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Introduction
School disciplinary practices have existed to maintain order and focus on learning throughout the
school day. These practices have typically ranged from zero tolerance (“no excuses”)—where
explicit, predetermined punishments to specific violations of school rules are assigned,
regardless of the situation or the context of behavior, to restorative practices—where
punishment is replaced with acknowledgement of harm and repairing wrongdoing through
inclusive, therapeutic conversations (Boccanfuso & Kuhfeld, 2011; Winn, 2018). Schools have
responded to incidents of violence by increasing the usage of zero tolerance policies in an
attempt to promote safety. However, research conducted on these policies show that Black,
Brown, disabled, and poor students are overrepresented in punitive disciplinary measures.

Disparate treatment in school discipline, suspension, and expulsion is not a new research topic.
Researchers have been focused on this issue in education since the pivotal 1975 report from
the Children’s Defense Fund (CDF). In their report, the CDF cited African Americans were twice as
likely to receive a suspension as their White peers (CDF, 1975). Meanwhile, the use of school
resource officers (SROs) began in Flint, Michigan in the 1950s and became prominent in
response to school shootings across the nation during the 1990s (Weiler & Cray, 2011). In
2015-2016, 49% of students in Massachusetts schools reported police presence in school, a
higher than average percentage compared to the nation (ACLU).

After the murder of George Floyd at the hands of a Minneapolis police officer, communities
across the United States have begun to reckon with their relationship with policing (Graham,
2021). This reckoning is happening inside schools as well. After conducting numerous surveys of
students and holding conversations with families and community members, New Bedford Public
Schools (NBPS) sought to further evaluate the impact of their school disciplinary policies,
including the use of School Resource Officers (SROs). The Rennie Center for Education Research
& Policy (Rennie Center) has conducted a preliminary review and analysis of the purpose and
potential impact of the district’s disciplinary system. The work aimed to provide initial answers
based on readily available data, largely collected by NBPS, with the intent of conducting a more
robust evaluation at a later date. Key questions included:

1. What approaches to school discipline are out there? What does the existing research
conclude about the use of SROs and other disciplinary measures? How is this
evidence-base relevant to NBPS?

2. What are the existing school disciplinary policies at NBPS? What are the goals of these
policies? Where are disciplinary policies and practices well aligned and supportive of
stated goals? Where do divergences exist?

3. What is the potential impact of school disciplinary practices, including the use of school
resource officers, on students at New Bedford Public Schools?
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Brief Review of the Literature
The literature review (linked here) on school discipline and School Resource Officers (SROs)
described the history, different methods, & impact of school discipline and offered interventions
& alternatives to exclusionary discipline. Overall, the research uncovered a consistent negative
impact of exclusionary discipline policies, particularly for Black and Latinx students. In schools,
implicit bias and stereotypes may drive the differential sanction of marginalized groups, as
out-of-school suspensions in Massachusetts were found to be strongly predicted by students’
demographic characteristics.

The research indicated that there are significant challenges in how exclusionary discipline is
applied and its consequences undermine the goal of creating a safer and more supportive
learning environment. Students lose instructional time when they are involved in disciplinary
procedures. Students placed out of school through suspensions or expulsions can become less
engaged and trusting of adults. Additionally, the use of School Resource Officers requires careful
consideration, training, and definition of roles in order to establish a purposeful, supportive, and
positive learning environment. However, there are still many negative consequences attached to
the presence of SROs in schools, including increased student offenses and arrests, lack of
proper de-escalation techniques or training for crises, and an absence of formalized roles that
leads to job creep.

In order to move away from exclusionary discipline, districts can strengthen their cultural
consciousness, their utilization of mental health professionals, and their multi-tiered systems of
support (including PBIS, Transformative SEL, or Restorative Justice). For more information, see
pages 7 - 11 in the literature review. References are included in Appendix 2.

Research Methodology
In order to analyze New Bedford Public Schools’ disciplinary practices and use of SROs, the
Rennie Center conducted multiple focus groups including assistant principals and mid-level
administrators, leaders of dialogue on school discipline and climate (staff members who lead the
student, staff, & community SRO data conversations), mental health support staff and
specialized population staff, middle and high school students, and community leaders. In
addition, a survey for families was distributed in English, Spanish, Portuguese, and K’iche to
collect feedback on families’ perspectives and experiences with school discipline in the district.
Finally, the Rennie Center analyzed the student, staff, & community SRO data conversations that
were held by the district.

Responses from the following district-given surveys were also analyzed: Middle School SRO
Survey, PBIS School Climate Survey, NJ School Climate Survey, district arrest data, Middle and
High School EDSCLS Survey, and the Disciplinary Actions Indices. Finally, the Rennie Center
analyzed publicly available data from the Massachusetts Department of Elementary and
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Secondary Education (MA DESE) on demographics, student discipline offenses, and staff FTE.
Below is a summary of survey participation.

Table 1. Summary of Survey Responses by Group

Middle School
SRO Survey

PBIS School
Climate Survey

NJ School
Climate Survey EDSCLS Survey

Rennie Center
Family Survey

Gender

Female 269 95 400 171 n/a

Male 254 83 379 176 n/a

Other n/a 2 30 10 n/a

I prefer not to say n/a 6 36 8 n/a

Race

African American
(Black) 87 61 116 76 10

Caucasian (White) 378 56 377 136 76

Native American
(American Indian),
Alaskan Native 7 4 20 6 2

Native Hawaiian,
Pacific Islander 1 3 6 6 0

Asian 6 6 12 1 3

Multiracial 44 16 75 53 14

I prefer not to say n/a 40 239 87 35

Hispanic/Latinx n/a n/a n/a n/a 26

Ethnicity

Hispanic/Latino 192 73 265 102 n/a

Not Hispanic/Latino 331 84 443 194 n/a

I prefer not to say n/a 29 137 69 n/a

Total (n=x) 523 186 845 365 166

After thorough cleaning of the survey responses, which included removal of respondents who
lacked full answer sets, translation from other languages into English, converting responses into
percentages, and more, data visualizations were created and qualitative analyses were
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condensed into major themes. These findings were then triangulated and updated to reflect the
commendations and opportunity areas in this report.

Limitations
It is important to note that this project’s scope provides for the analysis of school discipline
strategies based on the review of currently available data collected and reported by NBPS. The
Rennie Center’s intent is to provide timely information on what is known about the use and
impact of NBPS school discipline strategies, including SROs. This scope of work may also serve
as the first step toward a more comprehensive study of NBPS’ approach to school discipline.

A majority of the data sets that were utilized in this analysis were previously conducted by NBPS
staff and were not empirically researched by the Rennie Center. In addition, a few of the analyzed
surveys fell short of an adequate sample size and may not be representative of the overall
population. However, careful conclusions have been drawn from this data, with a caveat that
more data collection would be necessary to be truly representative.

Finally, due to the impact of the COVID-19 pandemic on the education system, some of the data
sets that were analyzed represent past school years’ data rather than the current SY2020-2021.
This is an attempt by the researchers to examine the most accurate data from a “normal” school
year, rather than potentially underreported data from the past year and a half due to COVID.

Findings
The following findings are divided into commendations, what the district is doing well and should
continue to do, and opportunity areas, where there are opportunities for the district to improve,
based on analyses of quantitative and qualitative data. Within each broader commendation or
opportunity, there are supporting statements and/or data visualizations that back up the finding.

Framing the Work: Disproportionality
Disproportionality in school discipline by demographics, whether race, ethnicity, gender identity,
special education status, and more, has been a frequent finding in research. As noted by a 2018
report from Lawyers for Civil Rights:

“Out-of-school suspensions in Massachusetts are strongly predicted by students’
demographic characteristics. Controlling for special education, English Language Learner,
and socioeconomic status, every [racial] demographic group examined has significantly
higher odds of being assigned an out-of-school suspension than white girls” (p.13).

Therefore, this analysis begins with a review of disproportionality in discipline through the
examination of relative risk ratios and proportions of students disciplined by demographics.
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Key Data Points: Disproportionality

Students of color in the district, particularly African American and Multi-Racial students, are at higher risk for
receiving a disciplinary referral and a suspension.

In terms of race, African American students are 1.85 times more likely than other students to receive a
disciplinary referral. Multi-Race, non-Hispanic students are 1.25 times more likely than other students to
receive a disciplinary referral. Native Hawaiian, Pacific Islander students are 1.19 times more likely than
other students to receive a disciplinary referral. In terms of suspension, African American students are 3.3
times more likely to be suspended compared to their peers, while multi-race students are 1.8 times more
likely.
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Students with disabilities and economically disadvantaged students are at a higher risk of referral and
suspension than other special populations.

Students with disabilities are
1.8 times more likely to
receive a disciplinary referral
and 3.8 times more likely to
receive a suspension than
their peers. Economically
disadvantaged students are
1.3 times more likely to
receive a disciplinary referral
and 1.9 times more likely to
receive a suspension.

Besides English Learners, all
special populations make up a
larger percentage of students
disciplined than they do
enrollment in the district.

Meanwhile, students with
disabilities make up the largest
gap between the percentage of
the district and the percentage
of students disciplined. In fact,
all special populations listed,
except ELs, make up a smaller
percentage of the district than
they do those disciplined. This
indicates an overrepresentation
of these populations in
disciplinary action.
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To further analyze proportion of disciplinary offenses, the following was uncovered through analysis of MA
DESE data:
➔ Although males are 52.5% of the district, they make up almost 70% of those disciplined. Meanwhile

females, who are 47.5% of the district, are only 30.5% of those disciplined.

➔ Black students are around 14% of the district, yet they make up 22.4% of all students disciplined.
Multi-race students make up 5.4% of the district, yet they are 6.5% of those disciplined. Said
Community Leaders, “Black, Brown, or boys is the common denominator for school discipline.”

Male students in the district are at higher risk than female students for both referral and suspension.

By gender, male students are 1.7 times more likely to receive a disciplinary referral and 3.9 times more likely

to receive a suspension compared to their female peers. As noted by APs and Principals about the gendered

division of referral and suspension, “I would say boys are more vulnerable to disciplinary actions. Potentially
special education students [too].”
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Commendations

Commendation 1: New Bedford Public Schools’ teachers develop strong relationships with their students.
These relationships are bolstered by supportive, proactive, and responsive mental health staff, including
counselors and school adjustment counselors, who engage with students on any matter.

The pattern in this graph shows that students feel they have the most positive relationships with counselors
and SACs over all other positions. Students are more neutral about their relationships with SROs.

Although the survey of students found more neutrality in relationships with SROs compared to counselors

and school adjustment counselors, APs and Principals felt that the majority of the connection between

students and SROs are positive: “I don’t believe that in New Bedford we try to criminalize student behavior.
I’ve worked with tremendous SROs. They go through extensive amounts of training so they are working with
students in an educational environment. That interface and connection with the student body is largely
positive, [and] when it extends to the families it creates a dynamic and healthy environment.”

➔ APs and Principals: “What has worked the best that I’ve seen is a clear separation between the
people who do the suspension and the counseling staff. The counseling staff are very clear to say
‘No one is in trouble in my office, this is where we fix problems,’ [which] allows kids to be honest and
open.”

➔ Students: “There are counselors, so when you get in trouble you get sent to the counselor first to
see if something is going on.”

➔ APs and Principals: “It is all about building relationships, and we’ve had a great opportunity to do
that the past year and a half. The biggest difference that I saw was when we had school adjustment
counselors at every grade level. It allowed us to be in tune to preventative measures as we had seen
them arise. We were cutting off problems before they bloomed into something big.”
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Commendation 2: The district has a strong whole-child, team-based approach to supporting students’
behavioral and mental health needs.

➔ Support Staff: “We have a strong [student support team]. This year has allowed us more time to
meet and talk as a group. This is our second year that we are doing grade-level following support.
Our teams are a guidance counselor, school adjustment counselor, and assistant principal at each
grade level. They might work differently together depending on their personalities, but they do a great
job overall to take an incident and come up with a plan, follow up, get in touch with parents, and get
wraparound services.”

➔ Leaders of Dialogue: “Discipline doesn’t feel like an individual thing. It feels like a team decision. Not
just coming from one place. SST meetings, whole child meetings (at the ES) are recurring.”

➔ APs and Principals: “We do a lot of progressive discipline. We’ve been focusing on Whole Child with
safe and supportive schools. A lot of communication, collaboration with parents, communication with
students.”

Commendation 3: The district offers a wide variety of wraparound services and supports for students and
families inside and outside of the school building.

➔ Support Staff: “In some meetings I’ve been to with other Bristol County districts, New Bedford is
further along in the use of outside agencies to provide family resources and wraparound support.”

➔ Community Leaders: “Not everyone has the capability to advocate for their children like [community
liaisons] do. [Community Liaisons] can act like substitute parents. We already have the structure to
support students with misbehavior... We all have to work together to create change.”

➔ Support Staff: “We have many resources like attendance supervisors and have the capacity to
connect with people through home visits.”

Commendation 4: There are many caring, dedicated, and engaged administrators, educators, and support
staff at New Bedford Public Schools.

➔ Student: “I have two teachers who helped me go through what I needed. They helped me with
catching up with work. My teacher has an amazing relationship with me, and whenever I am feeling
low and have any problems I can go to him and he will listen. Some teachers don’t do that. I have
come a long way because of him.”
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➔ Student: “My ESL teacher is very nice and helps me learn English. She understands me and tries to
help me. Many of the people I have class with have a great relationship with her too.”

➔ Student: “Counselors can talk to anybody. It just depends on the student if they want to come out and
reach out to the counselor.”
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Opportunity Areas

Opportunity Area 1: Inconsistency in disciplinary practices, including in disciplinary measures for minor
issues and blurry definitions of defiance, disruption, and disobedience, can lead to disproportionality in
disciplinary outcomes for students of color in the district.

There is an inconsistency in how discipline is applied, often influenced by the individual staff member and/or
student that leads to disproportionality and disciplinary actions for minor offenses.

➔ When asked about what happens when someone at school gets in trouble, Students responded:

◆ “I think when there are minor issues, having your hood on, listening to music, some
teachers give you detentions right off the bat. Teachers could give you a warning first.”

◆ “When someone gets in trouble at school, they usually give office referrals or suspend.”

◆ “[Students will] get pulled out of class or the teacher will tell them to stop. They’ll get sent
to the office or written up.”

➔ Support Staff: “There hasn’t been consistency with discipline in our alt-school setting. We’ve done
Restorative Justice, we’ve done no excuses. We tried different things, but one thing that I can say is
that there was never consistency. The only philosophy was individualized. It depended on the kid. It
wasn’t just written in the handbook and [staff] would follow.”

➔ Community Leaders: “I see suspensions common with Black and Brown boys, and as a direct result,
a transfer to Whaling City, or just being kicked out of school. By far, discipline is racially inequitable.”

➔ Leaders of Dialogue: “I think backgrounds don’t necessarily play a consistent or equitable role. The
circumstances might be the same for two different students, but they could still have different
outcomes.”

➔ Please see disproportionality data displayed at the beginning of the findings section.

As a result, there is a disconnect between school leadership and support staff about the over-representation of
Black and Brown boys in the discipline system and placement in alternative schools.

➔ When asked the question “How much do you think backgrounds, demographics, and identities

factor into how discipline is enforced?” APs and Principals were largely silent other than stating: “We
received data a year ago that stated that we sent less Black boys to Whaling City.” However, when

Support Staff were asked, they said: “Definitely. Our alternative school is disproportionately Brown
and Black students. Even the kids in our offices are mainly students of color, speak another
language, and end up having parents labeled difficult.” The inability to identify disciplinary
disproportionality or how it manifests in an individual school may lead to further perpetuation of
inequities at the district.
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Inconsistent tracking and coding measures exacerbate biases and subjectivity and make it harder to track
data across the district as a whole.

➔ Leaders of Dialogue: “Within our SIS where we manage discipline records, the coding is inconsistent
across schools. There are a lot of words that are subjective across schools (defiant, disrespect)
leaving it up to adults to interpret that coding. We need objective and accurate coding. The
handbook leaves it up to administrators to figure out the most appropriate response, depending on
implicit bias. There are barriers to being truly standardized and consistent.”

➔ Leaders of Dialogue: “There are challenges when looking at the continuity of the data. Some use
Aspen and SWIS. If you look at our discipline data it isn’t a true representation of what happens at
the schools because there is such a discrepancy in what gets coded.”

➔ Support Staff: “I think communication can always be improved at every school. Sometimes there is
a lot going on and there isn’t always follow-through. Parents should be notified when discipline
happens especially if there is going to be something on the record...Filing write-ups doesn’t really
work either. Consistency should be better in terms of what happens, this is the protocol, this is
what we should follow-through with. This should be coordinated by the principal. Sometimes you get
the AP doing their own thing and wanting to make their grade level look better than the others but it
shouldn’t be a competition.”
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Opportunity Area 2: In the district, there is a need for increased family and community engagement related
to school discipline, which includes comprehensive translation and interpretation services.

A lack of parent engagement in the disciplinary process creates inequitable outcomes and inadequate
solutions for students’ misbehavior.

According to a survey of 19 parents whose children have received one or more suspensions, a quarter of
parents strongly disagree that their school works with them before suspending their child. Only 31.6% of
parents agreed or strongly agreed that their school worked with them. This is compared to 39.8% of all
parent respondents (n = 166) who strongly agreed or agreed that the school works with parents before
suspension. The following quotes are experiences students and staff have had with parent engagement
during or after discipline:

➔ Students: “If you get suspended a parent and an AP have to meet and talk about what you did when
the suspension is over.”
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➔ Students: “Sometimes parents are involved in the process. I remember one of my friends got in
trouble on the bus and was forced to take the city bus and his mom had to come in and ask for him
to take the school bus.”

➔ Support Staff: “We could do a lot better of notifying parents immediately. Phone numbers aren’t
always updated. Every time we have a conversation with parents, we should document it. If we say
we are going to talk to a parent, we should document it.”

➔ Leaders of Dialogue: “We could do a much better job when students are in crisis or need
intervention in having an honest conversation with families first.”

Out-of-school suspensions may only be effective for curbing misbehavior on first-time offenders.

Parents of students with one or more suspensions are most likely to disagree or strongly disagree with the
necessity of suspensions. Meanwhile, parents who don’t know if their child has been suspended are most
likely to strongly agree that out-of-school suspensions are necessary. Neutrality was common across all
respondents, which may signify a need for additional information about the pros and cons of discipline and
other disciplinary alternatives. The following quotes reflect how students feel about the effectiveness of
out-of-school suspensions:

➔ Students: “In some situations they might be helpful. Some enjoy it because they think they get
school off but in the long run it is bad.”

➔ Students: “I don’t think it is very helpful, because you see many people get in trouble again.”

➔ Students: “I don’t think people care if they get suspended. Everyone knows the repercussions of
their actions but they still have bad actions. If they’re behind on work, they’re going to get an F. ‘I
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wasn’t going to college anyways. With some of those kids who are going to be suspended anyways
they don’t care.”

Opportunities to connect families and school staff, including through out-of-school time interactions, may be
limited based on parents’ knowledge of what is available to them and the district’s improper leveraging of
community organizations’ expertise and accessibility.

➔ Community Leaders: “I would add more opportunities to build community. This community has a rich
history and it would benefit the people who live and work here to take pride in the community. That
doesn’t happen here.”

➔ Support Staff:“We need more effective community liaising. A lot of people don’t really know what the
wraparounds do and there should be a lot more reaching out to community members. We need to
do a better job of posting things to our website. We don’t have up-to-date contacts.”

➔ Community Leaders: “When we were in schools, we weren’t utilized properly. We already have the
structure to support students with misbehavior but we weren’t being utilized for that. The district
needs to do an assessment of what we already have so we don’t have to go out and reinvent the
wheel.”

➔ Support Staff: “We need to do a better job of utilizing the resources like attendance supervisors and
identifying available supports and making them accessible to students.”

Teachers and staff members’ may hesitate or feel uncomfortable when it comes to connecting with or
accommodating families who don’t speak English.

➔ Support Staff:“We need to be able to provide families with information in their own native
language. They often receive stuff in English.”

➔ Support Staff:“I’ve seen teachers hesitate to call families because they don’t speak English. [We
need to ensure that] teachers and faculty make more proactive calls home [without hesitation].”

➔ Leaders of Dialogue: “Some parents who speak another language are hung-up on [by school
staff].”

➔ However, when asked about strengths in the district, APs and Principals had an opposing view of
family engagement: “What is allowing us to make some headway in a lot of ways is the work our
staff has provided at all levels to our students and our families. Building trust between families
and the work we’ve done with languages to reach the diversity of students has been tremendous.
As we continue with these accomplishments the need continues to grow.” This signals a potential
disconnect between what happens in practice and the vision to which administrators hope their
schools are adhering.
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Opportunity Area 3: The district does not have a clear continuum of care and common language around
multi-tiered systems of support (MTSS) across all schools. This includes how students are placed into
alternative settings or transferred.

There is a need to develop an aligned and robust MTSS with common language across the district.

➔ Leaders of Dialogue: “We’ve attempted PBIS. It is a word our staff knows about, but most staff
would say we’ve had a hard time with true PBIS.”

➔ Leaders of Dialogue: “On the elementary level they do PBIS really well. In middle school, they need
to do a lot of work on culture, climate, communication, and engagement with families”

➔ Leaders of Dialogue: “We need a better continuum of care. SST, Whole Child, BBST are all the same
system but schools call them a different thing. We need to use the same words and have the same
roles used the same way.”

In addition, there is a need to develop specific services and supports for Tier III students who may face higher
rates of discipline.

➔ APs and Principals: “We have Tier I and II structures and routines. But we are struggling with some
of our more severe students. Safe and supportive schools have benefitted Tier I and Tier II
students. How do we make sure Tier III kids don’t get lost?”

There is an overreliance on sending students to alternative schools rather than providing services and tiered
supports within a student’s home school.

➔ Community Leaders: “There is a huge difference between Trinity Day Academy (need to have an IEP)
and Whaling City. So if students [do not have an IEP] and aren’t eligible for the social-emotional
supports they might end up in Whaling City.”

➔ Leaders of Dialogue: “Beyond the building, who is being referred to an alternative program is
something that our district could do better on. There are major discrepancies in who is using those
programs. Are students who would truly benefit from those resources the ones involved with those
resources?”
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Opportunity Area 4: There is a need in the district for more professional learning around mental health, the
proper use of behavioral management/de-escalation techniques, and cultural competency for educators and
staff.

There is a divergence between leadership's perspective on the effectiveness of actions they have taken to train
staff compared to families’ perspectives on schools' effectiveness in managing students' behaviors.

Parents of elementary school students only are more likely to agree with the statement that “teachers are
equipped at my children’s school(s) to manage the majority of students’ misbehavior in the classroom.”
Parents of ES and MS students are more likely to be split between agreement and disagreement. The
following are quotes from focus groups around the ability of teachers to handle and de-escalate misbehavior
in the classroom:

➔ APs and Principals:“At the HS level the majority of our staff understand the importance of keeping
students in the classroom. We do a lot of professional development for newer teachers to set up
systems that deter unwanted behavior and interventions that keep students in the classroom
learning.” Yet, despite this approach, a majority of families neither strongly agree nor agree that
schools are equipped to manage students' misbehavior.
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➔ Students: “Teachers are learning how to de-escalate situations. Learning how to deal with different
types of students. For some students, school is an escape from their home life. [Teachers] need to
learn how to deal with them.”

➔ Community Leaders: “Teachers have more training in de-escalation than police officers do. We have
family engagement centers, social workers, guidance counselors, but if a teacher can’t manage,
they still go to the SRO or the AP. I get that impression from so many teachers who have spoken out
to promote SROs.”

➔ Support Staff: “Training on engaging parents who don’t speak the same language would be helpful.
When we have new initiatives it would be helpful to have mass training at grade levels to show how
to use these tools that could really go a long way. Especially to reach a family that doesn’t speak
English.”

There is the need for increased training on behavioral management that is better designed, more accessible to
teachers, and embedded in practice.

➔ Leaders of Dialogue: “Our professional development is attended by people who are already having
success with certain techniques. The content is being delivered to equals on the staff...Our teachers
do see the potential for updated practices when they see it in practice. They may not want to be
taught it by a colleague. We need to think about external partners to build that capacity in our
teachers.“

➔ APs and Principals: “From a special education lens, we need special education and general
education teachers to get preventative training. Trauma-informed approach and approaching
de-escalation before it gets to a point where we have to intervene. This is lacking in ed prep
programs to start with, and it can be a heavy lift for a new teacher to take that on.”

Despite professional development, teachers are too reliant on office referrals, sending students out of the
classroom, and initiating discipline procedures.

➔ Support Staff: “We are in need of more PD for the teaching staff. When a teacher’s lesson is
disrupted, the consequences can quickly turn into an office referral. However, the cause of the
disruption could be a variety of things that aren’t being taken into account, whether it is a language
issue, home issue, or mental health issue, students’ lives may be leading to their behavior.”

➔ Support Staff:“Teachers are very quick to do office referrals. Administrators should be aware of who
has more difficulty controlling a classroom.”

➔ Support Staff: “There are implicit biases and there are a lot of trainings that happen, which is a good
foundation. But, at the moment, the way those biases present themselves can be different… [They
can present themselves as] a lack in classroom management or the way teachers talk about
students and share information.”
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New Bedford teaching staff are more likely to not resemble their students’ races/ethnicities, which can lead to
disconnect along cultural lines. Students of color may feel more isolated or separated from their school if their
teachers do not look like them. Community members may feel animosity towards staff members in the district
who do not interact in the community outside of school hours.

50% of Asian students don’t agree that they know an adult they can talk with if they need help.  Though the
majority of middle and high schoolers know an adult at school that they can talk with, around 20 to 30% of
all races do not. Respondents in focus groups talked about the importance of having an adult at school who
a student can talk to and who understands the student’s home life:

➔ Students: “It all starts with forming relationships with students. If you have a teacher you can go to
and you can trust, it is really helpful. Our APs or the football coach can connect with kids who they
have good relationships with. But, [even in some instances of discipline], some kids don’t care. They
might get caught smoking in the bathroom, but they also smoke with their parents, or some parents
let their kids swear and don’t care. [Discipline might be more about] letting kids know that there’s a
time and place for everything.”

➔ Community Leaders: “If teachers don’t look like students, it is bad. But the retention rate for Black
and Brown teachers in NBPS is really low. There is a huge problem with that and we can’t talk about
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the teachers we have without mentioning that.” (the SY2020-2021 retention rate of all teachers in
NBPS was 88.7%, this data is not available publicly by race)

➔ Community Leaders: “Those SROs and teachers and administrators don’t look like our student
population and they don’t live here. They aren’t connected. It is a job. If you don’t look like me, they
don’t reflect them, and there isn’t that connection. They don’t live here, they don’t come to eat
dinner here.”

Opportunity Area 5: There is a lack of publicly defined roles across the entire district, which includes
accessible titles and clearly defined responsibilities. In fact, there are varying perceptions in the district on
the role of the School Resource Officer related to discipline and relationship-building.

Too many students do not know or have a relationship with SROs, a perspective that varies among school
administrators and students.

Eighth grade students who are not Hispanic/Latinx are more likely to know the name of the SRO at their
school. This may point to a disconnect between the district’s vision that SROs would serve a more
relationship-building role with what students, particularly students of color, actually experience. In fact,
during focus groups students said the following about SROs:

➔ Student: “I know they’re there but I have no idea who they are, and I could not pick their faces out
of a crowd. I think I've seen them in passing but I don't really know who they are.”
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➔ Student: “I think that the fact that I don’t see or know my SROs is a bad thing. We have 2,000 kids
and there are almost 3,000 people in the school at all times and there are two [or] three SROs that
I don’t know.”

➔ Student: “Honestly, I just see [SROs] in the halls telling people not to run, that's it. I never talk to
them, so I don't trust them at all.”

➔ Student: “I think SROs are here to make this a really safe environment for the students. I don’t
have a relationship with them because I never had a heart to heart, but I do think they try their best
to keep the school safe. “

However, other school-based roles demonstrated a frequent and relationship-building presence of the SROs
in the school:

➔ APs and Principals: “We have an SRO. He does a great job. He is very student-centered. He is easily
connected with kids and families. I’ve had SROs in the past who do a community engagement
piece, where they go to classrooms and show a supportive, safe side of policing.”

➔ APs and Principals: “We have two SROs at the HS level. They positively interact with kids and work
together when there are situations outside of school. Having SROs more visible and in classrooms
would be more beneficial at the high school level.”

➔ APs and Principals: “Our SRO greets kids every morning and at dismissal time.”

➔ Support Staff: “Our SRO works really well with students and in the community.”

➔ APs and Principals: “Our SRO is typically a lot about relationship building. It is positively focused.
We do lunch with the SRO, he comes down to ice cream socials by the grade. Beyond that, he also
helps us out with weapons and drugs charges. He is invaluable. However, the role of the SRO could
be better in terms of visiting classrooms. Our SRO is very positive, out meeting the kids. I’d like to
see it continue.”

➔ Support Staff: “[Our SRO at Whaling] wasn’t there to discipline. He was involved in groups, worked
almost as a counselor, he built good rapport with kids. He was a good role model. Coming here to
Keith, the SRO has participated in groups with me. He participates in events with kids, has kids
look at him as a mentor and more than just a police officer--someone to talk to and trust. It has
been a good experience.”

There is misalignment around the purpose of SROs in the district between administrators, staff, and family
members.

➔ Support Staff: “I have seen that with a weak AP they would almost always send the SRO out there to
do stuff which is outside of their scope.”
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➔ Support Staff: “It is a confusing role in general. Something needs to be worked out. [School
Resource Officers] need to be more proactive to be seen, at lunch, outside. They should be our
resource for support, not if something bad happens.”

➔ Leaders of Dialogue: “The use of SROs at the middle school and high school levels is potentially
inconsistent with their roles.”

➔ Leaders of Dialogue: “There have been incidents where SROs have been called and responded for
discipline purposes.”

➔ Leaders of Dialogue: “My understanding is that calling in a SRO doesn’t happen. It would have to
escalate to an admin making a decision that a SRO needs to be involved. I don’t know anyone who
has done that.”

➔ Community Leaders: “Teachers and principals feel that they need SROs because “schools are so
unsafe” and I have a hard time with that. SROs connect discipline and arrests and it is bothersome
to me that it's the teachers that promote the SROs.”

➔ Support Staff: “I’m confused why they are there. They are there to avoid tragedy for the safety of the
school... Everyone needs a clear understanding of what their role is. If they are bringing a student
home then that takes them away from the school. It is not a good idea to bring someone else in

who isn’t familiar to fill in for an absent
SRO.”

➔ Leaders of Dialogue: “You can have
mental health support roles who need a
lot of professional development for how to
appropriately respond to students or an
SRO who is crushing it and knows exactly
what to do. It gets a little complicated.
Very clearly defining the role, defining the
norms, approach, philosophy can help sort
out these complications.”

The majority of parent respondents
strongly agree or agree that they
understand the main role of the SRO.
However, around 35% of parents are
neutral or disagree at some level about
that point. In focus groups, a support staff
member shared a reflection on the
experience that parents who don’t speak
English or are undocumented may have
when interacting with a School Resource
Officer or other authority figures with the
word “officer” in their title:
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➔ Support Staff: “Often, students are scared about coming forth if they aren’t documented. They don’t
know how to navigate [making connections at school]. We are trying to help families to get to school
more, but the name ‘officer’ scared parents and made it more difficult when we enacted robocalls
for attendance, because we had a police chief making robocalls and that was causing anxiety.”

➔ Leaders of Dialogue: “It is more about educating our families and students about the purpose of
having a police officer in the school. Why are they there? What are they there for?”

➔ Leaders of Dialogue: “Defining the role of SRO also means we need to define wraparound
coordinator, adjustment counselor. Who are they?”
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Recommendations
1. Provide more mental health, cultural competence, and behavioral management training for

educators and staff.

a. Establish consistent, robust, and required professional learning with licensed
experts to address 1) best practices related to supporting students’ mental
health, social-emotional, and behavioral needs in the classroom, school, and
community. Include all staff members, including School Resource Officers,
wraparound staff, and community-based organization staff that interact frequently
with New Bedford students and 2) implicit biases and their manifestation in the
classroom, school, and community. Include all staff members, including School
Resource Officers, wraparound staff, and community-based organization staff that
interact frequently with New Bedford students.

b. Evaluate the School Resource Officer training program and mandate training for all
SROs on topics like adolescent development, implicit bias, communication, and
de-escalation. Training should also include information about alternative
techniques to exclusionary and punitive discipline.

2. Clearly define, through formal codification, the role and responsibilities of the School
Resources Officers in both disciplinary and mentorship capacities for all staff, students,
families, and community members.

a. Establish a Memorandum of Understanding/Agreement between the district and
the SROs that includes a detailed written definition of roles and responsibilities to
guide officers in their duties and govern school administrators in the use of SROs.
Guidance should consider the full spectrum of disciplinary involvement.

i. Should SROs verbally correct students?

ii. Should they report misbehavior to administrators?

iii. Should they be used as a physical presence when administrators
discipline?

b. Educate school personnel regarding the proper use of SROs. Discuss the MOU
with principals and teachers at the beginning of the school year to review the
overall goals of the program and identify the proper way to engage students with
the School Resource Officer. Educators should be the first people responsible for
student behavior and discipline, not SROs.

c. Conduct yearly needs assessments for safety in each school. Determine
solutions or appropriate actions to respond to the gaps in safety and how to most
effectively utilize available funds and resources to fill these gaps. Additionally, a
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needs assessment can serve as a basis to evaluate the effectiveness of safety
efforts such as SROs.

d. Revise each grade-level student and family handbook to explicitly describe the
role and expectations of the SROs. Include a description of specific protocols for
police presence and involvement that has been agreed upon through the MOU.

e. Initialize a more thorough review process of School Resource Officers in New
Bedford Public Schools, including data tracking of interactions and outcomes,
engaging focus groups and interviews, speaking with national police reform
experts, and learning about the reduction of SROs in nearby districts, in order to
make a comprehensive decision about their presence in the district.

3. Strengthen the Multi-Tiered System of Support across the entire district by aligning all
practices throughout a student’s K-12 experience.

a. Make a purposeful, concerted effort to implement a multi-tiered system of
support that offers a systematic way to track data and provide prevention and
social emotional/behavioral intervention services. This means that the district
must fully commit to all schools and grade levels implementing the district’s
current PBIS approach with fidelity or focus efforts on different guidance
frameworks, such as the MA DESE’s MTSS Blueprint, to leverage at the district.
Note that “sustainable and effective change takes time, and that individual
schools will vary in their readiness to implement improvements. These schools
should be afforded the time and resources necessary to sustain such change
over time” (ACLU, 2019, p. 45).

b. Ensure that support for all students starts at the Tier I level. Tier II and Tier III
interventions should only be used for some and for few, respectively. As
mentioned above, all educators and staff should receive consistent professional
learning opportunities on supporting students’ social, emotional, and behavioral
needs at the Tier I level.

c. Align the names of the student support teams that meet to talk about students’
needs and progress in interventions (Whole Child, SST, BBST, etc.). Doing this
across all schools can make it easier to share information and identify best
practices for implementing interventions.

d. Ensure that students who would truly benefit from interventions and an alternative
school placement are the ones involved with those resources by evaluating each
student’s pathway to Whaling City and Trinity. Alternative settings should be
considered only for students who, over an extended period of time, haven’t
responded to Tier II or III interventions, rather than as a place to which students
are removed.
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4. Align, condense, and clearly define disciplinary referral codes into one set to be utilized
across the entire district.

a. Reduce the reliance on subjective disciplinary measures like defiance, disruption,

insubordination, and disobedience. Rather, raise awareness of the fact that
educators’ disciplinary decision making may be influenced by implicit racial
bias—unconsciously held negative associations linked to racial stereotypes—that
can increase the likelihood of write-ups for subjective offenses. Principals and APs
can track the usage of these codes and identify staff who may need additional
training on implicit bias and harmful disciplinary practices.

b. End the practice of arrests and referrals to law enforcement for common
adolescent behaviors, including, but not limited to, misdemeanor offenses such
as disturbing schools and disorderly conduct.

c. Align SIS and data tracking systems onto the same platform to allow for
district-wide comparison and tracking of individual student data across their K-12
experience. This includes narrowing down referral and disciplinary codes to a
single set and training educators and staff responsible for referrals on those
codes.

5. Continue to provide opportunities for family and community engagement, with a more
explicit eye towards language inclusivity, particularly around school discipline and policies.

a. Revise the student and family handbooks to improve student and family
engagement in the disciplinary process and to codify the need to connect with
families at a deeper level. Include student, family, and community voices in a
discussion of the causes and possible solutions to conflicts to support a
wraparound approach to students’ behavior needs. Through these engagements,
gather input on the comfort levels and opinions that families have on police and
SROs.

b. Focus on hiring and retaining multilingual staff in order to ensure there are staff
members at all grade levels and in a variety of departments that speak the
language of families in the district. This includes specialized support staff like
attendance officers, school office personnel, automated phone call messages,
and School Resource Officers. Do not solely rely on the few team members who
can speak the language, especially if they are not typically in communication with
a specific student or their family. Pulling staff members in to conduct phone calls
for non-home-language-speaking educators can put an additional strain on
educators of color.

c. Determine families’ communication platform preferences (email, text, phone call,
letter, etc.) and utilize that system to communicate with families about
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disciplinary incidents and their child’s progress in interventions. Build in
opportunities for families to ask questions.

6. Develop, hire, and retain staff, educators, and administrators of color and residents of New
Bedford.

a. Establish a stronger pipeline to recruit teachers of color, including from local
colleges and universities. One solution is to create student-to-teacher pipelines
that educate high school students on the viability of a career as a teacher and
support their matriculation into teacher preparation programs. Utilize techniques
like those at Chelsea Public Schools to recruit paraprofessionals into teaching
positions, many of whom live in Chelsea, to increase both diversity in classrooms
and wages earned by local families. Finally, establish affinity groups for teachers
and staff of color, team-building spaces for all staff, and specific professional
learning spaces for teachers of color to ensure retention.

b. Explicitly talk about disproportionality and inequities at all SST, grade-level team,
school-wide, and district-wide meetings. In these meetings, discuss data on
discipline, access, and outcomes that have been collected and disaggregated to
signal the importance of identifying and addressing disparities. These
assessments can help you evaluate who is getting disciplined, how often, by
whom, and other important questions related to disaggregated disciplinary
infraction data.

7. Publicly define all roles and responsibilities of district staff, including educators,
paraprofessionals, support staff, and those who support attendance and discipline in all
home languages. If necessary, revise certain roles’ titles with input from family and
students.

a. Revise each grade-level student and family handbook to explicitly describe the
role and expectations of the SROs, wraparound staff, school adjustment
counselors, attendance officers, and other family-facing staff. Include a
description of what their responsibilities are, contact information, and the
different reasons they may be in contact with the family. Publish this information
through multiple communications channels and in multiple languages, especially
at the beginning of the school year and new student orientation.

8. On School Resource Officers:

a. Establish a working group of school-based staff, community members, SROs,
families, and students to meet on school discipline and safety at a frequent pace.
Use these meetings to review data, hold focus groups, and examine ways in which
others are working towards eliminating exclusionary discipline in their district.
Provide interpretation services.
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i. Develop data collection and reporting systems that allow programs to be
evaluated for effectiveness in reaching goals so that data-driven decisions
regarding changes in implementation of SRO programs can be made,
including processes that thoroughly evaluate the need for SRO programs
within schools.

ii. Continue to evaluate who is getting disciplined, how often, by whom, and
other important questions related to disaggregated disciplinary infraction
data.

b. Create a district-wide mentorship program that allows for students to connect with
trusted adults or older students in a mentorship capacity. Many administrators
and educators discussed School Resource Officers filling mentorship roles in the
district as one of the main reasons that the SROs are positive resources. Yet, a
mentorship capacity can be filled by multiple other adults who do not also have
policing responsibilities. Establishing a program that provides social and
academic mentors for students can reduce the reliance on SROs for this capacity.

c. Incorporate alternatives to suspension in the district’s disciplinary culture, for
instance:

i. Lower lift alternatives such as: Providing peer counseling or
student-teacher conferences to resolve conflicts in the classroom; Allowing
students to meet frequently with a mentor when acting up, while still
attending classes; Adjusting class schedules so students can be removed
from an environment not conducive to their learning and placed in a
different class; Administrators and others involved in a student's return to
school after a long-term absence participate in a re-entry process to
welcome the student back and to identify any supports the student may
need.

ii. As a heavier-lift alternative, implement Restorative Justice practices by
engaging in professional learning with trained RJ experts to learn how to
incorporate these day-to-day at every grade level. Start at the Tier I level
(all students participate in community-building circles, where they reflect
on a prompt or question and voice their perspectives while sitting in a
circle). Once RJ muscles have been worked, schools can begin to
implement these practices at the Tier II (students affected by a minor
disciplinary incident work together in responsive circles to resolve the
problem with facilitation help from an RJ-trained adult) and Tier III
(everyone involved in a serious disciplinary event participates in
restorative conferences, in which a facilitator guides the exchange using a
structured set of questions).
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Conclusion
The body of research evaluated for this work has overwhelmingly concluded that exclusionary
discipline practices, like suspension and expulsion, undermine the original intent of creating a
safer and more supportive learning environment. Exclusionary and punitive discipline make it
more likely for students to lose a sense of belonging, drop out, and end up incarcerated. Without
a doubt, reducing the negative impact of police presence and discipline in our students’ lives can
disrupt the disparities that disproportionately impact students, families, and communities of
color—particularly given the generations of Black and Brown boys and girls who have been
discriminated against and oppressed by systems in American society, education included.

The analysis of New Bedford Public Schools’ discipline, safety, and SRO data uncovered a wide
variety of thoughts and feelings about specific practices that are going well and those that could
be improved upon. A review of this magnitude, of the real experiences and potentially life-altering
outcomes of students, begs the question: how can we interpret our findings accurately, all the
while critiquing and dismantling the oppressive structures that many of our most marginalized
students face?  If our goal is to have a healthier, safer, and far more promising school
environment, we need to address the inequities that prevent our most marginalized students
from thriving, whether or not the experience is universally felt. This feeling was best articulated

in a focus group by a Leader of Dialogue:

“When we are thinking about all of this [SRO community, family, and student] data, is this
the time where we think about the majority of students, staff, and the community? Or do
we think about students who have been impacted disproportionately? We know the
majority of students don't interact with SROs, but those subsets of populations that feel
the negative impact of their actions, how do we do right by them?”

It is up to our school leaders and staff to disrupt the perpetuation of disciplinary treatment that
so often leads our Black and Brown students into the school-to-prison pipeline. As we reckon
with our society’s White-dominant structures, disruption means devoting time, energy, and
resources to solutions that do not further police students and deny opportunities for their
success.

Though one of the catalysts to this report was to evaluate the use of SROs in New Bedford Public
Schools, that usage cannot be examined in a silo, as discipline is not the result of a single
action. Rather, school disciplinary environments are a product of intertwined systems, many of
which have been touched upon in this report. Recommending a singular action, whether or not to
rid the district of School Resource Officers, would not properly address the disparities in
disciplinary experiences felt across the district. Rather, we recommend a conscientious and
purposeful reduction in the usage of SROs over an agreed-upon period of time, coupled with slow
and intentional implementation of alternatives to exclusionary discipline, a strong fidelity of
implementation of a district-wide MTSS, a dedicated effort to recruiting and retaining teachers of
color, engagement of families and community members throughout the process, and data-driven
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progress monitoring of each workstream. This is a step-by-step process, with initial steps
outlined in the recommendations above, that requires careful planning to change the district’s
disciplinary culture.  Reducing the reliance on discipline and SROs in a single school, let alone
district-wide, will take a collective, focused, and determined effort—An effort that is vital for the
futures of our students.
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Appendix 1: Additional Data
Based on triangulation of the data, the above provides key commendations and opportunities for
areas. However, the Rennie Center conducted a large number of analyses on School Resource
Officers, disciplinary actions, and feelings of safety. Those analyses are featured below to
demonstrate further findings.

School Resource Officers: Key Data Points

Leaders of Dialogue summarization of community conversations
➔ Leaders of Dialogue: “School-based staff felt that SROs are fine and should stay.

Community members think we should get rid of them. The kids in the Alt School were
interesting because they had the most interaction with SROs. They felt safe with them
because they knew how bad their behavior was, and felt safer because they’ve seen
how [the SROs] have handled misbehavior. They almost credited the SROs for getting
them to a point where they needed to address their behavior. They also had a very hard
time with separating the SROs from the Greater NB Police Dept. because our SROs
also pick up shifts as street police. A few staff members felt that the program needed
to be revamped.”

➔ Leaders of Dialogue: “Students really vary. Students with no interaction with SROs
couldn’t care either way.”

➔ Leaders of Dialogue: “My convos with families are all different. Especially for the ELs,
families thought it was an immigration officer waiting for myself or my son. They don't
have a good relationship with city police. Families are also concerned about police
brutality.”

➔ Leaders of Dialogue: “What does the research say? If we had a mental health screening
tool, that could stop a school shooting. There is a psychological aspect of this, and
historical context. Even though there is practically no evidence that SROs are the
preventative measure that is needed. What is needed is mental health supports,
trusted adults, more access, trainings for staff on classroom management and
behavior.”
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Though the majority of students would feel comfortable approaching the SRO, Black, Native
American, and Multiracial students feel the least comfortable compared to their peers. When

commenting on the relationship and comfort-levels of students with SROs, APs and Principals
note: “I’ve seen situations where students are able to talk to the SROs as if they aren’t police
officers. Kids can inquire about the job and the responsibilities of being a police officer.”
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Overall, the feeling about SROs among eighth graders is positive, with the vast majority
reflecting that they feel safe, protected, or valued by their presence. However, it is important to
acknowledge the ~5% of eighth graders who do not feel comfortable around SROs. The
following are reflections collected during focus groups about students’ relationships with
SROs, ranging from positive to indifferent to negative.

➔ Community Leaders: “I have heard students say there are really nice SROs and really
good SROs in New Bedford. Usually the students that say that are ‘the good kids.’
SROs involvement in discipline is not tracked: not how many fights, arrests, or who they
have close relationships with. I know that many kids are in court because of SROs and
in some cases there are write-ups that show students are involved with SROs, yet there
is no data to track this.”

➔ Student: “I guess it makes me feel safe but I don't really notice them or care because I
have never seen them. But some kids in our school could be gang-affiliated and have
harsh feelings towards the police, so I think a lot of people don’t like the police in our
school. For instance, they may feel like ‘That’s the guy who locked my friend in jail.’
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➔ Student: “In MS there was a kid who got stabbed because they are gang-affiliated, and
we know there are kids that don’t have a great relationship with the police. These kids
would maybe act out more if they saw a police officer around.”

Students have mostly interacted with SROs in hallways/stairwells, the cafeteria, school
entrances, and outside. However, 209 respondents have interacted with SROs in classrooms,
which raises further questions around the reason the SRO was in the classroom, whether for
mentorship, behavior/discipline, or something else. The following are observations from
Principal and AP perspectives about where students are interacting with SROs.

➔ APs and Principals:“Our SRO greets kids every morning and at dismissal time...He can
go out[side the school] when it's tough for us to leave the building. His colleagues will
find students who are truant and will go through the importance of being in school. We
don’t involve him day-to-day unless it becomes a legal safety issue.”

Understanding that the majority of respondents to the question “Where in your school have
you seen or interacted with the School Resource Officer?” answered in “Hallways and
Stairwells,” it is helpful to then analyze students’ feelings of safety in hallways and bathrooms

of the school. In particular, a Student respondent in a focus group noted that “At the HS if
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someone gets in trouble, it is usually in the hallways. I'm in the upper classes and people
don’t really get in trouble that much. They’ll ask you to take your hood off.”

Nonbinary students and students who prefer not to disclose their gender identity feel less safe
in hallways and bathrooms compared to their male and female peers. Across all gender
identities, at least 16% of students report feeling “somewhat safe,” a finding that merits
further investigation.
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The majority of parents feel that the presence of SROs make their child feel safer. The
strongest percentages in agreement are from African American and Hispanic/Latinx parents,
which counters the perspectives shared above, particularly by community leaders. This finding
requires further investigation into the divergence of thought. The following quotes demonstrate
the feelings of additional stakeholders on whether SROs make the school environment feel
safer:

➔ Student:“The officers here make the school feel like a safe environment. Some kids
have a really good relationship with our officer and some kids don’t. But he makes us
feel really safe.”

➔ Leaders of Dialogue: “More recently, a lot of people who work in schools are very aware
of school shootings and their relevance in our culture. People do view an SRO as a
deterrent to a school shooting. It is something I’ve noticed that has come up in
conversations about SROs. This is a connection that can’t be ignored. There are
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teachers that look at the security component of an SRO’s job that they couldn’t give up.
Even if that person isn’t actively doing anything.”

➔ Leaders of Dialogue:“[SROs deterring a school shooting] also came up from staff,
teachers, students, and some parents. However, [the feeling of prevention] is the same
feeling and scenario that can be applied to students who’ve had bad experiences with
police. If I’m fearful about negative interactions with police, not having an SRO is better
than having one. This is the same philosophy that [people who are anti-police] are
fighting for.”

Key Data Points: Disciplinary Actions

Physical assault has the most associated suspensions. According to Support Staff, “We try to
avoid suspension but they do happen almost exclusively for violent assaults. We do utilize the
courts when we need to, not frequently but it is available to us when needed and they can be
helpful to get students back on track.” However, insubordination, a more subjective
determination, cutting class, which already reduces a student’s instructional time, and
additional codes collectively lead to a similar number of suspensions as physical assault.
Note: the Rennie Center doesn’t have the information on the specific codes listed. However,
these should be evaluated by those with knowledge of the codes to determine the cause of
certain suspensions.
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The most common disciplinary actions at NBPS are cutting class/left class/skipping class,
and the defiant and disruptive categorizations. The latter categories are more subjective than
the former and based on judgment of the referring staff member. It is important to
acknowledge that losing instructional time is detrimental to students’ outcomes in school.

During a focus group, APs and Principals noted that, “At the HS level the majority of our staff
understand the importance of keeping students in the classroom. We do a lot of PD for newer
teachers to set up systems that deter unwanted behavior and interventions that keep students
in the classroom learning.” Thus, focusing on keeping students in the classroom will require
further understanding into why students cut class.
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A vast majority of students agree or strongly agree that discipline is fair. Many students in
focus groups acknowledged that students who misbehave should receive the disciplinary

action that follows. However, students were careful to note that situations can lead to different
outcomes, and that students deserve a warning or a conversation from a teacher before an
immediate discipline: [Disciplinary actions] depend on the students’ situation. If they are doing
the same thing over and over it is reasonable to give detention. There are students who have
done nothing wrong and the teacher just gives them a detention without talking to them.
Sometimes the teachers get tired of talking to students over and over so they just give them
detention, but they should be talking before.”
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Feelings of Safety: Key Data Points

Students who prefer not to share their sexual orientation are more likely to not feel safe in
middle and high school. A quarter of gay or lesbian students don’t feel safe at school, as do a
quarter of heterosexual students. Bisexual students are found to feel the most safe.
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The feeling of being very safe or mostly safe in classes declines from 6th through 9th grade,
with ninth graders expressing the most negative feelings of safety. This finding may warrant
further investigation into why students entering high school, especially in ninth and tenth
grade, feel less safe in class.
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