
suspended during their high school experience and attending multiple school sites after
being suspended, involuntarily they transferred or were expelled. Student A reported that
he had been suspended on multiple occasions and had attended three different schools.
Student B stated that he attended two schools, Student C reported having attended two
high schools before he was involuntarily transferred in lieu of being expelled for
possession of drugs after his second offence and Student D stated “I have attended three
schools, the first one was my home school, and then I got suspended and transferred to
another school. Then I finally got caught up and was expelled.”
All of the students reported that they had been suspended because they violated
school rules and policies that fell under a zero tolerance policy for drugs, fighting and
gangs. Student A stated, “I was automatically suspended and cited for fighting and for
possession of weed on campus, I was allowed to come back after fighting but was put up
for expulsion for the weed.” Student B reported, “I was suspended two times for
possession of Marijuana and cited by the police and then expelled from the school and
placed in the continuation school.” Student C reported, “Yes, after being suspended for
having weed twice, I was transferred to another school instead of being expelled and was
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then told to go to an adult education program.” Student D stated, “I was suspended a
couple of times for fighting and had mediations with the other students and I was finally
put up for expulsion after my last fight in school and was validated as a gang member
fighting because I had gang paraphernalia on me.
All students reported that they often felt targeted and profiled because of their
race. Student A reported that when he was ninth grader and was new at that high school
and was stopped by the campus police and was questioned why he was not in class and
was searched by the administration because he looked “suspicious.” As he stated in his
own words, “One time when I was new and lost on campus I was stopped by the police
and discipline personnel and searched on the center of campus without a reason, they said
I was suspicious. I felt that because I was a Mexican with a blue shirt and a blue hat they
automatically thought I was up to no good, at that time I wasn’t even involved with the
homies.”
Student B reported that when he was transferred to the new school after he was
kicked out of the first school the counselor and assistant principal automatically targeted
him as a gang member. Student B reported, “Yeah, I remember when I was sent to my
new school I was told immediately that I would be placed in all special education classes
even though I did have an IEP I was in regular classes not low classes. They also told me
right away that they had no tolerance for gangs even though I had only been in trouble for
smoking weed not being a gang member.” Student C stated that he was searched many
times on campus and recalled one time when he was the only Mexican that was searched
in the boy’s bathroom, as he expressed:
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Actually, my last year when I was in the bathroom taking a leak when the school
administration and police entered and said that someone had reported that there
was a Hispanic student on campus who was smoking weed, there was another
three boys in there who were Asian and White who weren’t searched and I was
the only one who was searched. I felt that they only jammed me up because I was
targeted. I wasn’t even smoking that day because my probation officer was
already all over me for that.
Student D, the only female of the group willingly admitted that she was involved with
gangs but that she knew that she couldn’t mess up any more because her dad and mom
wanted to send her to Modesto to go live with her aunt and so she need to stay clear of
any issues. She stated the following,
The jura (police) and Mr. X would always come up to us and mean mug us trying
to instigate on us even if we weren’t flying our colors, you know we were just
playing handball keeping to ourselves, but these putos would just come up and
try to check us, but we knew that they just wanted us to react so they could arrest
us and suspend us not like the white kids that were always drinking or smoking
weed in their cars during lunch. It almost felt as if we were being policed as if we
were criminals and not wanted at the school.
Also, her probation officer had already told her that one foul up she would end up in
juvenile hall. However, she felt that every time she and her Chicano homies were by the
handball court the campus police, supervising teachers and administrators would go over
by them and supervise them even though they weren’t doing anything wrong.
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Perception of teachers: All of the four participants mentioned teachers on several
different occasions. According to the data collected from students on the teacher’s role
they have an important role and major impact on student discipline. The data collected
reported that students had both encouraging and unenthusiastic incidents with teachers.
Student A expressed negative interactions with his teacher, Student A stated that he did
have some teachers that would say demeaning comments regarding special education
students, and he felt hat he was being made fun of due to his disability. Student A stated
the following, “there were a couple of times my English teacher would make comments
about us in the special education classes like for example if we went up to the white
board and wrote our answers and misspelled the word he would say no wonder your in
special education and that would piss me off because most of us were already
embarrassed by the label and we didn’t need that shit.” Student A also said that at times
it was hard to sit in his class and learn because that class was always chaotic, where
students would get up and leave as they pleased and that the teacher would react only
when someone really made him upset that he would scream and kick out students.
Student B stated that there were some teachers that attempted to communicate
with him and encouraged him to come to school. For example, he said “Yes, there were
some teachers who would try to talk to me about coming to school, but to be honest I
never really felt comfortable. My favorite class was P.E. because I was able to work out
and I really liked Mr. X, he was a former college basketball player and really liked to talk
to us, I think also because he was black and he understood me.” Student also expressed
his dislike for his basic study skills class who kicked him out for talking in class and he
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felt targeted because he was the oldest kid in class and because he was black, “Yeah, she
was a bitch with me and would kick me out because I would talk sometimes. There was
actually one time she said my eyes were red and thought I was high, but I hadn’t even
smoked weed that day, she just didn’t like me.”
However, student C had a different experience with teachers, for example he
stated teachers were not authentic and unapproachable. The student further stated that
some teachers wouldn’t write the homework on the board or would only say it out loud
and due to the dysfunctional classroom they couldn’t here the message. Student C stated,
“No, I didn’t like any of my teachers most of them were never real with me, I felt that
they couldn’t relate to my life. Most of the time when they wanted to talk to me it was
because I was getting in trouble. Some of the teachers didn’t even know my name or I felt
as if they didn’t even notice me. The classes were too big and loud, actually that was also
one of the reasons I started cutting that class, I hated it.” Student D also expressed that
she liked her Spanish teacher because she tried to reach out to us. She stated, “Yes, I
liked some of my teachers, especially my math teacher who would bring “pozole or
menudo” to class and she would talk to us, the Mexican students, about doing good in
school and trying to get away from gangs and we would hang out in her room. Her class
was always cool and chill where we learned a lot about Math but also our history.”
Student Reflections and Recommendations: During the interviews the students
were asked about their experiences, which students were always getting in trouble in
school and why, also, they were asked about school to prison phenomena and about their
chance of them ending up in prison. Lastly they were asked for any recommendations
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they would give to teachers and administration about improving schools. Figure 5.1.
depicts the areas in which the students reflected as well as recommendations.
All of the students were asked about the “School to Prison Pipeline” and their
experience with police, probation and prison and all responded that they felt that they
were already part of this phenomenon due the citations and arrests by police. Moreover,
the entire student sample felt that ending up in jail or prison was a possibility. This reality
is in part because a lot of their relatives and parents had been in prison. However, all of
them also wanted to improve their lives and try to go to college but they needed to
graduate with a diploma or an equivalent. Student A expressed the following, “I am part
of the school to prison pipeline because I got cited for having weed and already have a
probation officer. I don’t know if I’ll ever end up in prison, maybe jail, I am trying to
stop bangin and smoking weed, but it’s hard because I’ve been doing it since I was in
middles school. If I could go to college I would but I need to make a lot of changes.”
Student B stated the following,
I have friends and a cousin who got caught up in school for selling weed and
eventually ended up in juvenile hall. My older cousin dropped out last year-end
and ended up robbing some one and know doing time. I am also part of the
pipeline because I have a probation officer and have been dealt with by the law.
College seems like a long ways from now for me, I need to clear up all the things
I have been through first.
Student C commented the following, “I have family members who are in prison
for committing serious crimes. I know that a lot of them also didn’t graduate from high
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school, but I don’t think that I was end up in prison. College sounds nice but too far away
from me I don’t know anyone who has come up in my family by going to college, plus its
too expensive.”
Student D indicated:
My dad was part of the pipeline, he also got into a lot of trouble when he was
young and ended up in juvenile hall and graduated there with a G.E.D.,
I am also part of it because of the fighting and now I have a probation officer who
checks on me every week. Going to college is an Asian or White thing most of us
don’t go to college, seems nice though but not for me I have to stay with mi
gente and familia first.
The participants were asked to reflect on their experiences at school and in their
community and their relationships with friends and peers. All of them talked about
friends whom they use to hang out with in middle school and when they got to 9th grade
either graduated or dropped out. Each participant was heavily oriented with his or her
peers. Student A stated that if he could go back maybe he should of hung out more with
his best friend from middle school who ended up being a great soccer player in high
school and ended up getting in at San Jose State. Student B expressed that a lot of his
smoking out friends were no longer in his life and that many of them only used him to get
weed and get high and were long out of his life. Student C, concurred that all of his
friends were long out of the picture because they also didn’t want to get caught up with
me, as he states:
Since last summer most of those fucking fools are gone from here, a lot of the
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white boys I use be cool with are all gone, shit all of them are probably in college
now but I am still here trying to get a diploma, I use smoke out with a lot of
them.
Lastly, Student D was a very popular student in high school with her community
of friends she said, “everyone knows me in my hood, they know I don’t mess around
even though I’m a female I don’t let others mess on me. At school a lot of the homies are
still there since I was one of the oldest, I don’t see them much anymore maybe sometimes
at weekend parties but they know I’m still in the neighborhood if they need anything.
What I would change probably go more to school and try harder. I can be down and still
graduate some of my friends did it, but I guess I have to work a little harder, I know I can
do it.
All of the students were asked to reflect on the overall school climate experiences
from elementary to high school and all of them indicated that they attended preschool,
elementary, middle school and that it wasn’t until they reached high school that they
noticed school was no longer their first priority and that being part of the school culture
was not their culture. They expressed often feeling like an outsider looking in. Student A
stated the following, “I use to like going to school from preschool through middles school
and it wasn’t until I reached high school that I felt burned out by demands and the
process of school. We had to be in one class for two hours with a teacher who was so
boring all freshman year, which really turned me off. I hated being in those hot and stinky
portables where the air conditioning didn’t work and in the winter the heater never
worked and the carpet use to get all wet. At first I use to like going to the rallies and
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seeing the athletes go in the middle of the gym and do their thing. I often looked at them
as the role model students, most of them were the White and Asian kids.”
Student B had a similar experience and reflected on being the one of so little
Black students at her school and feeling singled out by teachers and school staff. Student
B conveyed the following, “There wasn’t too many of us at my school there was a lot of
Mexicans, White and Asians at my first school and it wasn’t until I got sent to my last
school where there was more Black students, who were all expelled or had probation
officers like me. I remember that when I was a ninth grader all the coaches would come
up to me and tell me that I had potential to be a great athlete because I could run fast and
take hits out on the football field. I used to be one of three Black football players on the
field who could play; I had played a lot of football since middle school. But then when I
was a junior my grade dropped because school got harder and I started to smoke more
weed and kick it with my friends and then got kicked of the team because I got suspended
for having weed and cited by the police. After that all the coaches just gave up on me and
wouldn’t’ check on me. I felt that I was used only because I had skills.”
Student C additionally expressed his reflections about school and how he often
felt at school, “ I use to like to go to school from kindergarten through middle schools
school and also in high school, but it wasn’t until I got busted for having weed and also
when I got suspended for not giving up my cell phone to the teacher and then I got
suspended. I felt my teachers and the discipline team picked me on. Yeah there were
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some times that I messed up but I wasn’t slanging weed all the time, mostly off campus. I
did like the school I was last at, it was more relaxed and people weren’t just out to get
you.” Student D shared her reflections of her school experiences:
I remember most of my elementary, middle school and some of my high school
teachers, but mostly my middle school teachers. I liked those years better because
things weren’t so tough. When you get to high school you get all these
expectations and you have a lot of teachers not like middle school. I liked my first
school but then I got transferred to three different schools after I got into some
issues. Most of the schools I went to I felt like I was already labeled as the trouble
maker and known gang member even though I knew I did kick it with them, but I
wasn’t even given a chance. I was never involved in any high school sports but I
did play soccer when I was in 6th grade, but then quit because my mom and dad
didn’t really have time to drive me around.”
The last category that derived from the student’s reflections was their home life.
All of the students indicated that there were several issues at home that caused them to be
distracted from learning in school. Student A indicated his parents were always working
and were hardly at home after school and that most of they time he had to do a lot of baby
sitting of his siblings when he was younger and that it wasn’t until high school that he got
a little liberty from that and then started to do his own thing in high school which also
diverted him to his friends. From Student A’s own words, “When I was younger, like in
middle school and elementary, I use to take care of my little brother after school and
sometimes in the morning because both my mom and dad were always working and I was
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the oldest so I had to help. Sometimes I had to miss school if we didn’t have a baby sitter
for him. It was hard for me. When I got to high school I finally got to chill a little because
they were older and could take care of themselves. My parents tried to be there but it was
hard. On the weekends my dad would work also and my mom would do some side jobs
cleaning houses.”
Student B expressed that his father was absent and his mom was there but his
grandmother mostly raised him. As he stated from his own words, “My dad has always
been gone, he is locked up and I have never met him, mom doesn’t like talk about him.
My grandma has always been there, but she has always been hard on my cousins and
very strict on me. She would make us go to church every weekend until I was in high
school. I stopped going and that’s kind of when I started to smoke and drink with my
friends.
Student C reported having a poor relationship with his father and living with his
mother and siblings in a small apartment. Student C said his mother and father were
separated for almost 6 years, since he was in middle school, because of domestic violence
in the home and his father being an alcoholic. As he stated in his own words, “When I
was young I remember my dad use to drink a lot and come home all twisted and
sometimes he would hit my mom. I recall one time he was arrested and taken in the back
of the cop car. I also remember him drunk on the floor. I haven’t seen him in a long time
and he doesn’t even give my mom money or see my little brothers. I don’t care for him
just my mom.”
Student D explained a different perspective from the other students about his
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home life. Student D stated, “I love both of my parents even though they are tough on me
and tell me not to go down the path they did, as both of them use to get in trouble at home
and in school. My dad always tells me about the old days in San Jose and how he would
get in trouble and how I have to be different. I know that I kick it with the homies and
how that can look bad but that what I know, my parents don’t hang out any more with
there old friends because a lot of them are either locked up, dead or grown up. I guess I
was to, but my parents are cool and always try to help me but they are also tough on me.”
All of the students stated that their home life had some influence on them but they didn’t
blame their family for not graduating, and expressed that a lot problems they encountered
were because of impositions and relationships they had in school.

Figure 5.1. Student Reflections
Recommendations: All of the students in this study gave recommendations to how
better improve student’s experiences in schools. Figure 5.2.displays the data areas in
which the participants suggested. All the students recommended that communication,
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patience, respect, needed to be addressed with school staff. All of the students expressed
that the teachers, administrators, and school staff need to have better systems of
communicating to students. For example, the students said a lot of teachers wouldn’t
even greet them or try to know anything about them. The students said that sometimes it
felt as if teachers and staff didn’t want to be there. One student stated that sometimes
teachers would scream or raise their voices at them for such small petty things in the
classroom. Moreover, the students stated they needed to have more patience with
answering students questions and addressing them. The students stated that often teachers
would be rude and not take the time to help them with questions. All of the students
stated that if school staff were more reflective and supportive and personable that maybe
students would show more respect and listen to them. All of the students stated that they
would give respect if respect were also given to them. Moreover, they said that you just
don’t respect someone because of a title or the degree they have but how they
communicate and treat you as a person not just another pupil on their roster. They all
indicated that they didn’t care if their teacher was of a different race or ethnicity, that
they just wanted to be validated and not ignored and be given time and attention.
All of the students also communicated that classroom management, class size and
school culture needed to be addressed in their schools. Students indicated that classes
were too large for them to learn and concentrate. In conclusion, students felt that was
why a lot of teachers couldn’t help them during class time because there were too many
kids. The participants stated that some classes were up to 35 students in a “small stinky
hot portable.” School culture was another theme that derived from the students. They felt
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oppositional to the culture of the schools they attended. They implied that after being
suspended or disciplined by school staff that they were labeled as trouble or as a lesser
student. The students all stated that the school culture or climate often reflected the
culture of affluent students; moreover, there was a lack of sensitivity and synthetic care
for their success.

Figure 5.2. Student Recommendations
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Findings of Research Question Two
In analyzing the responses from the four participant students from this section of
the study the researcher was able to identify ten themes that have been encapsulated in
two meta themes of Culture of Student and Culture of Community as illustrated in Figure
5.3. The participant’s exposed related sub themes within each of their stories that
constructed a chain of evidence that either impeded or guided their perception of their
high school and school discipline experiences. Culture of Student and Culture of
Community divulged on the student’s way of life at home and in their community.
Moreover, both meta themes exposed the participant’s family dynamics in the home.
Most of the participants disclosed that one of their parents wasn’t in their life.
Furthermore, all of the four students indicated that Latinos and African-Americans were
more commonly in trouble at school; participants disclosed that that they felt stereotyped
and targeted by administration and teachers as being ruthless students. The student’s
outlooks espoused a prison bound mentality versus a college bound mentality, most of the
students felt that they were part of the school to prison pipeline. Students in the four cases
were in a mental mode of survival, desperately trying to accomplish their goal of
obtaining a high school diploma. Some of the students were influenced by gangs in their
neighborhood and community, as some of them were influenced by generational gang
binds because their parents where also involved in gangs. The participants were subject to
violence and influenced by violent behaviors. The use of marijuana was a factor in most
of the participants who were suspended and expelled in high school. Two of the students
revealed that they had a learning disability, which they felt had impacted their ability to
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focus in schools. In conclusive, all of the four participants recommended that teachers
need to be more caring, patient, motivated as well as continue to have high expectations
and help their students reach those expectations. Figure 6.0 illustrates the two meta
themes and the sub themes and their crossover of influence.
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CULTURE
OF
STUDENT

MEDIATING THEMES
Race/Ethnicity/ Gender
Stereotypes/Profiled
Family Structure
Poverty
Gangs /Violence
Drugs
Prison bound vs. College Bound
Survival Mindset
Learning Disabilities
Teachers/Administrators

CULTURE
OF
COMMUNITY

Figure 5.3. Mediating Themes in Culture of Community and Culture of Student
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Teacher Interview Transcripts
The researcher conducted four one-hour interviews with high school teachers.
During the interview the researcher coded each interview, the researcher asked each
teacher semi-structured questions, additional questions that developed from data gathered
during a review of the student’s documents, and any probing questions based on the
participants’ responses. The researcher also recoded notes of any thoughts or questions
that arose during the interview. The researcher transcribed all four interviews verbatim.
After the transcriptions were completed, the researcher analyzed the interview transcripts
and the researcher notes taken during the interview. The following research question
guided this segment of the study: What are high school teachers’ perceptions regarding
the impact of AB1729 on their classroom experiences with student discipline and school
safety?
This section of the study assesses the perception of high school teachers who are
from the four high schools that were introduced earlier in the study. Each teacher was
responsible for teaching in their designated subject based on their teaching credential.
They were interviewed at the most convenient time and location. Once the researcher
completed the data reduction process, these categories emerged: Teachers Background,
Teaching Perspective, Culture of Students, Safety and Consequences, Assembly Bill 1729.
Figure 5.4. illustrates the emerged categories.
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Figure 5.4. Teacher Categories
Teacher Backgrounds. The four high school teacher participants in this study are
from the four high schools. The section of the cross case analysis study provides
qualitative responses to teacher’s perception of Assembly Bill 1729 and its aspects of
design and purpose. The first questions that were asked pertained to the teacher’s
demographic background; educational level, professional positions held and parent
education level. The additional questions asked involved classroom management,
effective teaching, discipline, common core, AB 1729 and teacher pedagogy. This study
used an Interactive Model of Data Analysis. The study used Miles and Huberman (1994),
a model of data analysis. The collected data was put through a process of data
condensation, data display in matrices and drawing or verifying conclusions. Table 5.0.
illustrates the teacher’s school site, age, gender years in education, teaching subject and
the highest degree obtained.
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Table 5.0.
Backgrounds of High School Teachers

Age
Gender
Race/Ethnicity
Teaching
Subject
Years in
education
Highest Degree

Teacher 1

Teacher 2

Teacher 3

Teacher 4

30-39
Female

30-39
Male

40-49
Female

40-49
Female

Asian

Black

White

Latina

English

Social Science

English

Math

12

8

15

9

Masters
Degree

Masters
Degree

Masters
Degree

Masters
Degree

Teaching Perspective. This category was created based on what teachers reported
from the questions that were asked. The first theme that derived was Effective Teaching.
All of the teachers gave their definition of what makes an effective teacher. Teacher 1
stated the following:
An effective teacher includes one who shows compassion and care for all
students, creates caring relationships with her students, who teaches with equity
and respect, teachers and reinforces high expectations for all students, is
knowledgeable with the content, reaches students of all diverse learning abilities,
has classroom management down to the T, guides and helps students grow
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emotionally, morally, and socially.
Teacher 2 reported the following statement, “An effective teacher is one that can
maintain and engaged classroom climate. One that has classroom management skills,
people skills and is equitable when working with students. Is one that treats students with
dignity and you try to be there for them through thick and thin, even if you have to
discipline a student, you have to make sure that you explain what was wrong and why.”
Teacher 3 expressed that an effective teacher continues to learn and grow, she
stated the following “An effective teacher is who can set a successful tone in the
classroom that supports good decision-making and academic success. One, who helps
students to think critically, has control of their class, and grades on time. You have to
continue to learn and grow as a teacher; you can’t be complacent and use the same lesson
for the next five years.” Teacher 4 also expressed that an effective teacher is one who
builds relationships with students. In her words:
Connects to our kids and keeps the students coming back everyday to learn and
improve their life; effective teacher handles most discipline and most
consequences in house and does not always rely on calling for back up. Teachers
need to have moral authority in order for students to listen and respect you; the
title of being a teacher is not enough.
The second subtheme that derived from the interview was classroom management
as teachers thought this was crucial in the art of teaching. Teacher 1 stated that classroom
management is needed in order to be successful. She stated, “I strongly agree that class
size along with classroom management makes a huge difference. Along with this, cultural
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awareness is important.” Teacher 2 went on to state that class size and classroom
management go hand in hand. He stated the following, “Yes, I believe that students need
more one on one attention, some of our class sizes are over 35 students which can be
overwhelming for teachers and stressful for students if the class is chaotic.” Teacher 3
expressed that class size and classroom management are needed in order to work with
large classes, she expressed, “As a teacher it is challenging in trying to help every student
especially when we sometimes have over 35 students.” Teacher 4 elaborated that smaller
classes are needed in order to be effective as a teacher and have effectual classroom
management. Teacher 4 went on to express, “Its simple supply and demand; kids need
help. The more you put into a classroom, the smaller chance of them getting individual
assistance.”
The participants were asked to give their own philosophy of teaching and how
they would evaluate themselves as teachers. Teacher 1 stated:
Overall, I believe that I am a great teacher. I have great relationships and
communication with my students from the ones that are gang influenced to the
ones that have parents that are engineers. I think its because students know that I
am receptive and listen to them, but also let them know when they are doing
work. As a teacher you have to be morally sound and know when to advocate.
It is important to understand that one size does not fit all, that it takes much more
than a new bill or policy to reduce suspensions it takes investing time in our
students to change behavior.
Teacher 2 expressed a comparable viewpoint, as he stated:
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I think I’m a pretty good teacher I try to reach out to all of my students who need
help, as a parent I know that its challenging when trying to educate and teach
youth; which are two different things. I try to have a classroom where there’s
value and ethics, while trying to teach curriculum. A lot of Latino and Black
students don’t come from homes where there’s structure because many of those
parents have two jobs and are not around. You have to accept your students as
they come and try to work with them and learn from them in order to help.
Teacher 3 expressed her perspective as a parent and educator her approach in working
with her students:
As a parent you know that your children have different needs and learn
differently; so, the same principle applies, just multiply it by 35 students for five
periods. It’s a challenge but that’s why you have to be prepared and organized.
One thing that I have learned over the years is that you have to be flexible at times
and adapt to change other wise you won’t grow as a teacher.
Teacher 4 identified sometimes having the same cultural background can still be a
positive factor when working with students, as she stated:
Being a teacher for twelve years and working at a school where most of your
families are Spanish speaking you have to learn the language in order to
communicate with your parents. We live in San Jose which is 80% Latino, you
have to adapt, as a Latina who speaks the language and knows the “cultura” I
have been blessed. Although, sometimes looking like your students and speaking
their language they can take you for granted. I believe that as a teacher you have
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to be available for your students and families, you have to challenge the status
quo as I tell a lot of my Latino and Black students, don’t fall into that stereotype
that is out in society. You have to challenge yourself and demonstrate that you are
more then capable than others.
Socialization of Students. The second category that arises from interviewing all
four teachers is how students socialize and behave in school. According to the data
collected from the teacher interviews, student culture is intertwined with teaching culture.
Subthemes derived from the interviews as factors that teacher’s observed are students
who have been disciplined in their classroom or in schools. The teachers were asked if
race, ethnicity or social economic backgrounds were factors in student misbehavior.
Teacher 1 stated the following,
In most cases, yes, especially when it is a school and or community of White and
Black. However, in our school, I think culture plays a big role. The Vietnamese
students are raised to keep their mouth shut, respect their teachers, do not question
authority, to value education as their top priority and so forth. Some American
born Vietnamese that dismiss the cultural norms or those trying to assimilate to
American culture tend to be the ones that act out and misbehave. For the most
part, especially because we have immigrant Vietnamese, many of these students
do not misbehave whereas the Latinos come from a different background. They
have a love for family, for food, for life, and are extremely hospitable. However,
many of our immigrants Latinos do not see a way out of the life that their parents
live or have. Education is not always a priority when they are struggling to make

	
  

206
	
  

ends meet or live in gang or drug infested neighborhoods.
Teacher 2 agreed that both race and socio economic backgrounds play a distinct role in
student misbehaviors especially in how the teacher or school staff perceives the students
behavior. Teacher 2 said,
Most definitely social economic background factors into student misbehavior.
The way race is a factor in student misbehavior is how teachers perceive
behavior from one race of students versus other races.
Moreover, he also firmly believed and witnessed students who have come from homes in
which parents are not involved and are role models of poor behavior regardless of race
are key contributors of students who misbehave. Teacher 3 expressed that race and
ethnicity are not the issue but the response and how staff treats students, as he stated in
her own words, “Race and ethnicity play a role in how students are treated/disciplined by
the staff. I do not believe that race and ethnicity play a role in student misbehavior nor do
I believe that socio-economics play a role in misbehavior.” Teacher 4 stated that the
social economic background is the most prevalent influence that impacts students in
schools and in the community. She stated,
I think social economic backgrounds are a major factor in student misbehavior.
I think parents are the biggest factor here; some have very little involvement let
alone know about how students behave. I also realize that generational poverty is
a cycle some of our kids are in. I also know that media that glorifies drug dealers,
drug cartels and drug life support student failure.
The teachers were also asked to describe how students have changed during the
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years. All of the teachers indicated that students were much more technological
sophisticated and much more inclined to own material goods that they use to indicate
status in youth culture. Furthermore, teachers indicated that more students using drugs.
Teacher 1 indicated that poverty was a challenge for the students at her school. She
conveyed,
Some kids struggle more now with basic necessities of life. The cost of living has
risen causing many times both parents to work. Not enough parenting is done.
Too often we have parents come to us and tell us they have no idea how to control
their student or change their student's behavior. Kids nowadays have too many
luxuries - nice phones, nice cars, TVs, video games.
Teacher 2 reflected on this question and stated that technology was a major influence on
youth culture and disruptive in the classroom:
Technology has changed the way students operate in a school setting. Social
media play a big part in school disruptions. Home environments have changed
with both parents working and student expectations from the home being very
low. Expectations from home are that schools are to teach children with no home
support or involvement.
Teacher 3 indicated that students are well rounded intelligent in superficial knowledge of
the bubble gum culture and are really coming in more immature with less skills to
communicate and are introduced to drugs in middle schools, students are more influenced
by their peers then by adults.
Kids are more tech savvy and more prone to bullying due to accessibility. Also,
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the drugs are more potent and available to students especially with a lot of
dispensaries and medical marijuana cards.
Teacher 4 shared her experiences with students during the past decade and a half about
how students lack writing skills and are addicted to the use of technology, and
detrimental impact it has upon students. Furthermore, teacher 4 expressed that the health
of students is also a concern, regarding student success.
I have been teaching for nine years and kids are addicted to their phones. Some
cannot write because we are phasing out writing and switching it here for
computer work. I think this is fine as long as we press for skills. I also think kids
are more obese and many are used to parents doing most things for them. In the
past, this same type of kid existed, but how this student has become the norm. In
addition some students lack self esteem and are not empowered to succeed. This
may in part because students lack access to outside community and rely solely on
the immediate family for support. Ultimately, kids are the same, they need to feel
connected and be challenged in safe ways the help with their self-esteem.
Safety and Consequences: The four teachers were asked to express how they felt
at their school site. All of the teachers indicated that they felt safe at their school site.
Teacher 1 expressed that she would walk around campus during the school day, and felt
over all safe she stated, “I feel both safe in my classroom and on campus, and this is due
to my relationship with my students and also due the preventive work that happens with
our school safety team.” Teacher 2 indicated that he felt safe in his classroom and on
campus due to the communication and proactive work that takes place on campus. As
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teacher 2 also stated that all teachers were told when there was a student with a violent
history or a student who has engaged in acts that are suspendable or expellable in their
class, “I feel safe in my classroom and on campus, most of our students respect and
behave on campus and we as a staff are informed of which students can be at risk of
committing suspendable acts.” Teacher 3 expressed that her school was safe with out the
usual high school drama. She expressed effortlessly, “We have the usual conflicts,
bullying, drugs, and some fights nothing out of the ordinary. However, what are most
concerning are the students who have depression or mental disorders. It is these students
who are concerning to me as a teacher.” In conclusive, teacher 4 stated that her school
was safer then before, that fights had been reduced on campus and that gangs were not a
problem on campus, but drug use was a major concern. Teacher 4 stated, “overall our
school is safer. Our biggest issue are students using drugs, so many of them come to
school high, we don’t have any gangs and our school hasn’t had a fight on campus all
year.”
The four teachers were asked to describe their own opinion of the purpose of
suspensions and expulsions. All of the teachers indicated that suspensions were used as
an immediate response of consequences to a student deliberate act. Teacher 1 stated,
“School suspension is an okay tool for serious offences. Mainly for the purpose to
maintain campus climate, give the student a time out to reflect on a serious offence.”
Teacher 2 expressed, “School suspension's purpose is to take the student out of
circulation for safety reasons.” Teacher 3 indicated that suspensions were necessary in
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order to remove the student who committed an act not permissible on campus, in her own
words:
School suspension is in place to provide the student separation from the infraction
and to modify the behavior. I am in favor of it in extreme circumstances;
fighting, drugs, weapons, disrespect to staff or students.
Teacher 4 stated that suspension is an instrument used to have students take a break and
try to work things out either at home or in school and also enacted to keep a safe school
for all. She expressed in her words:
I think school suspension is a tool that schools use to have students take a break
and work through their particular issues. It is also a tool to keep campuses safe
while students work on their particular issues. I think that it is effective for minor
issues and helps students understand that school is a privilege and to act
accordingly. I think school suspension is sometimes used too readily instead of
offering viable case management plans to help students manage their behavior.
The teachers correspondingly expressed their perspective on the use of expelling
students from schools. Teacher 1 indicated, “the use of expulsion of students should be
used only for life threatening incidents where the safety of the students or staff has been
jeopardized.” Teacher 2 stated, “Expulsion is needed, however only for the egregious
heinous issues that disrupt and scar a school campus, its students and faculty. However
alternative placement after expulsion should be made because no mater how awful the
offence, the student still needs to be educated.” Teacher 3 reflected and indicated that she
thinks expulsions are needed in order to keep every one safe when a student is involved
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in an extreme case. As stated in her words, “ It’s important for the severe offenses such as
guns, sexual assault, arson, etc. for students and staff to feel safe in their own school.”
Teacher 4 stated, “It is a tool our district offers to keep dangerous or potentially
dangerous students out of the general student population, “Its purpose is school safety
even though the most unruly student may legally return to the school where the offense
has occurred.”
The participants were asked to give their perceptive on the “school to prison
pipeline” and their own personal opinions and experiences. Teacher 1 indicated,
“Absolutely, it has been proven, statistics wise, that students who end up suspended more
often and eventually end up in juvenile hall was end up in prison. Once in prison and
even released from prison, they know no other way of life. As a teacher I don’t write too
many referrals for petty things in my class because I handle them on my own. However, I
believe that students who do commit harm or crimes upon others need to be disciplined
and held accountable regardless of race or creed.” Teacher 2 stated that he had personal
experiences with students, as he stated:
Unfortunately I have. I have taught murderers, thieves, rapist and various other
youth that have ended up in, the Ranch, Juvenile hall, jails, and prisons. Before
these students arrived at these destinations, I spoke about life to them and warned
them about the school to prison pipeline track they were on. The homes in which
these students came from were not helpful enough in collaboration with the
school and outside agencies to properly reach these students.
Teacher 3 indicated that she was not in favor of students being suspended and falling into
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this pipeline, she expressed, “I am not a fan of students ending up in prison but it’s the
system that we live in and laws can be broken with out a consequence, over the 15 years
of teaching I have known and worked with a lot of students who have been in trouble
with the law and I have known many who have broken the law once and they learned
their lesson. Teacher 4 expressed:
I think this exists not because people want it to but because Ed code is lacking in
real solutions for real problems. I also feel that all of our bureaucracies are
broken: social work, schools, criminal justice, and other social systems. They
are too big to manage and bias is still at the head of most teacher referrals.
Kids are constantly being asked to take another path, farther than the ones they
are on. There are very few jobs available to our students as many adults take
these jobs to survive.
Teachers were asked about the impact that the transition to Common Core
Standards have on student discipline. Teacher 1 stated, “Common Core Standards do
nothing if we do not reach our teachers first. Our teachers need to learn classroom
management, cultural awareness, and positive behavior intervention before any type of
teaching can occur.” Teacher 2 further expressed his opinion on Common Core
Standards:
Common core is another fix all to education. Just like No Child Left Behind it’s
the latest fad that is going to ruin another generation of students who do not
pick up the format of common core. The math portion of common core is
extremely troubling. Math is a subject in which many behavior issues come out.
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The reason for the behavior issues is because of the lack of students
understanding the material.
Teacher 3 expressed, “No, there’s too many factors that contribute to being suspended,
but I do have concerns because as we know if students aren’t engaged in class then they
act out and so a referral is sent to the discipline office, its too early to tell.” Teacher 4
stated:
No change, if there’s a poorly designed lesson plan then delivery will not compel
students to want to learn, it will not reduce suspensions or expulsions. Student
behavior was always be an issue until parents and students are held fully
accountable for actions and lifestyle.
Assembly Bill 1729: The teachers were asked to share their perspective about the
bill and its impact in the classroom or school. Teacher 1 stated the following:
The last three years we’ve heard nothing about alternatives to suspension and we
have reduced suspensions but sometimes the students have to be suspended and
expelled because of safety or because the law or education code states so.
Alternatives included things we were already doing such as assign detention,
Saturday school, parent conferences, mediation meetings, and so forth. I believe
we need to be sent to trainings and workshops to implement effective alternatives
to suspensions and what we can change in the classroom.
Teacher 2 indicated:
Under new leadership and practices we have been able to reduce suspensions by
over 50% since 2012. We do a lot of restorative justice and mediation with
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students. Most teachers also practice progressive discipline in the classroom
before we write referrals and pass off our classroom problems to administration
The bill has initiated a change in our suspension practices.
Teacher 3 expressed:
Administration has tried to reduce suspensions with alternatives to automatic
suspensions, more detentions, Saturday schools, mediations, parent conference
and referrals to our student family center for counseling. Teachers are expected to
practice more progressive discipline, a system that puts more responsibility on
teachers to practice effective classroom management.
Teacher 4 communicated that the bill had reduced suspensions at her school.
I believe that the initiated bill has assisted in giving administration more
flexibility to work from as long as there’s money flowing, once its stops we will
have to go to the old paradigm and suspend students because a lot of the
alternative to suspensions are community based programs that provided wrap
around services to students and communities. I know that under the new Local
Control Accountability Plan that the district has initiated new positions with
social workers and community liaisons that reach to our students and
parents. We also need real therapy sessions for some of our students and change
in environment are the only things that can foster real change. I also think our
system can look at our policies and procedures and acknowledge that some
students work best in smaller environments.
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Findings of Research Question Three
In analyzing the responses from the four participants the researcher was able to
identify ten themes that have been coagulated and two meta themes of Culture of
Classroom and Pedagogy of Teacher; each of the participant’s exposed related sub
themes with-in each of their case study that constructed a chain of evidence that either
impeded or guided their perceptions as teachers. Culture of Classroom and Teacher
Pedagogy uncover how teachers perceive themselves as educators, as well as uncover
some of the main concerns in the classroom and in school, some of these concerns are,
how the number of students in the classroom impedes learning and teaching in the
classroom, classroom management is a common theme between, as teachers stated that
structure, expectations, planning have a direct relationship with student misbehaving in
class.
All four teachers reflected and stated that an “Effective Teacher” needs to have
compassion, firm expectations and establish a moral relationship with students where
there’s mutual respect and dignity towards each other. Effective teachers need to be in
tune with their students and the communities they come from, as some times we as
teachers don’t live in their neighborhoods. An effective teacher needs to recognize that
each of the student’s unique individual characteristics and what they offer to the class.
Furthermore, a teacher needs to have a foundationally strong method of classroom
supervision; students need to have routines and rules in place so students know what’s
expected of them. Effective teachers need to continue to learn and grow professionally,
so they can expand their knowledge and adapt to the 21st century students and technology
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that has been pushed with Common Core Standards.
Safety was another theme that derived from the participant’s responses. The four
participants indicated that suspension was an immediate act for keeping students and staff
safe. For example, if two students were to get into a fight suspending both of them would
give them time to reflect and the school to develop a plan to mediate the conflict between
both students. Expulsion was viewed as an action to remove students who had committed
an unsafe egregious act in school or on the way to school. The teachers revealed that they
believed in the process of expelling students who brought guns, and committed sexual
assault or arson. The teachers felt zero tolerance was acceptable if the students had
committed an act that could harm everyone.
Culture of Students in this section entails, race, social-economics, and home
environments; all of the teachers indicated that the students came to school with how
they’ve been nurtured at home. Some of the teachers indicated that some racial groups of
students behaved differently in school or in the classroom. However, due to the large
population of Latinos in all the schools, this group of students were mostly the ones
disciplined. The teachers also disclosed that in their experience that students who were
social-economic deprived were disciplined the most, due to lack of parenting skills or
lack of involvement in schools. Most of the teachers stated that they taught students who
have ended up in prison because of mistakes they made in high school. They stated that
the school to prison pipeline does exist but that there are many factors outside of school
that contribute to students making poor decisions and that students need more resources
in order to derail this phenomena.
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Teaching Philosophy theme was explored. All of the teachers expressed that they
considered themselves to be effective teachers. The teachers shared that having a craft of
teaching students is more then just curriculum to be taught, that students also need to
learn personal skills, as teachers they have to reinforce the need to practice values and
morals in the classroom. The participants articulated that their role as teachers is to
facilitate students learning and establish communication with their pupils and parents.
Furthermore, the teachers stated, “As a teacher you need to be flexible and have the drive
to change and challenge yourself to learn and grow as a teacher.”
All four of the participants stated that Assembly Bill 1729 had reduced
suspensions and that school administrators have sanctioned alternatives to suspensions,
from restorative justice mediations to progressive discipline systems. However, some of
the teacher’s felt that more resources were needed in order to address student discipline,
more counseling and social services to help students. They also stated that more
professional development and training is needed in order to develop more alternatives in
the classroom. All of the teachers agreed that drug use was a problem at their school, as
lot of students would come to school under the influence of Marijuana and then get
suspended. Another concern was bullying and harassment of each other via technology
using social media. These two concerns contributed to suspensions of students.
According to the four teachers. Figure 6.1. reveals the 10 themes that derive from the
questions the four teachers were asked.
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TEACHER
PEDAGOGY

MEDIATING THEMES
Classroom Management
Classroom Size
Communication
Culture of Community
Culture of Students
Effective Teachers
Professional Development
Safety
Teaching Philosophy
Technology

CULTURE
OF
CLASSROOM

Figure 5.5. Mediating Themes in Culture of Classroom and Teacher Pedagogy
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School Site Administrator Interview Transcripts
The researcher conducted four one-hour interviews with high school site
administrators. During the interview the researcher coded each interview; the researcher
asked each student semi-structured questions, additional questions that developed from
data gathered during a review of the student’s documents, and any probing questions
based on the participants’ responses. The researcher also recoded notes of any thoughts or
questions that arose during the interview. The semi structured interview questions asked
of each student are listed in Appendix D. The researcher transcribed all four interviews
verbatim. After the transcriptions were completed, the researcher analyzed the interview
transcripts and researcher notes taken during the interview. The following research
question was guide this segment of the study: What are school site leaders’ perceptions
of AB1729 and the impact on their Leadership practices on student discipline and
maintaining a safe school?
This section of the study assesses the perception of School Site Administrators
who are from the four high school schools that were introduced earlier in the study. All of
the participants were Assistant Principals, who are responsible for observing instruction,
evaluating teachers, creating a safe and conducive learning school climate, enforcing
school rules, discipline and safety of each school site. Each of the participants was
interviewed at the most suitable time and setting. Once the researcher completed the data
reduction process, these categories emerged illustrated on Figure 5.6. : Administrator
Background, Effective Teaching, Socialization of Students, Safety and Consequences,
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Assembly Bill 1729 and Survey results of traits as an educational leader.

Figure 5.6. School Site Categories
School Site Administrators Backgrounds
The first questions that were asked pertained to the administrators’ demographic
background; their educational level and professional positions held illustrated on Table
5.1. The additional questions asked involved classroom management, effective teaching,
student discipline, and purpose of suspensions and expulsions. Moreover, the other
questions involved asked for their perception of School to Prison Pipeline, the impact of
the Common Core Standards on student’s discipline, and the impact of AB 1729 in
school suspensions. The last portion of the interview related to the participant ranking
traits that they felt most influenced their pedagogy as an educational leader.
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Table 5.1.
Backgrounds of School Site Administrators

Age
Gender
Race/
Ethnicity
Current
Position
Years as
School Site
Administrator
Highest
Degree
Years in
education

School Site

Administrator
1

Administrator
2

Administrator
3

Administrator
4

40-49

30-39

30-39

30-39

Male

Male

Female

Male

Latino

Latino

Asian

Latino

Assistant
Principal

Assistant
Principal

Assistant
Principal

Assistant
Principal

3

5

3

8

Masters
Degree

Masters
Degree

Masters
Degree

Masters
Degree

18

10

9

14

High School
1

High School
2

High School
3

High School
4

Effective Teaching. This category was created based on what the administrators
reported from the questions that were asked the first that derived was Effective teaching.
All of the administrators gave their opinion of what an effective teacher is.
Administrator 1 stated the following,
An "Effective Teacher" is an individual who, not only has expertise in their
subject content, but also makes the necessary connection to their students. Making the
connection with their students is the most important factor in the teaching process. By
this, I mean that teachers genuinely care about their students and their learning.
Students who have this connection respect their teachers and are committed to their class

	
  

222
	
  

work. With this connection, teachers establish a comfortable and safe learning
environment for their students. Students become more receptive to the subject being
taught in that classroom. They interact with each other in a respectful manner and work
together to master the subject content. The teacher becomes the facilitator for the
learning that is taking place.
Administrator 2 stated that teachers are the most crucial influence and important
component in a school aside from the role and involvement of parents. Administrator 2
stated in his own words,
Teachers are the most important aspect of all schools and are one of the keys
needed to open gates that are locked for a lot of our students who do come from
homes that are impoverished or lack a responsible adult” Teachers need to have
the capacity to want to learn and become better every school year. They have to
be clear and sensitive to the needs of students, communicates and maintains trust
and respect in their classroom.
Administrator 3 gave a formal response to the questions that was similar to the other
participants. As she expressed,
An effective teacher is one who can facilitate students in achieving planned
curricular and behavior goals. An effective teacher needs to have stellar classroom
management and be consistent and proactive in disciplining students. They are
prepared with lessons and are dedicated to their students and classrooms. A lot of
the newer teachers are much more prepared with technology but sometimes lack
the skill to communicate and be personable with students. Teachers need to
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practice different techniques and instructional strategies such as hands on or
practical learning with students.
Administrator 4 indicated that teachers needed to have multiple abilities that are needed
in the classroom to assist student
I believe that an effective teacher needs to have several qualities; they need to
demonstrate that they care about their students, demonstrate fairness, and always
keep a professional tone and behavior with their students, parents and peers. They
need to demonstrate that they enjoy their profession and that they are involved in
school. Effective teachers need to be motivated and maintain high quality work
ethic. Obviously, teachers need to be well rounded with different modalities of
teaching students, but most of this is gained with time and experience, teaching
is an art not a technical job.
During the interviews the administrators often indicated that classroom
management was the first skill that needed to be applied in order to be an effective
teacher. Administrator 1 stated that a lot of the teachers who struggle with classroom
management often write a lot of referrals. As he stated, “most of our 9th grade teachers
are challenged because of the immaturity in a lot of those classes and with some of our
classes having 35 students in a class. Usually, these are the teachers that write a lot of
referrals.” Administrator 2 indicated that classroom management was one of the main
concerns and struggles for teachers. He stated,
As a former administrator in the private sector, I can say that is one of the main
concerns in public schools as the larger the school or classroom that more
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distractions in the classroom. The classroom has to offer a culture of learning, and
this entails an environment that is safe. Teachers need to have a properly planned
and objective lesson to be set, need to be firm and consistent with the rules and
consequences.
Administrator 3 indicated the structure, managing time and building a relationship with
students was needed in order to have a successful classroom as she noted,
You need managing by proximity, not giving students the ability to be off task
for more than a few seconds. Time management having seamlessly transitioning
from one part of the lesson plan to the other with no kinks because the class
period was timed correctly. Knowing my students help me manage certain
behaviors and prevent negative student behavior outcomes. Building relationships
with students so when I had to be firm and equitable there was no push back when
my authority had to be used.
Administrator 4 indicated that in his years of observing teachers he stated that classroom
management and class size have been a factor in many teachers being successful or not.
However, there are some teachers who find a way to establish a classroom with 35
students and provide great instruction due to the relationship, expectations and
communication that is established, as he expressed, “I have observed many teachers
during my years as an administrator, my experience has noted that class size is always a
main concern and struggle for most teachers. It can be challenging for teachers and
stressful for the students as well, trying to listen and focus. This is definitely a looming
factor in learning and teaching.”
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Socialization of Students. The second category that arises from interviewing all
four administrators was how students socialize and behave in school. According to the
data collected from the administrator interviews several themes derived from the
interviews as factors that are observed in students who have been disciplined in the
classroom or in schools. The administrators were asked if race, ethnicity or social
economic backgrounds were factors in student misbehavior. Administrator 1 stated the
following; “Race and ethnicity could very well play a role in student suspensions based
on the school attended by the student. A lot would depend on the culture that is part of
that school and the inclusiveness that is part of the school culture.” Moreover, he
elaborated that being a Latino male and administrator it is often challenging to pinpoint
that race and economic backgrounds that are a challenge. As he stated there are other
factors like loss of “family values, loss of adult influence on youth” that have impacted
students who get caught up with drugs and gangs. Administrator 2 indicated that it’s
beyond then just race and socio economic backgrounds that impede students. It is also
the lack of understanding how to study and learn he explained,
A lot of students don’t understand how to learn or study, which is a problem yet a
lot of students are also brought up in poor gang infected neighborhoods, where
they influence students. Some students come from gang oriented or generational
gangs. Many of our Latinos and African-Americans gravitate to the bravado of
power and respect in their lives and it’s easy to accomplish that by committing crime.
The lack of parent involvement is also factor that affects our students because sometimes
fathers or mothers are locked up or absent from home. Administrator 3 expressed that
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based on her experience and a schools population she stated that race and ethnicity was
not a factor in student misbehavior. She expressed the following,
I personally do not believe that race and ethnicity is a factor in student
misbehavior. I do think, however, that socio-economic backgrounds can affect
how students behave because socio-economic backgrounds have large influence
in determining the type of environment that a person might be raised in and in
turn the social behaviors that this person might learn and this is on both a high
and low socio- economic spectrum. I know that there is a strong correlation
between race/culture and the type of environment that a certain race and culture is
exposed to, but my school site is located in a middle to upper middle class
neighborhood and we have students across all races and cultures attend this
school, so race, for example, is not necessarily a deciding factor in student
success.
Administrator 4 elaborated that it was often frustrating seeing a lot of students of color
get suspended and expelled for possessing, selling, using drugs, and falling into gangs.
He further stated being a Latino male he felt that he was doing a disservice to his own
people by suspending and expelling them and sometimes had students cited by the police
for committing crimes on campus. However, he expressed that his position as Assistant
Principal, it was his responsibility to keep a safe school and uphold school and board
policies. Administrator 4 reflected on his experience:
As a Latino and administrator it is frustrating to see a lot of students of the same
ethnicity/race to be failing, dropping out and being suspended. I think that it has
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to do more with the home life, economic background of the students. Due to his
being San Jose you’re going to see more Latinos be suspended and expelled.
The administrators were asked to describe how students have changed during the
years. The sample of administrators indicated that students were much more inclined to
use technology and is peer influenced. Administrator 1 indicated, “I believe the biggest
difference has been in the social media. Texting, Cyber bullying, Facebook, Twitter and
other such media are much more prevalent then they were before. These have brought to
school issues that were non-existent with earlier students. These types of social media
have had a big impact on the interaction of students and also staff members.”
Administrator 2 explained that students have changed and shifted towards using more
technology at home and in school, he stated,
I think students have evolved especially now because accessibility with
technology, where students get online at home and not necessarily have to go to a
library, the change to common core also enables students and teachers to teacher
outside of the box with real time learning.
Administrator 3 stated that students have a lack of respect for adults who are not their
parents, as she reflected, “Kids are given many rights nowadays and it’s easy for students
and families to take advantage of these rights, making the kids of today untouchable and
most times unreachable. Technology and cell phones have made it easier for kids to
harass and bully each other.” Administrator 4 mentioned,
Yes, I think students are more peer influenced then by adults and this is due to our
own fault as parents, we put aside our children in order to survive in this country.
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Being born in Mexico and my parents were very traditional where family is
first above all friends or people outside, this is clearly not that case in our students
today. Technology and popular culture are what our students are influenced by;
there is no sound foundational culture in our families or students homes.
Safety and Consequences: The four administrators were asked to express how safe
they felt at their school sites. All of the administrators denoted that they felt safe at their
school site. Administrator 1 expressed he felt safe at his school, “I feel safe at my school
due to school staff we have are proactive in having a safe school.” Administrator 2 stated
that his campus was safe overall and that they had a lot of school staff that participated in
supervision. Administrator 3 reflected and expressed the following,
I have a safe school with our usual problems with drugs and some minor fighting,
but overall we are people in place to assist and our teachers are all prepped and
informed about our school safety plan.
Administrator 4 revealed that he had the safest school in the district because of he
preventive measures that were taken to keep students and staff safe. As he stated,
It is challenging to keep a safe school but it takes a lot of communication and
certainty from all your teachers and staff. You need to establish a process and
system that entails all parties’ involvement from students, staff and parents. We
do have our minor issues but deal with them and work with them, moreover,
provide wrap around services for students by practicing more therapeutic then
punitive, which has assisted us in reducing suspensions.
The four administrators were asked to describe their own opinion of the purpose
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of suspensions and expulsions. All of the administrators indicated that suspensions were
used as a consequence. Administrator 1 stated the following,
A school suspension does have a place in our discipline policy. This would occur
when a student has violated one of the more serious offenses dealt with in Ed.
Code 48900. This might involve a student bringing drugs or weapons on to the
school campus. A suspension would take place in this instance to make sure that
the student does not remain a threat to other students or school staff. A student
could also be under the influence of drugs and it would not be safe for them to
remain on the school campus. Parents are always contacted when a student is
suspended.
Administrator 2 indicated, “Suspensions are used to provide a consequence, at this school
we try to have interventions before suspensions. We mostly use them when we can no
longer attend to an offence through an intervention.” Administrator 3 expressed the
following,
I personally see school suspension as a last resort to repeated behavior problems
that cannot be resolved after multiple attempts at remediation. I feel that school
suspensions should only be given when attempts have been made to resolve a
behavior issue and a student is still continually disrupting the learning
environment of others. I don't believe that suspending students and taking away
their instructional time is helpful to students' academic success but it is needed if
the student is causing an even bigger disruption to the learning of others.”
Administrator 4 concluded by stating the following in his interview,
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I believe that suspension is necessary when we have partaken the progressive
discipline measures and you have exhausted all resources and attempted to rectify
the situation. In addition, as an administrator you have to uphold school policies,
board policies and education code. However, I also believe that suspension has
lost its purpose due to students seeing it as an excused absence, but then again
those are the students who prefer not to be in school.
The four school site administrators respectively expressed their perspective on the
use of expelling students from schools. Administrator 1 stated, “There are certain
situations that warrant a student being referred for expulsion by school authorities.
However, there is a lot of discretion that schools and the District Office can use when
presented with such expellable offenses.” Administrator 2 expressed, “An expulsion is
for a very egregious offence, possession of weapon, or a very violent act, at that point the
student creates an unsafe learning environment.” Administrator 3 stated that are needed
only for situations when students and the school is in imminent danger as he stated,
“expulsions are justified when a student is a danger to themselves or others on campus. I
mostly view its purpose as keeping the campus safe.” Administrator 4 indicated that
expulsions are the most severe consequence; in his own words he stated, “Expulsion is
the most extreme form of discipline and the purpose is to ensure that once a mandatory
violation has occurred that we protect the welfare of the students attending our school.”
During the interview the participants were asked to give their perception on the
“school to prison pipeline” and their own personal opinions and experiences.
Administrator 1 expressed that school to prison pipeline does coexist in schools and that
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some students do get caught in this pipeline, as he expressed “I think this very clearly
exists. I have taught students who have been suspended, dropped out, and who ended up
in juvenile hall.” Administrator 2 stated, “I think that when we have practices that cite
students for minor infractions then we are participating in the act of having student enter
into the justice system that may end in prison.” Administrator 3 indicated that it is
unfortunate phenomena exists, “I think the school to prison pipeline, unfortunately, is
more apparent in schools that are in low socio-economic neighborhoods. I have had
students suspended, dropped out, and ended up in juvenile hall, but it has been extremely
rare. The few instances that I am aware of, the students were taken and were released
shortly after because their offenses were not seen as major.” Administrator 4 commented
that the school to prison pipe line does exists and permeates in schools, specifically if
students come from homes where there’s no structure, discipline, expectations or family
values as he stated in the following,
The phenomena does exist, however, I believe that it impacts all students not just
Latinos and African-Americans. As a Latino male, I have worked with students
who commit crimes, during and after school and end up in this pipeline. I know
that we often only see or hear about my “gente” but a lot of other students of
multiple races also get caught up in making stupid decisions; the challenge is
getting the youngster to understand and learn from them. I work strategically with
progressive discipline in allowing students to learn and correct their behavior
before students are suspended.
The school administrators were asked about the impact that the transition to
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Common Core Standards was has on student discipline. Administrator 1 expressed that
there is hope and it’s yet to be seen as stated in his own words,
“I believe that it is to be seen what impact Common Core Standards was have on
our students. These standards do require a lot more inquiry type instruction.
Teachers have to learn how to run their classrooms to elicit such responses from
their students. This approach might be more difficult for some teachers than
others. Since Common Core Standards are only in third year of implementation,
it might take a while for the results to come in regarding this area of discipline.”
Administrator 2 stated that with the change in standards it has given educators an
opportunity to practice outside the box instruction strategies and to further improve how
learning occurs. However, the administrator also stated that with change comes challenge
of resistance. In his own words he stated, I think that teachers are stressed out with the
change in curriculum. An unhappy teacher affects the students. I don't think it was reduce
or increase suspensions but you was have higher expectations for kids and this was stress
out kids.” Administrator 3 expressed that it’s too early to tell but that with the current
practices of discipline and punishments suspensions and expulsions are low.
Administrator reflected on the questions and stated,
If teachers are asking students to complete tasks that are demanded by Common
Core Standards, for example project based learning or problems solving learning,
I believe there was be less opportunity for students to misbehave. However, I
also see that there are students who might defy the new learning/teaching style,
especially if they view it as increased academic rigor that they cannot achieve.
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Assembly Bill 1729. All participants were asked to give their perception of the bill
and the impact at their school. Administrator indicated that since the enactment of the bill
suspensions have reduced. Administrator 1 stated, “Yes, we have been able to reduce
suspensions by over 50% since the enactment of AB 1729 by using multiple alternatives.
Our attendance is improving and our graduation rate is improving. Our suspensions are
down; our fights are down, so we’re okay right now. Before we use to just suspend
students if they we under the influence and know we refer them to getting them into the
drug classes and counseling. We are also doing a lot conflict mediations and restorative
justice. Administrator 2 indicated that suspensions had also reduced since the enactment
of the assembly bill. The administrator indicted that at first staff pushed back because
school suspensions was seen as classroom management. As he stated in his own words,
“We have made that change in our school where suspensions was a classroom
management strategy and not a last resort. At first our staff challenged administration
because we weren’t suspending students for some offences. We have implemented a
Low-level intervention system that requires teachers practice a progressive discipline
system.
Administrator 3 indicated that her school had low suspensions prior to the
Assembly Bill even though she had only been there 2 years, but they had a system in
place that assisted in addressing student behavior. As she indicated,
This school has had low numbers in suspensions over the 2 years that I have
been here. However this school has always had high expectations in
academics. We have a system of intervention for student misbehavior that begins
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with asking teachers to take care of misbehavior in-house and move along a
progressive level of discipline. For a repeated offense or misbehavior that
continues after a progressive level of discipline has been imposed, we will meet
with student to further investigate the cause of the behavior to recommend other
interventions. For example referrals to Social Worker, Safe Schools Campus
Initiative or community based agencies.
Administrator 4 expressed that his school site suspensions have reduced profoundly due
to open-minded discipline systems that had been put into practice before the assembly
bill passed. He expressed the following,
Since I started at this school site we have reduced suspensions by practicing a
structured process of consequences that teachers have to go through before
initiating a student behavior referral or before we suspend students from school.
As the administrator who suspends students I make sure that teachers have taken
the necessary steps in addressing student discipline in the classroom. For example
having their own set system in the classroom and that they have attempted to
communicate to the parents. I support the teacher in sitting in a lot of conferences
and setting communication lines between parents, teacher and administration. I
believe that we all have to work together in educating our students, the school
alone cannot do it alone. We also practice restorative justice, mediations and
work with our social workers and services for those students who need more
support than just suspensions from school.
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Multiple Ethical Paradigm Leaders
Due to the importance of the implementation of Assembly Bill 1729 it is
imperative that administrators practice ethical decision-making when recommending
consequences or alternatives to suspensions as the bill prescribes such flexibilities.
Fullan (2003) states that school administrators may rely on personal values and morals
when dealing with ethical dilemmas and on the other hand, school administrators may use
an ethical reasoning framework when making decisions. According to Shapiro and Gross
(2013), the ethic of profession is the best-proven paradigm for educational leaders. All of
the administrators were given the opportunity to assess the traits they perceived to be
most important as an educational leader. The participants were given a description of
each category that was to be valued. The trait scale consisted of the administrators
ranking each characteristic. Table. 5.2. illustrates the 8 traits that originate from the
Multiple Ethical Paradigm Framework (Shapiro, J.P. & Stefkovich, J.A. 2005).
Figure 5.7. illuminates how the four administrators evaluated what was most
important for each. All four administrators ranked the “Ethic of Profession” as the
unanimously as most important characteristic as its states, “As an educational leader, I
take into consideration what the community expects from me, what is in the best interest
of the students and who is diverse in their composition and their needs.” Three out of
four administrators ranked “Justice”, “Care/Compassion”, “Equity” and “Respect” as the
subsequent Most Important characteristics in an educational leader. “Social Justice” and
“Tolerance” were both ranked as an adequate trait as two administrators ranked as Most
Important and the other two administrators ranked it as somewhat important. “Ethic of
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Critique” was the characteristic that received the lowest ranking of Most Important with
only 1 administrator valuing this trait as critical.
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Table 5.2.
Multiple Ethical Paradigm Leaders Traits
RESPECT
As an educational leader, I employ and foster a culture of respect for all my students,
staff and community.
EQUITY
As an educational leader, I am responsible and accountable for educating all learners to
high academic standards and outcomes regardless of differing characteristics of those
learners.
CARE/ COMPASSION
As an educational leader, I question and consider what is in the best interest of my
students and ask how the students consequences of decisions and actions.
JUSTICE
As an educational leader, this principle means that every parent, teacher, student and
other members of the community are treated with the same equality, dignity and fair
play.
ETHIC OF CRITIQUE
As an educational leader, I strive in this position to contest and attempt to improve the
inequalities of the status quo by empowering my students.
TOLERANCE
As an educational leader, I have to be embrace differences that arise from people’s
identity and experience not from their ignorance.
SOCIAL JUSTICE
As an educational leader, I believe that education is the civil rights issue of our
generation. And if you care about promoting opportunity and reducing inequality, the
classroom is the place to start. Great teaching is about so much more that education; it
is a daily fight for social justice.
ETHIC OF PROFESSION
As an educational leader, I take into consideration what the community expects from
me, what is in the best interest of the students and who is diverse in their composition
and their needs.
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Figure 5.7. Multiple Ethical Paradigm Leaders
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Findings of Research Question Four
In analyzing the responses from the four participating students, the researcher was
able to identify 12 themes that have been linked in two meta themes of School Site
Administrator Pedagogy and Culture of School. Each of the Participant’s shared linked
themes with-in each of their case study that constructed a chain of evidence that either
impeded or guided their perceptions. Culture of School and School Site Administrator
Pedagogy exposed how Assembly Bill 1729 impacted the four sample high schools.
Administrators perceived that some of the main concerns in the classroom and in school;
how the number of students in the classroom impede learning and teaching in the
classroom. Classroom management is a common challenge for teachers. As
administrators stated that organization, expectations, and planning have a direct
relationship with a student misbehaving in class.
The six categories that emerged from the study were replicable as the teachers
with the exception of the educational leadership trait. All four administrators reflected
and stated that an “Effective Teacher” is an individual who is an expert in the subject
content but also has the capacity to make connection with their students. Moreover,
expresses genuine care and compassion for their pupils. The administrators indicated that
effective teachers needed to have a stellar system of classroom management and have a
prepared lesson plan. The administrators agreed that effective teachers needed to
demonstrate professionalism with how they carry themselves and their work ethic. The
second theme that materialized was Socialization of Students. They stated that how
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students socialize and act at school are factors. Moreover, administrators agreed that race,
ethnicity and social economic backgrounds are factors when students are disciplined. One
administrator indicated some of his students come from homes where there are gangs that
infest the neighborhood influencing the student’s culture and beliefs. Another
administrator stated that the lack of parenting was a major factor in student’s
socialization, as some students come from one-parent homes because of separations,
divorce and sometimes because one parent is incarcerated. The administrators described
that students were highly influenced and oriented towards their peers. Social media and
technology were much more prevalent in a student’s social life than adults.
Administrators expressed that students were less respectful of adults and unreachable.
The third category was Safety and Consequences. All of the administrators stated
that they felt safe at their schools due to proactive steps and collaboration amongst staff
to communicate. The preparation that has been taken in formalizing effective safety plans
and communicating school rules and policies to students, parents and staff. All of the
administrators described suspensions as a last resort for punishment but stated that in
some extreme cases like bringing drugs or weapons or committing violent acts it was
necessary to suspend students. Moreover, the administrators expressed using a
progressive system of consequences or opportunities for students to correct their behavior
and all expressed that expulsions were the most extreme punishment that a student could
be disciplined for and was not a common practice unless a student had committed nonremediable act before school, during or after school hours.
The fourth category was Assembly Bill 1729, the administrators expressed that
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suspensions had reduced since the enactment of this bill and in some cases student
academics were also improving. Some of them indicated that instead of punitively
suspending students were being referred to counseling. For example, some students were
receiving drug-counseling classes. Administrators stated that at first school staff was
resistant to this new therapeutic approach versus quick to suspend or assign punitive
consequences. One administrator indicated that he made himself more accessible and
attended student mediations and parent, student, teacher and administrators meetings in
order to support and attempt to find solutions, whatever the situation was. The last
category that surfaced and assessed was the administrator’s educational leader traits.
Based on a trait scale that was given to each administrator, he or she rated which trait was
most important, somewhat important or least important to them. All of the administrators
ranked Ethic of Profession to be the most important. As a leader, solidifying that as an
educational leader they take into consideration what the community expects, what is in
the best interest of the students and who is in a diverse composition and assisting to their
needs. Figure 5.8. revealed 12 mediating themes that developed from the questions the
four teachers were asked. The mediating themes have a causative and reciprocal
relationship within schools, students and community that impact the school site
administrator’s pedagogy and culture of the school.
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SCHOOL SITE
ADMINISTRATOR
PEDAGOGY

MEDIATING THEMES
Alternatives to Suspension
Classroom Management
Classroom Size
Common Core Standards
Culture of Community
Cultures of Students
Education Code/Board Policies
Educational Leader Traits
Effective Teachers
Safety
Systems of Consequences
Technology

CULTURE
OF
SCHOOL

Figure 5.8. Mediating Themes in Culture of School and
School Site Administrator Pedagogy
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Conclusion
This chapter presented qualitative data that was gathered and analyzed through a
lens of Critical Race Theory, General Systems Theory and Multiple Ethical Paradigms.
The emerging themes that evolved were displayed in descriptive and narrative data from
the four sample high schools, the four former high school students, the four high school
teachers, and the four school site administrators. Findings were illustrated and
highlighted in a cross case analysis approach and thematically coded and supported by
each participant. The study showed that recently enacted Assembly Bill 1729 has reduced
suspensions at the four sample high schools. Moreover, teachers and administrators have
been critical and instrumental in practicing alternatives to suspensions. Nevertheless, the
analyzed descriptive suspension data revealed that African American and Latino students
are disproportionately suspended more any than other students. Specifically, these two
groups of students are suspended more in Title 1 schools versus Non-Title 1 schools.
Furthermore, academic outcomes were superior for these two groups of students and
suspension outcomes were fewer at the Non-Title 1 schools.
Marron’s Circularity of Culture Interdependence Model is framed from the
responses, recommendations and reflections of the studies participants. The qualitative
study exposed six meta-themes that can deter student success if one or more of them are
absent or can promote student success if all are present in the student’s life.
The researcher used Barnouw (1985) definition and his explanation of Culture: “A
culture is a way of life of a group of people, the complex shared concepts and patterns
that of learned behavior that are handed down from one generation to the next generation
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to the next through the means of language and imitation”, “human beings are conditioned
to some extent by the culture to which they are exposed from birth or as they mature;
equipped with a collection of stereotypes with which to face the world, we are capable to
lose sight of possible alternative modes of behaviors and understandings” (p. 5-6). The
researcher used Barnouw’s concept of Culture to classify these 4 meta themes: Culture of
Student, Culture of Community, Culture of Classroom, and Culture of School.

The

researcher defines pedagogy using Freire’s praxis “critical pedagogy” to construct the
meta themes of School Site Administrator and Teacher Pedagogy. According to the cross
case analysis of the former high school students, teachers and school site administrators,
these 6 themes emerged and formed a chain of evidence that are the underpinning factors
in participants experiences. These themes were constructed through the praxis of Critical
Race Theory, General Systems Theory and Multiple Ethical Paradigms.
According to the model and application of the 6 meta themes are dependent of
each other and are indispensable in order schools to be effective and critical in
responding to the needs of students and community. As described earlier Assembly Bill
1729 is simply a political response and tool that can be used to address punitive
consequences and its role in this model can only be truly effective in reducing discipline
disparities amongst African American and Latino students if these themes are cohesively
palpable in schools, staff and its community.
Culture of Student: This theme is focused on valuing Yosso’s (2006) model of
“Community Cultural Wealth.” As indicated earlier in chapter 1 this model challenges
U.S. schools deficit thinking and “deculturalization” of minority students and their
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families. Schools need to embrace the Aspirational Capital, Familial Capital, Social
Capital, Resistant Capital and Navigational Capital. Moreover, schools and teachers need
to familiar with the potential of youth popular culture. According to Duncan-Andrade
(2008), youth culture should be seen as avenues that can open and strengthen
relationships between teacher and student. Consequentially, schools and staff that
acknowledge and value youth culture can widen their lens of pedagogy.
Culture of Community: This theme is focused on the values of the communities that
students of color or minorities come from. Using Critical Race Theory schools need to
distinguish the numerous forms of cultural wealth within communities of color. CRT
identifies various indicators of capital that have rarely been acknowledged as
cultural and social assets in communities of color: aspirational, social, navigational,
linguistic, resistant, familial and non-familial capital (Yosso, 2006). Parents and
community members should be invited to the school and partake in the supporting the
schools agenda. Schools must have a connection with its community and it must also
welcome this association, as schools produce a social capital and commodity with
students who live in those communities.
Culture of Classroom: This theme derives from the cultural conflicts that produce
dysfunctional classrooms and oppositional student to teacher relationships. According
Nieto (2008), classrooms need to be antiracist and receptive of the student’s cultural
capital, this would constitute that classrooms need work within the application of
Multicultural Education. Multicultural Education is a philosophy and way of looking at
the world, it’s not just a program, class, conference, presentation or a specific teacher, it
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entails for classrooms to be inclusive and balanced. Curriculum needs to be critical of
acknowledging student’s needs and diversity, and be adaptive in probing from student’s
cultural capital and enrich the curriculum and instruction. Classrooms need to be
receptive of all the color and culture that students and their families bring.
Culture of Schools: This theme derives from General System’s theory lens, where
schools are viewed structural social systems. According to Coleman (1997) schools are
an example of an “administratively-driven organization” (p.16). Board policy, education
code and laws drive the climates and cultures of schools. Students are forced to adapt and
transform and represent the culture of the school. In response to this rigid definition of
school culture the researcher recommends schools practice a multicultural praxis in
transforming schools culture. Nieto (2008) states that culture is not static, nor is it
necessarily positive or negative, as all cultures have value to them. Schools, staff,
students and their communities need to cultivate together an understanding of what their
schools will represent and what is valued in their school within the social systems, and
continue to challenge and strive for equitable out comes for all students. Schools need to
practice and acknowledge differences in place. Curriculum, textbooks, instruction and
school rituals need to reflect inclusiveness of diversity and broader perspectives of its
communities.
Teacher Pedagogy: This theme derives from the Critical Race theory and the qualitative
data that the three participants revealed. The researcher recommends that teacher practice
Culturally Relevant Pedagogy (CRP) in their multicultural classrooms. According to
Ladson-Billings (1994) the practice of being Culturally Relevant Pedagogical rests on
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academic success, cultural competence, and critical or sociopolitical consciousness of
teachers in their craft. CRP is the practice of questioning critically about societies
structurally inequality, racism, prejudice and injustice that exists. Moreover, teachers
must use CRP to scaffold and build bridges to facilitate learning and knowledge with
their students and engage them. CRP challenges to raise the race consciousness of
educators and encourage them to confront their own cultural biases, and to be reflective
and address systemic roots of racism in school policies and practices.
School Site Administrator Pedagogy: This theme derives from Multiple Ethical
Paradigms and the qualitative data from school site participants. Capper (1993) states that
educational leaders need be moral leaders that are concerned with “freedom, equality, and
the principles of a democratic society” (p.14). Shapiro and Stefkovich (2011) express that
leaders need to work in four frames of ethics when facing different levels of turbulence in
concerns that impact their stakeholder or in this case students, schools and community.
These ethics include ethic of justice, ethic of critique, ethic of care and ethic of
profession. As stated in chapter 1, Multiple Ethical Paradigm framework assists
educational leaders in the decision making process in what is best interest of the student,
school and community when making the final decision. In conclusive, this framework
will assist in school site leaders in forming their pedagogy and their professional
obligations. Figure 5.9. illustrates the model that emerged from the interviews with the
participants. The model depicts Assembly Bill 1729 traveling through Marron’s
Circularity of Culture Interdependence Model and the final out come is reduction of
student suspensions.
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Chapter 5
DISCUSSION OF FINDINGS AND RECOMMENDATIONS
Overview of Study
The purpose of this study was to examine the impact of Assembly Bill 1729 in
reducing school suspensions in four high schools and assessing if the bill made an impact
in reducing African American and Latino student suspensions. Moreover, it gave former
high school students, teachers, and school site administrators an opportunity to express
their challenges and experiences. Zero tolerance policies are still sanctioned for drugs and
violence on schools grounds; however, Assembly Bill 1729 has been applied and
seen effective in reducing school suspensions. Consequentially, the findings from this
study support the literature in terms of the disproportionate number of suspensions for
African American and Latino students. Consistent with the literature, African American
and Latino students have poorer graduation rates and academic results than other
students. The study further revealed that suspension percentages were greater in Title 1
high schools versus Non-Title 1 high schools.
Special education students in all of the high schools formed a large proportion of
suspensions. Despite the agreement with the literature, this examination of these
perspectives also revealed several mediating themes that impede students, teachers, and
school site administrators in their duties. In conclusion, this chapter reviews the findings
from the data collected and analyzed in this study by utilizing the three different
frameworks (Critical Race Theory, General Systems Theory, and Multiple Ethical
Paradigms) to examine the implementation and impact of Assembly Bill 1729 in reducing
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students’ suspension amongst African American and Latino students. This study has
produced critical and substantial qualitative data that can be utilized by local school
districts and school administrators for their utility. Additionally, the intent of the study
was to contribute research in leadership and produce frameworks regarding the types of
pedagogical practices needed to change in school environments. Moreover, studying the
challenges and successes that administrators and teachers have in public schools when
reform is implemented help in creating a safe learning environment. This chapter closes
with researchers’ recommendations, reflections, and conclusion.
Summary of Findings Related to the Theoretical Frameworks
Based on the originality of this study and the recent enactment of Assembly Bill
1729, no published research on the impact of this bill was located during the time this
study was conducted. Thus, this work contributes illuminating and relevant findings to
the literature. This study found various perspectives on Assembly Bill 1729 as it related
to reducing suspensions, student academic outcomes, and school progress. Throughout
the analysis of the descriptive and qualitative data in Chapter 4, the study aimed to
provide an understanding of the ways in which former high school students, teachers, and
school site administrators interpret the implementation of Assembly Bill 1729 at their
school sites. This section will summarize the findings through the lens of the three
theoretical frameworks as pertinent to the four research questions. Analysis of the
outcomes provides support in answering the four research questions; the interpretations
of the results will be discussed, giving perspective on each research question and
comparing the responses from all of the participants.
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Research Question 1: Is there a pattern of disparity between high schools regarding the
impact of AB1729 on student suspensions, expulsions, and academic performance?
Data collected from the four high schools in the study about the enactment and
practice of Assembly Bill 1729 documents a reduction in suspensions. The descriptive
data collected shows that the Title 1 schools (HS1 and HS2) have lower academic
outcomes than both HS3 and HS4, which are not Title 1 schools. Graduation rates were
lower in Title 1 schools and the percentage of UC/CSU course competition was lower.
The Academic Performance Index was notably lower for Latino and Black students in the
Title 1 schools. In sum, the higher the poverty rate or percentage of socially economically
disadvantaged students, the less academic progress for Black and Latino students.
Another finding with discipline outcomes indicated that Title 1 schools had more
suspensions than Non-Title 1 schools. The percentage of Special Education student’s
suspension showed minimal progress in reduction at all four schools. Title 1 schools had
an average percentage of 24% of all special education students, and Non-Title 1 schools
averaged 26.5% special education students. The percentages varied due to the size and
number of special education students at each school site.
Although suspensions have declined in all four schools since the enactment of
Assembly Bill 1729, the suspension disparity remains in this sample of high schools. For
example, the average percentage Latino student population at HS1 was 60%, and the
percentage of suspensions was 70%, a 10% disparity. Black students made up 3% of the
schools population; however, they made up 8% of all suspensions of all students, a 5%
disparity. Another example is that in HS3, Latino students made up 21% of the student
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population during the three school years, yet 44% of all suspensions were Latinos. Black
students made up 4% of the student population, and 14% of all suspensions were AfricanAmerican students, reaffirming a pattern of disparity.
Through the lens of critical race theory, the practice and implementation of AB
1729 has reduced suspensions; however, this finding points to race as a factor in
suspension outcomes for Latino and African-American students, and poverty is a factor
that plagues these students and obstructs their academic success in public schools. This
study shows that race is still a factor, and consequentially, Latino and African American
students are still suspended more than White or Asian students in all four of the high
schools participating in this study. Moreover, African American and Latino students
consistently have lower academic outcomes regardless of whether the neighborhood was
of lower or higher economic status in the Silicon Valley.
According to Duncan-Andrade (2008), the outcomes for urban or impoverished
schools, such as high school 1 and high school 2 in this study, should not be surprising.
He states, “urban schools are not broken; they are doing exactly what they are designed to
do” (pg. 1). As he describes, this statement is not meant to excuse their failure but
to prompt them to be responsible and not to place all the blame on economic status.
He does so by comparing schools that are in communities where there is higher poverty
to schools where there is more material community wealth. Duncan-Andrade’s statement
is meant to further expose and analyze the implications that Latino and African-American
students endure in their communities. Prejudice and racism are covertly embedded in
their schools and communities. As illustrated in this study, there is a higher concentration
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of Latino and African American students in low-income areas where both high school 1
and high school 2 are located. Critical race theorists would argue that these areas are poor
due to the lack of jobs with decent pay and because there is insufficient income to support
movement out of the ghettoized area. Moreover, critical race theorists would affirm that
these schools and their communities are the result of the lack of federal and state
execution of anti-racial inequity laws, the lack of affordable housing outside of urban
areas and the practice of gentrification as poor African American and Latino homes are
pushed out (Anyon, 2014).
Wellman (1993) argued that racism encompasses not only prejudice but also
characteristics of social systems that support privileges based on race. According to
Solorzano and Yosso (2002), people of color are often marginalized in U.S. educational
institutions. The critical race theory in this study further evaluated and contextualized the
despairingly recursive relationship between educational outcomes and student discipline
for African American and Latino students. Regardless of the implementation of AB1729,
both African American and Latino students had higher suspension rates and lower
academic outcomes in both Title 1 and non-Title 1 schools. Moreover, the poorest
students, special education students, were marginalized by the exclusionary practice of
suspensions and expulsions as they made up a large percentage of the students disciplined
in all four schools.
This study’s evidence further concludes that the participating study schools,
regardless of the implementation of Assembly Bill 1729 and alternatives to suspensions,
continue to reproduce discipline disparities and inequalities (Noguera, 2000). Moreover,
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the superior academic outcomes and lower suspensions of the non-Title 1 schools
reaffirm Anyon’s (1980) study findings, which illustrated that students from a lower
socioeconomic status and from urban schools were provided an education that focused
primarily on structure, regimen, taking orders, and forcing students to fit into a
disciplined and labor-ready mentality. However, students of higher socioeconomic status
were provided with an education that allowed them to be critical thinkers, decision
makers and empowered to be leaders. In this study the Title 1, high schools reported
having lower academic outcomes in both graduation rates and in low percentages of
course completion of UC/CSU courses of African American and Latino students. This
outcome illustrates that these students were not part of the pipeline of students who are
motivated or prepared to go straight from high school to college. Instead, the low
percentage of completion reaffirms that these students are pushed into the pipeline of
students of color who fall into remedial courses.
Furthermore, Solórzano and Yosso (2000) state that Critical Race Theory in
education can further analyze and ask the explicit questions of “what roles of schools
themselves, school processes, and school structures play in helping to maintain racial,
ethnic and gender subordination?” (p.40). According to Farley (1988), there are four
kinds of racisms that impede the United States and its institutions. He states that there is
Attitudinal Racism or prejudice, which entails people’s attitudes and beliefs that favor
one group over another; Ideological Racism, which involves a set of beliefs, practices or
theories that directly state that some races are superior to others; Individual
Discrimination, this involves behaviors that lead to unequal treatment on the basis of
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race; and Institutional Racism, this goes further than individual thoughts and actions in
which social institutions such as family, church, school, and government produce patterns
of social, racial injustice and inequality and reinforce racially prejudiced opinion. In this
study, the implementation and practice of AB 1729 further revealed the continuous
systemic institutional racism and marginalizing practice of suspending and expelling
African American, Latino, and Special Education students.
Research Question 2: What are former adult high school student’s perceptions of their
high school experience with school discipline?
During this part of the study, four former high school students were interviewed.
The researcher selected these four students based on their race/ethnicity and interest in
partaking in the study. The four students were enrolled in an adult education program in
the school district. All of the students failed to graduate during the 2013-2014 school
year. The student sample included 2 Latino males, 1 African American male, and 1
Latina female student. One of the Latino males was a special education student, and the
African American male also received special education services. Both had been
diagnosed with a specific learning disability, and, according to both students, had speech
impediments.
In analyzing the qualitative data from each participant, the researcher was able to
link six themes that emerged: student background, truancy, peer-oriented, school
environment, teacher and student recommendations, and reflections. As the interviews
began, the researcher had to first gain some trust from the students in order to get them to
open up and share their experiences. The researcher was able to obtain the academic and
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discipline records from each of the students, as their last high school was asked for a
copy of transcripts, attendance and discipline records. All of the participants had a history
of being disciplined in high school. Three out of the four students reported being expelled
for possession of drugs, selling drugs, fighting, and gang affiliation. Each of the students
reported being suspended from school for being defiant and for their refusal to follow the
directive of school staff.
Using Critical Race Theory to analyze the former high school students’
perspectives, they indicated that they felt unwanted at their school, and that they had been
suspended and expelled under a zero tolerance policy for possession of drugs or fighting.
The students indicated they felt policed daily on campus because of how they looked and
were targeted by the police officers and school discipline team after they had been caught
or suspended. All of the students expressed that after being suspended or assigned
consequences, they were perceived by their teachers as estranged and labeled as ruthless
students. The students also demonstrated to be living under a “code of the street.”
Anderson (1999) expresses that code of the street is a cultural adaptation due to a
profound lack of faith in the political and bureaucratic system, and if one’s life is in
danger, one must act with personal responsibility regardless of the outcome.
According to Trepagnier (2010), these students were victims of overt institutional
racism by the criminal and educational systems, as they expressed being profiled and
their person and possessions searched without reason. Moreover, these students were
subject to attitudinal racism, described previously; they expressed that they often felt
targeted by the school discipline team and school site police. The students reported
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feeling pushed out and unwanted by school counselors due to their poor performance;
teachers acted passively to their needs, and they were not attended to by school staff.
These students reported that their teachers played a vital role in their high school
experience. Some of them reported having a poor relationship with their teacher; for
example, one of the students expressed that the student's teacher was mean and rude to
the student in class. Another student reported having to sit in a poor classroom
environment: The students in class were out of control and disrespectful to the teachers,
and classrooms were dilapidated. This experience further substantiates that schools are
segregated by the quality of teachers and schools. Kozol (2005) states that schools that
predominantly serve students of color are a product of society’s failure to remedy social
conditions that have created prolonged racial inequality.
In addition, both special education students A and B's rights were violated as
they were recommended for expulsion, and their parents disagreed with the decision of
the manifestation meeting. Regardless of the disagreement, the school proceeded with the
expulsion process, and both students were placed at alternative high schools and
eventually released to an adult education program. Critical race theorists would agree that
institutional discrimination was practiced, as the parents and students were not given due
process to contest the decision of the manifestation hearing for recommending expulsion.
Federal law requires that, until there is an agreement between the parent/students and the
school/school district, the students must remain in the current education placement
(Kemerer, 2013). Furthermore, the two special education students were not given the
opportunity to age out at their local high school district. According to Education Code
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56441.11, students who qualify for special education services between the ages 5 years
and 21 years are eligible to be served under a special education program if he or she has
not yet completed the prescribed course of study, has not met proficiency standards, or
has not graduated from high school with a regular high school diploma (Kemerer, 2013).
As presented in the two case studies of the students A and B, they were pushed out and
placed in adult education programs, receiving minimal resources and assistance with their
learning disability. These two cases further corroborate that the uneducated, poor, and
students of color are disproportionately disciplined and pushed out of high school.
Student A stated, “Yeah I finished my senior year at the continuation school and was told
that I needed to enroll at adult education program. Here I don’t have a case manager like
I did in my old high school. It’s much tougher now because I don’t have much help as I
did before, it harder for me to do this work on my own.”
Students expressed their reflections and recommendations for teachers and
administrators. The students reported a prison-bound mentality versus a college-bound
mentality, due to the experiences that students went through as some of them were
suspended and expelled for possession of drugs and gang paraphernalia, for selling drugs,
and for fighting. All of the students indicated they perceived themselves as already being
part of the school-to-prison pipeline because some of them had been arrested and placed
in juvenile detention. Some of the students commented that their parents had been in
prison. The students perceived and foretold that college was nice to think about but
probably out of their reach. Although some of the students reported menacing
experiences at home and in their community, students indicated that they loved their
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parents and would do anything to protect and defend their families, even if they knew that
their poor home life had some influence on them. In analyzing the student experiences,
these students became victims of microaggressions (Pierce, 1995). Microaggressions
shaped them into having an oppositional attitude towards their schools and teachers.
According to Ogbu (1981) many minority students or students of color are aware that the
system works to their disadvantage and adopt the behaviors unnecessary for school
success because they refuse the white American common values. The oppositional
attitudes that involuntary minorities take to school lead to failure in school because they
are so different from attitudes and skills held by the dominant culture in schools.
All of the students gave recommendations to improve high school for Latinos and
African-Americans. They cohesively expressed that communication, patience, and
respect needed to improve in schools. Participants stated that teachers needed to be more
sensitive in their classrooms and try to reach out to them; they stated that teachers needed
to be more amiable and welcoming. Each participant expressed that school staff needed
to be more respectful and personable. One critical response the four sample students
implied was that they didn’t care what race or ethnicity their teacher was. They only
wanted to be treated with respect and to feel comfortable in class. They wanted
their feelings as genuine students to be authenticated, and they did not want to be labeled
as problem students.
Brown (2003) states that classroom management in urban or socio-economically
impacted schools is more difficult than in suburban schools because gaining students’
cooperation while ensuring students learn involves addressing students’ cultural, ethnic,
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social identity development, language, and safety (pp. 277-278). Classroom management,
classroom size, and school culture need to be addressed, according to the four student’s
perceptions. The students denoted that classes were too large for them to learn properly,
with over 35 students in each class. The students perceived that that was why teachers
could not control their classes. The participants perceived that the culture of the school
was hostile to them because of their past personal troubles. Moreover, they felt as if they
were not wanted on any campuses and that the schools presented an artificial caring
environment. Overt attitudinal racism was apparent in these students’ high school
experiences; they endured having to study in ignored, neglected schools with decaying
classrooms, where students were packed into portable classrooms with over 35 students
to one teacher (Trepagnier, 2010). The students expressed that teachers often responded
without care and acknowledgement, illustrating that teachers didn’t care for their
students’ success, corroborating further aversive racism. Teachers with biased attitudes
further impacted the student attitudinal response to school.
Research Question 3: What are high school teachers’ perceptions regarding the impact
of AB1729 on their classroom experiences with student discipline and school safety?
The perspective of the four teachers was very important to this study. There were
four teachers that participated in the study. The participants consisted of 1 male and 3
female teachers, which included 1 Asian female, 1 African American male, 1 white
female and 1 Latina female. These teachers were recommended by their school site
administrators due to their ability to be effective teachers in their classrooms, their ability
to have strong and effective classroom management, and their exemplary communication
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and connections with their students. In analyzing the qualitative data from each
participant, the researcher was able to link six themes that emerged: teacher background,
perspective of teaching, culture of students, safety and consequences, and Assembly Bill
1729. The first question that was asked was for the teachers to describe what an effective
teacher is, and all of the participants indicated that an effective teacher has compassion,
caring, effective classroom management skills, strong subject knowledge and plans, and
organization in their craft. For example, Teacher 4 stated,
I think first and foremost teacher an effective teacher has to be able to manage a
classroom. That’s the most important thing because no matter how
knowledgeable you are, and even how well you can impart that knowledge onto
other people, if you don’t have management of the classroom then none of that is
going to happen. So I think that that’s the most important thing and I think that’s
the most difficult thing because something that’s learned along the way. And I
think that knowing your subject matter is really important, but even more
important than that, knows how to communicate that, those skills or those you
know intricacies of your subject matter to students is even more important.
The teachers were asked for their perspective of students and their experiences in
the classroom. Most of the teachers expressed that student’s socialization was is a factor
in the classroom, as teacher 1 indicated that in her school Latino and African-American
students were the students that were mostly suspended from school. Teacher 2 indicated
that social economic backgrounds were a factor and indicator if a student was suspended
or not successful in school. He also stated “ I firmly believe and witnessed students who
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have come from homes in which parents are not involved and are role models of poor
behavior regardless of race are key contributors of students who misbehave.” The
participants were asked to describe how students had changed and all of them stated that
students were very dependent on technology and advanced in using these tools. However,
they also stated that social media and technology are a major distraction in schools and
can become a suspendable problem when students become defiant and resistant to put
away the device. In conclusion, the teachers stated that students were also more prone to
lack foundational writing skills due to the inability to have basic skills needed.
In analyzing the teacher’s responses through Critical Race Theory, they appeared
to be reflecting a lack of understanding of student’s realities and needs. The teacher
narratives were deficit oriented minded when they described their experiences with their
students. Moreover, the teacher’s responses to which students were mostly suspended, all
of them responded in a conformed and racial stereotyped deficit dialogue. The teacher’s
indicated that African American and Latino students were mostly struggling
academically, yet their responses were complacent, and not expressing what they were
doing to combat student failure in their classrooms. The teachers indicated they were
effective teachers even though some of there students were failing, further expressing that
some students are going to failure and accepting this fact. The participant teachers did
not depict that they practiced a specific theoretical theory or framework as educators.
According to Freire (2000), teachers should be able to engage and practice critical
pedagogy in their craft. “Critical pedagogy is thus invested in both the practice of selfcriticism about the values that inform teaching and a critical self-consciousness regarding
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what it means to equip students with analytical skills to be self-reflective about the
knowledge and values they confront in classrooms.” Teachers need to work with their
pupils. Teachers should be able to engage in this capacity, where the students are
nurtured, cultivated in a classroom environment that exhibits this and complements this
framework. The classroom should have the traits and environment that accepts and
receives the students as vessels full of capital. Milner (2015) states that in order for
teachers and other school staff to be effective, they need to meet students at the
intersection of the students’ home and school lives. This approach enables them
to respond to the school's expectations and the students’ realities outside of school.
General-ecological systems theorists would recommend for teachers also to notice the
positive experiences of the students and their community. Teachers should be
observational and commend the students' positive experiences that they bring to school.
Students of color should be validated for community cultural wealth (Yosso, 2006).
Research Question 4: What are school site leaders' perceptions of ABl729 and the
impact on their Leadership practices on student discipline and maintaining a safe
school?
This last question consisted of analyzing the perception of four school site
administrators, all of whom were Assistant Principals. The group consisted of three
Latino

males

and

one

Asian

female

in

their

late

30's

and

early

40's.

All four administrators mentioned effective teaching and stated their opinions as to what
this consisted of. The participants stated that an effective teacher needs to have good
classroom management and the ability to build relationships with students. Administrator
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three indicated that teachers need to have an endless drive to improve their craft and want
to be in front of students, but should also allow students to lead and be participants in
their own learning.
Most of the administrators indicated that there was a lot of factors that involved
why these groups of students were often suspended and subject of poor grades and
dropping out of school. Administrator 4 stated

that it was often frustrating to see

students of his own background not being successful; he indicated that in his years as an
administrator a lot of students fell through the cracks due to the lack of parent
involvement in their child's education. The administrators indicated that suspensions were
mostly used a consequence when they had exhausted all

other alternatives.

Administrator 2 stated that suspensions were the last intervention

before getting

recommended for expulsion. He stated the following" we don't suspended for small
petty things like not bringing a pen or pencil to school, usually its for events that caused
immediate danger to the school or student body as stipulated by education code and
school board policy." Each of the participants expressed that they had a system of
progressive consequences at their school site and required for teachers to follow the
process before writing a student behavior referral. Expulsions were practiced as the
consequence that was enacted if the students were involved in the most threatening of
events.
The administrators often referred to education code and board policies that they
had to enforce and mandated in their position. The administrators indicated they believed
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that the school to prison pipeline does exist because they often worked with students who
were arrested for crimes that they had committed on or off campus. Each participant
expressed that the pipeline was not just because students are pushed into being
suspended but that the lack of guidance and parenting was the main cause for it. They
often

indicated that

they

were

the

only

people

holding

the students

accountable for their actions; at home, their parents failed to discipline or teach them,
resulting in the students' inability to abide by the school rules or policies.
Additionally, the category Assembly Bill 1729 expressed the impact it had on
their school site and how they transitioned in changing their practices. All of the
administrators expressed that suspensions had fallen due to the alternative approaches in
punishing students. Moreover, they also implemented a positive behavior environment,
where students were encouraged to remediate and address any issues with behavior
using various interventions. They expressed that in the beginning, when suspensions were
not being issued for the usual out-of-class-disturbance there was some push back from
staff, but, eventually, they were able to establish the new practice of prevention and
intervention at their school sites. The four administrators stated that more professional
development was needed, with other possible alternatives than the general ones that they
had implemented; also, they indicated that the teachers needed to provide more classroom
management techniques and develop lesson plans that would engage students in the
classroom.
In analyzing the responses from the school site administrators through Critical
Race Theory, they reflected a lack of involvement in reducing suspension for the
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betterment of social justice. They were responding with a mindset of being scrutinized
and pressured into finding alternatives. The administrators were disciplining students
from a business management or “a save my job approach” rather than using the policy of
AB1729 to impact the lives of students and families and to have an impact on closing the
school to prison pipeline. Furthermore, English (2008) states that business management
and organizational approach influence most educational leadership in schools. Villegas
and Lucas (2002) ascertain that the duality of school leaders to be neutral and
unresponsive causes them to become maintain the status quo than to be a change agent.
The administrators in this study were able to reduce suspensions and maintain safe
schools but, as the data indicated, failed to provide equitable outcomes as African
American and Latinos were still disproportionately suspended.
The administrators viewed the student’s home life and social systems with
a non-functional attribute to schools; they claimed that the reason for the students' lack of
interest and success was due to a lack of parental involvement. Ecological systems
theorists would argue that the administrators and teachers viewed the student’s home life
as deficient and unstructured according the expectations of the affluent. As
Bronfenbrenner states, human development is the process through which the growing
person acquires a more extended, differentiated, and valid conception of the ecological
environment, and becomes motivated and able to engage in activities that reveal the
properties of, sustain, or restructure that environment at levels of similar or greater
complexity in form and content (Bronfenbrenner, 1979, p. 27). Critical Race Theorists
would state that the administrators and teachers perspectives would be biased toward a
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middle-class lens of viewing students. Moreover, the participants would be representing
sympathetic educators. Howard (2010) would describe the educators as having lowered
their expectations due to the students’ race, socio-economic backgrounds, and having
little or no usefulness of the student’s perspective or voices.
In the study, the researcher gave the administrators an opportunity to rank which
traits were most important, somewhat important, and least important to them. All of the
administrators indicated that Ethic of Profession was most important of all the traits
available. However, all of the traits illustrated in the survey were ranked either most
important or somewhat important. The ranking of the multiple ethical leaders’ traits
validated that all of the administrators interviewed were professional and ethical in
making decisions that would be in the best interest of the student and the school. This
could be interpreted by critical race theorists that the pedagogy of the school site
administrators was not influenced by being socially just; instead, this could be interpreted
as administrators being more prone to making decisions that will not challenge the status
quo and are more likely to make decisions that are complacent.
Moreover, the administrators did not indicate the use of a theoretical perspective
in their practice. According to Banks (2013), administrators need to practice leadership
with a multicultural educational perspective as, “all students regardless of their gender,
sexual orientation, social class, and ethnic, racial and cultural characteristic should have
an equal opportunity to learn” (p.1). Administrators and leaders need to embrace critical
race theory, which can further enlighten them to understand the cultural difference
theory, which states that problems cannot only be attributed to a child’s home culture or
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background. The factors involved in the way schools operate and function need to be
examined as causes for the disproportionate academic performance amongst marginalized
student groups.
Recommendations for Further Study and Actions
Recognizing this is a new bill that has been implemented in California’s public
schools, this analysis has provided timely, and the significant findings should be shared
throughout the state. This study illustrates that there is no simple response to reducing
suspensions in schools, and the key stakeholders must be attuned to the change in policy.
In the case of Assembly Bill 1729, there was a paradigm shift from quick-to-suspend to a
framework of prevention and intervention. However, as the findings demonstrated, while
there was a reduction in suspensions in the sample high schools, regrettably, the disparity
of suspensions by race remains and African American and Latino students continue to be
suspended and expelled at higher rates than other students. As represented in the studies
of

Title

1

high

schools,

economically disadvantaged

which

students,

have

a

higher

these schools had

percentage
the

highest

of

socio-

suspension

percentages and lowest academic outcomes. This result clearly points to the impacts
of poverty on the academic achievement of students. However, qualitative data indicate
the perseverance of deficit thinking, which places the blame wholly on the student and
does

not

bring

into

question

the

potential

of

systemic

racial

bias

as

a contributing factor to the continued disparities outlined in this report. Moreover, the
study documents that the achievement gap and discipline gap are a mirror image, as
African-American, Latino, and Special Education students continue to get disciplined
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more than other students, pushing them out of schools and consequentially failing
academically.
Recently, Arne Duncan, Secretary of the United States Department of Education,
presented "Guiding Principles: A Resource Guide for Improving School Climate and
Discipline," which describes a framework incorporating best practices of prosperous
schools across the nation. These guidelines were presented as a standard for schools to
implement to reducing suspension and expulsion rates, ultimately facilitating
improvement in schools. The research shows that these schools achieved prominence due
to the schools' capacity to generate a system that encases measures for learning.
Furthermore, the schools demonstrated preemptive and preventive practices and ensured
that there is consistency and equitable expectations and consequences (U.S. Department
of Education, 2014).
The first principle represented in the framework is creating positive school
environments that focus on prevention and intervention. This requires schools to pinpoint
common climate school goals that entwine with the school’s academic goals. These goals
should be identified by inputs contributed by students, family, community, and staff. The
school will cultivate methodologies to address the goals and demonstrate progress in
reaching achievement. The school is to use research and evidence-based strategies that
will support the school to address student conduct. For example, schools should embrace
social and emotional learning programs for students and staff (U.S. Department of
Education, 2014).
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These programs should also provide professional development for staff, assisting
staff in developing coping strategies to assist students. Schools are to collaborate with
local health agencies that assist in providing a wrap-around service for students. Schools
should work cohesively with law enforcement in developing emergency planning for
crisis responses to provide professional development for students, parents, and staff in
reference to law enforcement and safety. Also, schools should prudently implement a
school-wide behavior program. Students, parents, and staff should be trained profoundly
in how to promote and practice positive behavior in schools (U.S. Department of
Education, 2014).
The second principle involved implementing school-wide disciplinary guidelines
that set expectations for student behavior. The policies should be well defined, concise,
and applicable to the students. The process of discipline should be progressive with the
ultimate objective of keeping students in school. Exclusionary punishment should be the
last practice for any mandatory infraction in which a student is involved. Staff, students,
and parents should contribute to establishing the rules and possible outcomes of the
violations committed by students. This allows all stakeholders to be involved in
the process, which will enable a certain level of transparency (U.S. Department of
Education, 2014).
The third principle involved continuous improvement in the disciplinary
outcomes, practices, and policies. Equity and fairness should be gauged in the applied
consequences of students. Schools should explore the practice of cultural relevance
trainings; further enhancing staff's multicultural awareness of students and the
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community. The schools should involve multiple agencies and stakeholders in the
community in analyzing student data, teacher data, and outcomes. The analysis of the
data collected should be used to evaluate and address any concerns (U.S. Department of
Education, 2014).
With the continuous implementation of common core standards, there is an
immense focus on renovating standardized testing and using technology to drive new
standards; however, there has been minimal response in addressing the societal barriers
that are deeply embedded in impoverished communities. Jaceline Irvine (2010) states that
instead of focusing on the achievement gap, we should shift the focus to the teacher
quality gap, teacher training gap, the school funding gap, the wealth and income gap, the
employment opportunity gap, and the school integration gap. Until we can close these
gaps, inequality amongst students of color will persist.
In examining the stories of the four participating students, there were numerous
dynamics that contributed to the outcomes of these students not graduating from high
school. The students represented and illuminated those societal barriers and gaps that had
a significant effect on their life outside of school. These students reflected a symptom of
the systematic, institutionalized impediments that continue to hinder African American
and Latino students. The teacher and administrator participants are also victims of the
societal barriers that impact our schools and communities, as the teachers and school site
administrators are a “spoke on a wheel that keeps being peddled,” and are restricted in a
bureaucratic system of policy and litigation.
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The Culture of School and Culture of Classroom are themes that emerged from
this study. According to the four students' stories, they expressed feeling like outsiders
and rejected from the school's affluent culture. According to Nomura (1997), the culture
of the school is fundamental to improving student achievement and morale. The culture
and climate of the school are the top influences that affect student achievement. The
teachers and school site administrators in this study were an informative sample, who
shared their pedagogy and their abilities in being able to support students and assist them
from their positions. During the interviews, teachers, and school site administrators
viewed their students sympathetically, but they demonstrated a deficit practice of viewing
their students. As Howard (2010) explains, students are looked at with insufficiency and
lacking cultural capital, undervaluing the cultural capital that African American and
Latino students bring with them to schools. In their shared stories, they reflect a lack of
what Nieto (2009) would call culturally responsive pedagogy.
According to Nieto (2009), a teacher or educator who is culturally responsive
views their students’ personal backgrounds and voices as a rich resource for curriculum
and classroom engagement. These teachers value culture and use it in lesson planning and
instruction. Culturally responsive teachers recognize and are cognizant that it’s their
responsibility to validate their students’ languages and culture and make their students
feel acknowledged and respected. The students in the study indicated that they often felt
disconnected or unwanted at their schools due to the difference in the culture of
the student and culture of the school. The student participants recommended that teachers
and administrators needed to be more communicative, patient, and respectful.
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According to Ramirez (2012), a culturally responsive classroom provides students
with a curriculum that explores issues and themes relevant to their lives and their
community. The staff needs to be culturally responsive to the student population by
improving staff professional development and begin to research and understand our
students and the communities from where they come. The researcher recommends
professional education for both teacher and administrator in strategies and preparation for
students who come from diverse cultural-linguistic backgrounds (Brown, 2007). Gay
(2004) has identified five areas that are necessary to develop culturally responsive
educators. Below are the five areas the researcher recommends to be addressed in the
training and development of educators.
Develop a culturally diverse knowledge base.
•

Understand the cultural characteristics and contributions of different ethnic
groups.

•

Look at one’s own attitudes and practices.

•

Know ethnic groups’ cultural values, traditions, communication and learning
styles contributions, and relational patterns.

•

Know how to use multicultural instructional strategies and add multicultural
content to the curriculum.

Design culturally relevant curricula.
•

Be able to identify the multicultural strengths and weaknesses of
curriculum designs and instructional materials.

•

	
  

Make changes as necessary to improve the overall quality of the curricula.
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•

Be conscious of the power of curricula (formal, symbolic, media/societal) as
an instrument of teaching, and use it to help convey important information,
values, and actions about ethnic and cultural diversity.

Demonstrate cultural caring and build a learning community.
•

Use cultural scaffolding that is, students’ cultures and experiences—to
expand their learning community.

•

Create reciprocity in the classroom, in which students and teachers become
partners to improve student learning.

•

Build communities among learners in which the welfare of the group takes
precedence over the individual.

•

Emphasize holistic or integrated learning. Rather than making different
types of learning (cognitive, physical, and emotional) discrete, culturally
responsive teachers deal with them in concert.

Build effective cross-cultural communications.
•

Be able to decipher students’ cultural codes (the way students’ intellectual
thoughts are coded) to teach them more effectively.

Deliver culturally responsive instruction
• Be able to multiculturalize or match instructional techniques to the
learning styles of students who are from culturally linguistic and diverse
backgrounds.
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• Develop rich repertoires of multicultural instructional examples to use
with students who are from culturally linguistic and diverse teaching
backgrounds.
The researcher is recommending further study in teacher pedagogy. Future
research could be done either through an open-ended survey or in interviews, which
might help gain new information of teacher pedagogy. Lastly, the researcher believes that
a future study focused on teacher pedagogy and their impact of student’s suspensions,
focusing on Latino and African American students. Pondering that school site
administrators have implemented and are practicing alternatives to suspensions under
Assembly Bill 1729, there was minimal focus on teacher pedagogy and writing student
behavioral referrals in this study. A study of that nature would allow for teachers,
administrators, and school districts to examine possible links of teacher pedagogy with
school suspensions.
During the school site administrator interview, the researcher encouraged them to
take the Educational Leadership Trait Survey, which assessed their knowledge and
practice of ethics, and the results were positive for the four administrators; they ranked
the ethics of profession to be the most important trait. However, in my interviews of the
administrators, there was minimal description of their leadership style, theories, or
frameworks. The researcher is recommending that school site administrators and teachers
reflect on their own leadership pedagogy. According to Fullan (2013), leaders need to
challenge the status quo, build trust through clear communications and expectations,
create an owned plan for success, focus on the team other than self, have urgency for
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results, practice continuous improvement of self, and build external networks and
partnerships.
Moreover, Nevarez and Wood (2013) state that educational leaders need to use
theory to form their practice so they better understand the factors, which contribute to
the issues faced by educational leaders. Educational leaders need to understand and
employ theory and use it as a tool to structure the many elements in issues (Nevarez,
2010). The practice of theory enables leaders to better consider the implications of trends,
shifts and facilitate a positive outcome. Leaders, who understand theory can predict
outcomes and implications enabling them to collaborate in the organization, establish
confidence and gain credibility (Nevarez, 2010). In addition, leaders must have the
capacity to practice a multi-ethical paradigm leadership approach in order to be effective
in closing the achievement gap and have the capacity to work within the 21st-century
education.
Educational leaders, practitioners and teachers need to be grounded in using datadriven decision-making and continue to strive to make changes for the best with the input
of our stakeholders. According to Ikemoto and Marsh (2007), high-stakes accountability
policies require districts and schools to use data to measure progress toward standards.
With the implementation of Assembly Bill 1729, school site administrators and
practitioners can use data to enhance decision-making and improve teaching and learning.
However, educators use and make sense of data in different ways and with different rigor
and frequency. Educational policies are often grounded in the assumption that data can be
(better) used to allocate resources and improve learning and teaching. This paradigm is
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referred to as Data Driven Decision Making (DDDM). The greatest shortcoming of
educational accountability measures, however, is that they do not take into consideration
the variability in how practitioners use and interpret data (Ikemoto and Marsh, 2007). The
data-driven decision-making framework specifically calls for researchers to (1) identify
an institutional problem in an attempt to improve a situation, (2) pose research questions
that are is succinct and cogent, (3) leverage existing and relevant literature, and (4)
choose a methodology that aligns with and considers internal/external validity (Boudah,
2011).
As our schools continue to diversify so does the need of multiple approaches in
seeking solutions, Assembly Bill 1729 is the initiative that has endorsed change and is the
driver for the continuous reduction in suspensions for African American and Latino
students.

Webb and Norton (2008) recommend that educational leaders perform a

strategic plan evaluation to assist the educational institution in anticipating and more
effectively responding to changes and problems that occur. According to Webb and
Norton, the strategic planning process would provide a basis for agreement as to
the ultimate goals and purpose of the new system, help define the options and alternatives
available to decision makers, identify the system strength upon which improvements
could be built, and provide a system for setting realizable objectives (Webb and Norton,
2008).
Burns (2003) states that transformational leadership occurs when one or more
persons engage with others in such a way that leaders and followers raise one another to
higher levels of motivation and morality. According to Marzano, Waters, and McNulty
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(2005), principals' and teachers' quality services account for nearly 60% of a school’s
total impact on student achievement; principals, alone, account for a full 25%. The
principals' impact is crucial because of the leadership actions they take to create the
school's culture, which supports student learning, especially those actions that directly
influence teacher effectiveness. The 21st-century educational leader should be able
to view and work within his or her organization through multiple lenses.
Limitations to Study
Throughout the study, there were limitations that were confronted; however,
after being given further time, they were resolved. First, the overall size of the
participants––former high school students, teachers, and school site administrators was
smaller than what the researcher would have wanted. Although, the size of the sample
participants does not disprove the validity or reliability of the study, the initial intent was
to gather as many former high school students, teachers, and school site administrators
and to hear their thoughts on the enactment of Assembly Bill 1729. The study sample size
provided an opening in the scope of the institutional barriers and practices like the school
to prison pipeline, linking the discipline gap to an opportunity gap. Lipton and Oakes
(2007) state that institutional structures are inadequate and perpetuate African-American
and Latino students being robbed of opportunities to thrive to the best of their
capabilities.
The researcher recommends that the perception of the parents or guardians of
former high school students would have provided more in-depth understanding of the
factors that impeded students at home and in their community. The perception of African
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American and Latino students who do graduate and are not caught in the school-to-prison
pipeline would have provided a wider lens in what those students do in order to excel and
persevere during their high school experience. Due to lack of time and opportunity, the
researcher would have liked to have interviewed and have had superintendents as
participants of this study. This contribution would have given the study a perception of
the highest educational organization leaders' responses to how their school district
implemented Assembly Bill 1729 and how student suspensions are applied. Moreover,
they could have recounted their own personal experiences with the school-to-prison
pipeline and the high African American and Latino suspension and academic
failure rates. Lastly, a limitation that could have provided profundity would have been to
analyze the amount of students who are suspended during their 9th grade and are affected
by this consequence. Due to the newness of Assembly Bill 1729, this study only
addresses three school years and is not able to capture more data.
Researcher’s Reflection
As a Latino male, it was imperative to go into this study with a precarious lens on
how Assembly Bill 1729 could make an impact in reducing suspensions for African
American and Latino students. There are several thoughts that can be made about the
research completed on the factors that impacted the reduction of student suspensions. The
study revealed that there are several factors that constrained academic progress of the
participants in this study. As revealed in this study, several critical and interlocking
factors contribute to student outcomes: having a stable home life, where parents and/or
guardians are present; having a home where there’s a steady income that supports the
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family; residing in a community where there are values and norms; feeling safe in
neighborhood free of gangs and drugs; students attending schools where classrooms are
not dilapidated with old paint, broken desks and furniture; teachers who are overwhelmed
and under high stress due to the 35 students in their class and faced with the pressure of
learning how the new Common Core Standards will change their teaching pedagogy; and
school site administrators who have to lead and manage schools that demand safety for
all, accountability and achievement under dire constraints. These conveyed the factors
theresearcher discovered while completing this study. In conclusion, schools and the
communities where African American and Latino students reside are still impacted by
Farley’s (1988) four types of racism: attitudinal, ideological, individual, and institutional.
During the review of literature, the majority of the research focused on numerical
data that illustrated the disparities in suspensions amongst African American and Latino
students; this study, however, presented the stories of those who have been suspended,
expelled, arrested, and were a part of the school-to-prison pipeline during their high
school experience. The student participants gave their reflections of the negative culture
of high schools, which act as a sorting mechanism for students who lack certain attributes
and how the violating of school rules can trigger a pipeline of push out. This study shed
light on the segregation of schools in the “Silicon Valley,” which are located in
neighborhoods where there is a high concentration of poverty and despair. Yet there are
also schools that are thriving in communities where there is a scarcity of resources.
The study gave the researcher an in-depth understanding of how our students live
and how they are hindered by the social difficulties and constraints that come with them
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when they enter the school gates and classroom doors. After reviewing all the data,
stories, and face-to-face interviews, the researcher has understood that our public
educational system is more than just curriculum, standardized testing, education code,
board policies, systems, leadership styles, methodologies, teaching modalities, teaching
styles, depth of knowledge, common core standards, local control funding formula, or
local control accountability plan. The public education system is the foundation and the
fundamental piece of the democratic fabric of American society (Ravitich, 2013).
However, under a Critical Race Theory lens, African American and Latino students are
viewed as an unwanted fabric that is stained and cut out.
Conclusion
“If you treat them like animals, that’s how they will behave” Principal Joe Clark
It was challenging as a practitioner to not be biased in this study, as I see day to
day the failures that take place in our schools and, more importantly, the success of most
of my students. This study gave me the rejuvenation to continue to work with my
students, teachers, parents and community. Unfortunately, this study concluded that
African American and Latino students continue to struggle in the four high schools
studied, predominantly in the communities that are impoverished with poverty and crime.
In a theoretical perspective, Assembly Bill 1729 was first initiated by challenging
the policy and the norm of our public school discipline system. Critical race theory
played a significant role in the development and the initiation of this bill in addressing the
overt suspensions of African American and Latino students in the state of California.
Moreover, this bill challenged the school system, in which students are chronically
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suspended under zero tolerance policies. In addition, this bill empowered school
administrators and teachers to be creative and flexible in disciplining students;
they are encouraged not to adhere to the punitive paradigm of suspending students.
However, as the data revealed from the four sample high schools, African American and
Latino students are still suspended more than any other student groups, further proving
that race is still a factor in who is suspended the most in schools. Race and
socioeconomic barriers are detrimental to the academic success of both these student
groups, as both non-Title 1 schools had less poverty in their community, while Title 1
schools were ghettoized and saturated with poverty. Although poverty is not a disability,
it is a factor in the lives of the students in this study. Institutional racism continues to be a
structural lag in society that perpetuates the social control of opportunities for
African American and Latino students.
As the researcher, I have to question further how is it possible that
certain members of the community can have incomes so high in an area that has high
levels of poverty. When most people think of the Silicon Valley, they imagine “Google,
Oracle, Tesla, Yahoo, and Facebook”; these are corporations that have founders that are
worth $25 to $45 billion. Yet, San Jose has families that are disadvantaged by poverty
and live in derelict communities. Bohn and Levin (2013) reported that 10.6 percent of the
population of Santa Clara County lived in poverty in 2011. In California, the level of
poverty was 16.9 percent. Latino and African-American communities had the largest
percentages of poverty at 23.6 percent and 24.2 percent. Furthermore, the report stated
that most working class families and individuals face an uncontrolled increase in housing,
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rental, and food costs. The average single one bedroom apartment in Santa Clara County
averages $1,262, and the monthly minimum wage check is about $1,280. The cost of a
home in this county is in the range of $655,000. Critical race theorists and the researcher
would agree that race and poverty are inseparable. Educational attainment is the most
hopeful response in countering the implications of poverty; however, this can be seen as
meritocracy in seeking the “American dream.” The researcher is placing the significance
of educational achievement in a Freire perspective of transference of freedom by using
the system to critically learn the system and, in retribution, challenge and changes the
system.
In conclusion, the quote stated above was heard in the Alvildsen (1989) movie
“Lean on Me” which was based on the true story of Principal Joe Clark, a high school
principal that comes to Eastside High School and kicks out students who were profiled
and labeled as troublemakers. The security team gathers them all and tosses them out of
the school. This scene was convincing and can be witnessed in many of our schools
today, where administrators suspend students who have been caught up in deviant
behavior and given up on by the school. Therefore, the quote “If you treat them like
animals, that’s how they will behave” is relevant in our schools, meaning that if we
continue to steer our students into a machination of quick to suspensions and expulsions
before prevention and interventions, we will continue to push our students into the school
to prison pipeline. In this study, the four former high school students were examples of
students who were expelled and pushed out; their stories exemplified that at one point,
they enjoyed coming to school, but there was a drastic point in their life that deviated

	
  

284
	
  

them from the focus of education.
Assembly Bill 1729 has evolved a new approach and paradigm in student
discipline and will further support research in assessing which alternatives to suspensions
are successful in reducing suspensions amongst African American and Latino students.
The researcher asks school site administrators and teachers to view Assembly Bill 1729
through the lens of Critical Race Theory not as the solution to discipline disparities but as
a political instrument that gives them the flexibility to be creative in addressing student
discipline with an eye toward educational consequences of inclusion rather than punitive
exclusionary consequences. The researcher concludes this study with further challenging
parents, teachers, school staff, school site administrators, district administrators, board
members, and community members to be reflective, take responsibility, and get involved
in the lives of their students; we cannot continue to “blame the victim.”
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APPENDIX A
Former	
  Student	
  Questionnaire	
  
Background	
  	
  
1.	
  How	
  old	
  are	
  you?	
  	
  
2.	
  What	
  race	
  or	
  ethnicity	
  are	
  you?	
  	
  
3.	
  What	
  year	
  did	
  you	
  graduate	
  from	
  high	
  school	
  or	
  did	
  you	
  not	
  graduate?	
  	
  
4.	
  Did	
  you	
  graduate	
  from	
  middle	
  school?	
  	
  
5.	
  What	
  are	
  you	
  presently	
  doing,	
  are	
  you	
  college	
  or	
  are	
  you	
  working?	
  	
  
6.	
  What	
  high	
  school(s)	
  did	
  your	
  attend?	
  	
  
7.	
  Did	
  your	
  parents	
  graduate	
  from	
  high	
  school?	
  	
  
8.	
  Has	
  anyone	
  from	
  your	
  high	
  school	
  graduated	
  a	
  four-‐year	
  university?	
  	
  
9.	
  Did	
  both	
  your	
  parents	
  graduate	
  from	
  high	
  school?	
  	
  
10.	
  Do	
  you	
  have	
  siblings	
  that	
  attend	
  your	
  former	
  school?	
  	
  
	
  
High	
  School	
  Experience	
  	
  
11.	
  What	
  was	
  your	
  high	
  school	
  experience	
  like?	
  	
  
12.	
  Did	
  you	
  come	
  to	
  school	
  regularly?	
  	
  
13.	
  As	
  a	
  student	
  did	
  you	
  like	
  your	
  teachers,	
  did	
  they	
  try	
  to	
  reach	
  out	
  to	
  you	
  when	
  you	
  
were	
  having	
  troubles	
  in	
  school?	
  	
  
14.	
  Where	
  your	
  parents	
  involved	
  in	
  school?	
  	
  
15.	
  Did	
  you	
  feel	
  part	
  of	
  the	
  school	
  or	
  did	
  your	
  feel	
  excluded	
  due	
  to	
  your	
  background?	
  	
  
16.	
  If	
  you	
  could	
  go	
  back	
  to	
  the	
  past	
  what	
  would	
  you	
  change	
  about	
  your	
  high	
  school	
  
experience?	
  	
  
17.	
  What	
  recommendations	
  would	
  you	
  give	
  school	
  site	
  administrators	
  and	
  teachers	
  to	
  
make	
  high	
  school	
  a	
  better	
  experience	
  for	
  students?	
  	
  
	
  
School	
  Discipline	
  	
  
18.	
  What	
  did	
  you	
  get	
  in	
  trouble	
  for?	
  	
  
19.	
  Do	
  you	
  recall	
  how	
  many	
  times	
  you	
  got	
  suspended	
  from	
  school?	
  	
  
20.	
  Were	
  you	
  given	
  opportunities	
  to	
  improve	
  your	
  behavior	
  or	
  was	
  there	
  zero	
  tolerance	
  
for	
  your	
  behavior	
  or	
  mistakes?	
  	
  
21.	
  What	
  was	
  the	
  most	
  severe	
  offence	
  you	
  got	
  in	
  trouble	
  for;	
  did	
  you	
  get	
  expelled	
  from	
  
school?	
  	
  
22.	
  What	
  do	
  you	
  think	
  of	
  the	
  use	
  of	
  school	
  suspension	
  and	
  what	
  was	
  its	
  purpose?	
  	
  
23.	
  What	
  do	
  you	
  think	
  of	
  the	
  use	
  of	
  expulsion	
  of	
  students	
  and	
  what	
  was	
  its	
  purpose?	
  	
  
24.	
  What	
  do	
  you	
  think	
  of	
  the	
  use	
  of	
  in	
  house	
  suspension	
  or	
  in	
  school	
  suspension	
  and	
  
what	
  was	
  its	
  purpose?	
  	
  
25.	
  Based	
  on	
  your	
  experience,	
  do	
  you	
  have	
  friends	
  that	
  became	
  part	
  of	
  the	
  “School	
  to	
  
prison	
  pipeline”?	
  	
  
26.	
  Did	
  you	
  ever	
  have	
  any	
  interaction	
  with	
  police	
  in	
  school	
  and	
  how	
  did	
  you	
  feel?	
  	
  
27.	
  Based	
  on	
  your	
  experience,	
  which	
  students	
  were	
  always	
  getting	
  in	
  trouble?	
  	
  
28.	
  Did	
  you	
  have	
  a	
  probation	
  officer	
  during	
  high	
  school?	
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APPENDIX B
Teachers Pre-Interview Questionnaire
1. How long have you been teaching?
2. What is your current position and how long have you been in this position at
XX high school?
3. What is the origin of your race or ethnicity?
4. Please describe both your parents’ educational level?
5. Can you please provide me with a description of your career in the education
profession? When did your career begin? What positions have you held?
6. What is your highest education level?
Interview Guide for Teachers
Background
1) a) Please tell me about this high school.
b) In your view, what defines an effective teacher?
c) Creating a learning environment involves many factors, including teachers establishing
caring relationships with students, teaching and reinforcing expectations, having and
communicating a clear vision for the high level learning that students will do, and helping
students grow as social, emotional and moral beings. Please explain what this statement
means to you?
Classroom Management
2) Please describe your classroom management strategies for me.
Suspensions/Discipline
3) What do you think of the use of school suspension and what is its purpose?
4) What do you think of the use of expulsion of students and what is its purpose?
5) What do you think of the use of in house or in school suspension and what is its
purpose?
6) a) From your experience and based on your school’s demographic composition, what
demographic of kids do you find receive more suspensions compared to others?
b) Based on your experience, please describe how you think the kids changed over the
years?
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7) What do you think of the “school to prison pipeline”? Have you taught students who
have been suspended, dropped and ended up in prison?
8) What offence do students mostly get suspended for or expelled in your school?
Academic Outcomes
8) a) Common Core Standards, are educational standards that describe what students
should know and be able to do in each subject in each grade. Please describe the impact,
if any, do you think the new Common Core Standards will have on reducing
suspensions?
Advent of AB 1729
In 2011-2012, Governor Jerry Brown approved AB 1729 by San Francisco Democratic
Assemblyman Tom Ammiano. This bill gives principals and superintendents more
discretion to use alternatives to suspension or expulsion, as long as they’re age
appropriate and are targeted to change the student’s behavior. Options could include
positive behavior interventions, participation in a program like restorative justice, or a
conference with the student’s parents, teachers, and school administrator. This bill gives
flexibility to administrators and in addressing student behavioral issues in and outside the
classroom.
9) Please describe the effect AB 1729 has had, if any, on your classroom management?
a) From your perspective, what types of behavior(s) are you finding as being overlooked
now that AB1729 has been in effect?
b) Give a specific scenario where you felt that a student got away with behavior due to
the AB1729legislation.
c) In this post AB 1729 environment, do you believe that alternative methods of
discipline are more successful than suspensions?
d) In the post AB 1729 environment, do you feel pressure from your administration to
avoid sending students for further discipline? Another yes/no – need to revise If so, when
did you notice this change?
e) In your experience, describe the effect of AB 1729 on who does and does not get
suspended in XX high school? Refer back to answer on question.
10) Is there anything else you would like to add regarding AB 1729 and your experience
as a teacher here at XX high school?
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APPENDIX C
School Site Administrator Pre-Interview Questionnaire
1. How long have you been a school site administrator?
2. What is your current position and how long have you been in this position at XX
high school?
3. What is the origin of your race or ethnicity?
4. Please describe both your parents’ educational level?
5. Can you please provide me with a description of your career in the education
profession? When did your career begin? What positions have you held?
6. What is your highest education level?
Interview Guide for School Site Administrators
Background
1) a)Please tell me about this high school.
b) In your view, what defines an effective teacher?
c) Creating a learning environment involves many factors, including teachers and
administrators establishing caring relationships with students, teaching and reinforcing
expectations, having and communicating a clear vision for the high level learning that
students will do, and helping students grow as social, emotional and moral beings. Please
explain what this statement means to you?
Classroom Management
2) Please describe what classroom management strategies have you observed from
teachers?
Suspensions/Discipline
3) What do you think of the use of school suspension and what is its purpose?
4) What do you think of the use of expulsion of students and what is its purpose?
5) What do you think of the use of in house or in school suspension and what is its
purpose?
6) a) From your experience and based on your school’s demographic composition, what
demographic of kids do you find receive more suspensions compared to others?
b) Based on your experience, please describe how you think the kids changed over the
years?
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7) What do you think of the “school to prison pipeline”? Have you taught students who
have been suspended, dropped and ended up in prison?
8) What offence do students mostly get suspended for or expelled in your school?
Academic Outcomes
8) a) Common Core Standards, are educational standards that describe what students
should know and be able to do in each subject in each grade.
Please describe the impact, if any, do you think the new Common Core Standards will
have on reducing suspensions?
Advent of AB 1729
In 2011-2012, Governor Jerry Brown approved AB 1729 by San Francisco Democratic
Assemblyman Tom Ammiano. This bill gives principals and superintendents more
discretion to use alternatives to suspension or expulsion, as long as they’re age
appropriate and are targeted to change the student’s behavior. Options could include
positive behavior interventions, participation in a program like restorative justice, or a
conference with the student’s parents, teachers, and school administrator. This bill gives
flexibility to administrators and in addressing student behavioral issues in and outside the
classroom.
9) Please describe the effect AB 1729 has had, if any, on teacher’s classroom
management?
a) From your perspective, what types of behavior(s) are you finding as being overlooked
now that AB1729 has been in effect?
b) Give a specific scenario where you felt that a student got away with behavior due to
the AB1729legislation.
c) In this post AB 1729 environment, do you believe that alternative methods of
discipline are more successful than suspensions?
d) In the post AB 1729 environment, do you feel pressure from your district to avoid
suspending students? Another yes/no – need to revise If so, when did you notice this
change?
e) In your experience, describe the effect of AB 1729 on who does and does not get
suspended in XX high school? Refer back to answer on question.
10) Is there anything else you would like to add regarding AB 1729 and your experience
as a school site administrator here at XX high school?
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APPENDIX E
Assembly Bill 1729 Teacher and School Site Administrator Perspective
Pilot Study
Teacher Survey Participants
How many years have you been a public school teacher?
Answer Options
0-5
6-11
12-17
18-23
24-29
30-35
36-41

Response Percent

Response Count

21.2%
28.8%
19.2%
13.5%
11.5%
3.8%
1.9%
answered question
skipped question

11
15
10
7
6
2
1
52
1

Table shows the responses the total year, as the participants have been public school
teachers. Of the 52 responses, 1 teacher indicated having 36+ years of experience, 2 had
30-35 years of experience, 6 teachers had 24-29 years, 10 teachers answered having 1217 years, 15 teachers had 6-11 years and 11 teachers had 0-5 years of experience
Race or Ethnicity of Teacher
What is your race or ethnicity?

	
  

Answer Options

Response Percent

Response Count

White
Latino or Hispanic
Black or African-American
American Indian or Alaskan Native
Asian
Native Hawaiian or other Pacific Islander
From multiple races

69.2%
7.7%
1.9%
1.9%
11.5%
0.0%
7.7%
answered question
skipped question

36
4
1
1
6
0
4
52
1
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Table shows the teachers race and ethnicity. Of the 52 respondents 36 (69.23%) teachers
indicated being White, 6 are Asian, 4 are Latino/Hispanic, 4 are from multiple races, 1
Black/African American, 1 American Indian or Alaskan Native.
Highest	
  Educational	
  Level	
  Attained	
  by	
  Teachers	
  
	
  
What is the highest level of school you have completed or the highest degree you
have received?
Answer Options
Response Percent
Response Count
Bachelor degree
Masters degree
Doctorate
Other
answered question
skipped question

35.8%
50.9%
1.9%
11.3%

19
27
1
6
53
0

Table illustrates the level of the highest educational level attained by the teacher
participants. Of the 53 respondents, 50.94% of the teachers have a Masters degree,
35.85% have only a Bachelor degree, 11.32% have other degrees, and 1.89% of the staff
teachers have a doctorate degree.
Teachers Gender
What is your gender?
Answer Options
Male
Female

	
  

Response Percent
40.4%
59.6%
answered question
skipped question

Response
Count
21
31
52
1
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Table illustrates the gender of the teacher participants. Of 52 respondents, 31 indicated
they are female and 21 said they are male.
Teachers of student’s grade levels
What grade level are your students in?
Answer Options
Response Percent
Freshman
67.3%
Sophomore
84.6%
Junior
80.8%
Senior
82.7%
answered question
skipped question

Response Count
35
44
42
43
52
1

Table shows the student grade levels the participants teach. Of the 52 respondents,
67.31% teach Freshman, 84.62% teach Sophomores, 80.77% teach Junior’s and 82.69 of
the respondents indicated they teach Seniors.
Teachers Perception of School Safety
How safe do you feel teaching at your school?
Answer Options
Extremely safe
Very safe
Moderately safe
Slightly safe
Not at all safe

Response
Percent
23.1%
59.6%
17.3%
0.0%
0.0%
answered question
skipped question

Response
Count
12
32
9
0
0
52
1

Table illustrates the responses to how safe teachers at their school site. Twelve (23.08%)
of the respondents responded that they felt extremely safe. Thirty-one (59.62%) of the
respondents indicated that they felt Very safe at their school. Nine (17.31%) responded
they felt moderately safe. None of the respondents indicated feeling slightly or not all
safe.
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Perception of most serious problems at school in classroom
To the best of your knowledge, how serious of a problem would you say each of the
following is at your school or in your classroom
Answer
Strongly
Disagree
Agree Strongly Rating Response
Options
Disagree
Agree
Average
Count
Bullying
1
5
37
6
2.98
49
and
harassment
Cheating
0
11
30
9
2.96
50
Truancy
0
10
32
9
2.98
51
and cutting
class
Disrupting
3
15
24
8
2.74
50
class
Students
3
16
26
6
2.69
51
treating
staff with
disrespect
Illegal
2
10
32
6
2.84
50
Drugs and
Alcohol
Physical
6
32
11
1
2.14
50
Fighting
Gangs
10
33
7
0
1.94
50
Possession of
8
31
10
0
2.04
49
weapons (guns
or knives)
answered question
51
skipped question
2

Table illustrates the respondent’s perception of the most serious problem at their school
or in their classroom. Thirty-seven (75.51%) respondents indicated that Bullying or
Harassment agreed that this was a serious problem at the selected school site. Thirty
respondents (60%) indicated that Cheating was a serious concern. Thirty-two (62.75%)
respondents indicated that Truancy and Cutting class was a serious concern. Twenty-four
(48%) of the respondents indicated that students disrupting class was a serious problem.
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Twenty-six (50.98%) of the respondents indicated that students treating staff with
disrespect was a serious problem. Thirty-two (64%) respondents indicated that student
use of drugs and alcohol was serious concern at school site 5.
Class Size and Classroom Management
Teachers Perceptions of School Discipline and School Safety After Assembly Bill
1729
Class size makes a difference in classroom management
Answer Options

Strongly
Disagree
3

Disagree Agree
2

13

Strongly
Agree

Rating
Average

34
3.50
answered question
skipped question

Response
Count
52
52
1

Table illustrates the respondent’s perception of class size in maintaining effective
classroom management. Thirty-four (65.38%) of the respondents indicated that they
Strongly agreed that class size makes a difference in maintaining an effective learning
environment. Thirteen (25%) agreed that class size makes a difference. Five (10%) of the
respondents Strongly disagreed or disagreed that class size doesn’t make a difference in
maintaining an effective classroom environment.
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Creating a learning environment
Creating a learning environment involves many factors, including teachers
establishing caring relationships with students, teaching and reinforcing
expectations, having and communicating a clear vision for the high level learning
that students was do, and helping students grow as social, emotional and moral
beings.
Answer
Strongly
Agree Disagree
Strongly
Rating
Response
Options
agree
disagree
Average
Count
33

12

1

7
1.66
answered question
skipped question

53
53
0

Table illustrates the respondent’s perspective to creating a learning environment and the
factors that are involved. Thirty-three (62.26%) strongly agreed that teachers establishing
relationships, caring classrooms, communicating, enforcing expectations and assisting
students socially, emotionally is part of creating a learning environment. Twelve
(22.64%) agreed with the statement. Eight (15%) of the respondents Disagreed or
Strongly disagreed that this is the teacher’s responsibility.
Perception of which race/ethnicity are mostly disciplined
What race/ethnicity do you find are most commonly disciplined in
your classroom?
Answer Options
Response
Response
Percent
Count
White
9.6%
5
Black or African-American
21.2%
11
Latino or Hispanic
44.2%
23
American Indian or Alaskan Native
1.9%
1
Asian
1.9%
1
Native Hawaiian or other Pacific Islander
0.0%
0
Two or more races
1.9%
1
answered question
52
skipped question
1

Table illustrates respondent’s perception of which students are most commonly discipline
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in their classroom. Fifty (96.15%) respondents indicated that Latino student most
commonly a discipline concern. Eleven (21.15%) respondents indicated that African
American/Black were also a concern. Five (9.62%) respondents indicated that Whites
were a discipline concern. Asian, American Indian or Alaskan Native and Two or more
race were (1.92%) a discipline concern.
Race/Ethnicity of Students At Risk of Not Graduating
What race/ethnicity of students you find are MOST
commonly struggling in school and are at risk of not
graduating?
Answer Options
Response
Response
Percent
Count
White
3.8%
2
Black or African34.0%
18
American
Latino or Hispanic
73.6%
39
American Indian or
0.0%
0
Alaskan Native
Asian
0.0%
0
Native Hawaiian or other 0.0%
0
Pacific Islander
From multiple races
26.4%
14
answered question
53
skipped question
0

Table shows that the participants indicate that Latino and African American student are
mostly struggling to graduate from school site 5. Thirty-nine (73.58%) of the respondents
indicated that Latino students are most struggling to graduate; Eighteen (34.00%)
respondents indicated that African-American students are at risk of not graduating.
Fourteen Respondents (26.4%) also indicted that students of multiple races are also
struggling to graduate.
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Perception of Zero Tolerance Policies
Zero tolerance policies have reduced discipline problems
Answer Options

Strongly
Disagree
5

Disagree Agree
20

20

Strongly Rating Response
Agree
Average
Count
6
2.53
51
answered question
51
skipped question
2

Table depicts the perception of the participants about Zero tolerance policies and their
use to reduce discipline problems in schools or their classroom. Fifty-one respondents
participated in this question. Twenty (39.22%) of the respondents agreed that Zero
tolerance polices have reduced discipline problems and six (11.76%) also strongly
agreed. However, twenty (39.22%) responded they disagreed that Zero tolerance policies
reduced discipline problems, inconclusive five respondents (9.86%) strongly disagreed
with the effectiveness of Zero tolerance policies.
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Teacher Perception of Assembly Bill AB1729
In 2012, Assembly Bill 1729 was passed by Governor Brown giving school
administrators discretion in providing alternatives to suspension and expulsion that
are age appropriate and aimed at addressing student misbehavior requiring that
suspension (including in house suspension) be practiced after the means of correction
have failed to bring about proper conduct, with limited exceptions. How much do you
agree with the following?
Answer
Strongly Somewhat Somewhat Strongly
Rating Response
Options
agree
agree
disagree
disagree Average
Count
This bill has
7
33
9
0
2.04
49
reduced
suspensions
This bill has
5
16
21
7
2.61
49
negatively
affected
classroom
management
This bill has
1
16
22
10
2.84
49
negatively
affected my
school in
maintaining
a safe
campus
answered question
49
skipped question
4

Table shows the perception of the enactment of AB1729 and its impact on reducing
student suspensions, if the bill has negatively affected classroom management and if the
bill has negatively affected school safety. Forty-nine respondents participated.
This bill has reduced suspensions
Thirty-three (67.35%) respondents somewhat agreed and seven respondents
(14.29%) agreed that AB 1729 has reduced suspensions. Nine (18.37%) of the
respondents disagreed that the bill has reduced suspensions.
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This bill has negatively affected classroom management
Seventeen (32.65%) of the respondents somewhat agreed and 5 (10.20%) of the
respondents strongly agreed that the bill negatively impacted their ability to maintain
effective classroom management, (42.85%) of the respondents indicated the bill made a
negative impact on classroom management. However, seven (14.29%) of the respondents
somewhat disagreed and twenty-one respondents (42.86%) somewhat disagreed that the
bill had negatively impacted classroom management. Overall, (57.75%) of the
respondents indicated that AB1729 did not impact their ability to maintain classroom
management.
This bill has negatively affected my school in maintaining a safe campus
Twenty-two (44.90%) respondents somewhat disagree and ten (20.41%)
respondents disagree that that this bill has not negatively impacted the safety of the
campus. Overall, (65.31%) of the respondents did not agree that the bill has impacted the
safety of the campus. Sixteen (32.65%) respondents agree that the bill somewhat agree
and one (2.04%) strongly agree. In total (34.69%) respondents agree that this bill has
negatively affected campus safety.
Perception of Assembly Bill 1729
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School Site Administrators Survey Participants
Race and Ethnicity
What is your race or ethnicity?
Answer Options

Response
Percent
54.2%
25.0%
8.3%
4.2%
0.0%
0.0%

White
Latino or Hispanic
Black or African-American
American Indian or Alaskan Native
Asian
Native Hawaiian or other Pacific
Islander
Other
8.3%
answered question
skipped question

Response
Count
13
6
2
1
0
0
2
24
0

Table illustrates that the majority (54.2%) of the participants were White,
(25%) were Latino, (8%) Black and (4.2%) American Indian or Alaskan native.
Age of School Site Administrator
What is your age?
Answer Options

Response
Percent
21-29
0.0%
30-39
20.8%
40-49
37.5%
50-59
37.5%
60 or older
4.2%
answered question
skipped question

Response
Count
0
5
9
9
1
24
0

Table illustrates that (37.5%) of the participants were 40-49 years of age, (37.5%) were
50-59 years old, (20.8%) 30-39 years old and 4.2% 60 or older years old.
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Years of Experience
How many years have you been an administrator?
Answer Options

Response Percent

0-5
6-11
12-17
18-23
24-29
30-35
36-41
answered question
skipped question

Response Count

41.7%
41.7%
16.7%
0.0%
0.0%
0.0%
0.0%

10
10
4
0
0
0
0
24
0

Table exemplifies that most (41.7%) of the school site administrators had 0-5 years of
experience, (41.7%) had 6-11 years of experience and (16.7%) had 12-17 years of
experience.
Highest Degree Obtained
What is the highest level of school you have
completed or the highest degree you have received?
Answer Options
Response Response
Percent
Count
Bachelor degree
0.0%
0
Masters degree
95.8%
23
Doctorate
4.2%
1
Other
0.0%
0
answered question
24
skipped question
0
Table shows that majority (95.8%) of all school site administrators had a Masters degree
and 4.2% had a doctorate degree
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Participant Position
What is your current position?
Answer Options
Principal
Associate Principal

Response Percent

Response
Count
33.3%
8
66.7%
16
answered question
24
skipped question
0

Table illustrates that (66.7%) of all the participants were Associate Principals and 33.3%
were Principals.
Perception of Safety
How safe do you feel at your school/ district?
Answer Options
Extremely safe
Very safe
Moderately safe
Slightly safe
Not at all safe

Response
Percent
37.5%
58.3%
4.2%
0.0%
0.0%
answered question
skipped question

Response
Count
9
14
1
0
0
24
0

Table elucidates that (58.3%) of the participants felt very safe, (37.5%)
felt extremely safe, and (4.2%) felt moderately safe. None of the participants felt
unsafe at their school site.
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Perception of most serious problems at school in classroom
To the best of your knowledge, how serious of a problem would you say each of
the following are at your school sites?
Answer
Strongly Disagree Agree Strongly
Rating
Response
Options
Disagree
Agree
Average
Count
Bullying and
3
4
16
1
2.63
24
harassment
Cheating
4
12
8
0
2.17
24
Truancy and
3
5
13
3
2.67
24
cutting class
Disrupting
3
8
11
2
2.50
24
class
Students
3
12
6
3
2.38
24
treating staff
with
disrespect
Illegal Drugs
4
4
13
3
2.63
24
and Alcohol
Physical
5
13
5
1
2.08
24
Fighting
Gangs
8
9
6
0
1.91
23
Possession of
10
9
4
0
1.74
23
weapons
(guns or
knives)
answered question
24
skipped question
0

Table explains the respondent’s perception of the most serious problem at their school or
in their classroom. Seventeen (70.84%) respondents indicated that Bullying or
Harassment agreed that this was a serious problem at the selected school site. Eight
respondents (33.33%) indicated that Cheating was a serious concern. Sixteen (66.67%)
respondents indicated that Truancy and Cutting class was a serious concern. Thirteen
(54.16%) of the respondents indicated that students disrupting class was a serious
problem. Sixteen (66.67%) respondents indicated that student use of drugs and alcohol
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was serious concern at their school site. Six (25.04%) participants indicted the physical
fights were a concern, six (26.09%) indicated that gangs were a serious concern and
(17.39%) or four respondents stated that possession of weapons was a serious concern.
Class Size and Classroom Management
Class size makes a difference in classroom management
Answer
Options

Strongly
Disagree

1
Other (please specify)

Disagre
e

Agre
e

Strongly
Agree

Rating
Average

Response
Count

4

13

6

3.00

24
3

answered question
skipped question

24
0

Table illustrates that overall nineteen (79.17%) of the respondents agreed that classroom
size is a factor in managing a classroom. Five (20.83%) of the respondents disagreed that
classroom size is a factor.
Zero Tolerance message
Zero tolerance sends a clear message to disruptive students about
appropriate behaviors in school.
Answer Strongly Disagree Agree Strongly Rating Response
Options Disagree
Agree Average
Count
9
9
5
1
1.92
24
answered question
24
skipped question
0
Table depicts that overall nineteen (75%) of the participants disagreed that zero tolerance
polices sends a clear message to disruptive students what is appropriate at school. In total
six (25%) of the participants agreed that zero tolerance messages sends a clear message
to disruptive students that inappropriate behavior is not tolerated.
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Perception of Zero tolerance policies
Zero tolerance policies have reduced discipline problems in schools.
Answer Strongly Disagree Agree Strongly Rating Response
Options Disagree
Agree Average
Count
9
10
5
0
1.83
24
answered question
24
skipped question
0

Table shows that overall nineteen (79.17%) of the participants perceived that zero
tolerance policies have not reduced discipline problems and five (20.83%) agreed that
zero tolerance policies have assisted in reducing discipline problems.
Suspension for School Order
Suspension is a necessary tool for maintaining school order.
Answer Strongly Disagree Agree Strongly Rating Response
Options Disagree
Agree Average
Count
5
4
11
4
2.58
24
answered question
24
skipped question
0
Table illustrates that overall fifth teen (62.50%) of the participants agreed that suspension
is necessary to maintain school order and nine (37.50%) disagreed that suspension was a
necessary to maintain order.
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Creating a learning environment
Creating a learning environment involves many factors, including
administrators establishing caring relationships with students, teaching and
reinforcing expectations, having and communicating a clear vision for the high
level learning that students was do, and helping students grow as social,
emotional and moral beings.
Answer Strongly
Agree
Disagree
Strongly
Rating
Response
Options
agree
disagree
Average
Count
16
5
0
3
1.58
24
Other (please specify)
1
answered question
24
Table illustrates the respondent’s perspective in creating a learning environment and the
factors that are involved. In total, Twenty-one (87.50%) agreed that establishing
relationships, caring classrooms, communicating, enforcing expectations and assisting
students socially, emotionally is part of creating a learning environment. Three (12.50%)
of the participants disagreed with the statement.
Perception of which race/ethnicity are mostly disciplined
What race/ethnicity of students do you find are most commonly
disciplined in the classroom?
Answer Options
Response
Response
Percent
Count
White
12.5%
3
Black or African-American
45.8%
11
Latino or Hispanic
87.5%
21
American Indian or Alaskan Native
4.2%
1
Asian
0.0%
0
Native Hawaiian or other Pacific Islander
8.3%
2
Other
0.0%
0
Other (please specify)
1
answered question
24
skipped question
0
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Table exhibits respondent’s perception of which students are most commonly discipline
in their classroom. Twenty-one (87.50%) respondents indicated that Latino students are
most commonly a discipline concern. Eleven (45.83%) respondents indicated that African
American/Black students were also a concern. Three (12.50%) respondents indicated that
Whites were a discipline concern. Two of the respondents indicated that Native Hawaiian
or more races were (8.33%) a discipline concern. One (4.17%) respondent indicated that
American Indian or Alaskan Natives students are a concern.
Race/Ethnicity of Students At Risk of Not Graduating
What race/ethnicity of students you find are MOST commonly
struggling in school and are at risk of not graduating?
Answer Options
Response
Response
Percent
Count
White
0.0%
0
Black or African-American
50.0%
12
Latino or Hispanic
95.8%
23
American Indian or Alaskan Native
4.2%
1
Asian
4.2%
1
Native Hawaiian or other Pacific Islander
8.3%
2
Other
0.0%
0
Other (please specify)
1
answered question
24
skipped question
0

Table reveals that the participants indicated that Latino and African American student are
mostly struggling to graduate. Twenty-three (95.83%) of the respondents indicated that
Latino students are struggling to graduate; Twelve (50%) of respondents indicated that
African-American students are at risk of not graduating. Two Respondents (8.33%) also
indicted that students of two or more races are also struggling to graduate.
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School Site Administrator Perception of Assembly Bill 1729
In 2012, Assembly Bill 1729 was passed by Governor Brown giving school
administrators discretion in providing alternatives to suspension and expulsion that
are age appropriate and aimed at addressing student misbehavior, requiring that
suspension (including in house suspension) be practiced after the means of correction
have failed to bring about proper conduct, with limited exceptions. How much do you
agree with the following?
Answer
Strongly Somewhat Somewhat Strongly Rating
Response
Options
agree
agree
disagree
disagree Average Count
This bill has
6
10
6
1
2.09
23
reduced
suspensions
This bill has
3
3
7
11
3.08
24
negatively
affected
classroom
management
This bill has
1
3
8
12
3.29
24
negatively
affected my
school in
maintaining
a safe
campus
answered question
24
skipped question
0

Table displays the perception of the enactment of AB1729 and its impact on reducing
student suspensions, if the bill has negatively affected classroom management and if the
bill has negatively affected school safety. Forty-nine respondents participated.
This bill has reduced suspensions
Overall, sixteen (69.57%) respondents agreed that AB 1729 has reduced
suspensions. Seven (30.43%) of the respondents disagreed that the bill has reduced
suspensions.
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This bill has negatively affected classroom management
In total, sixteen (25%) of the respondents agreed that the bill negatively impacted
teacher’s ability to maintain effective classroom management. Seven (75%) of the
respondents disagreed that the bill made a negative impact on classroom management.
This bill has negatively affected my school in maintaining a safe campus
Four (16.67%) agreed that the bill had a negative impact on maintaining a safe
campus. Twenty (83.33%) of the respondents disagreed that the bill has negatively
impacted in maintaining a safe campus.
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