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SARASOTA

County Schools

Research, Assessment & Evaluation
1960 Landings Blvd., Sarasota, FL 34231
941-927-9000, Ext. 32257 = Fax 941-927-4021

Achievement Gap Reduction by Elementary School Grades 4 and 5
School Year 2014-2015 to 2015-2016

Hispanic Gap Black Gap ELL GAP ESE GAP
School Name 2015-2016 2015-2016 2015-2016 2015-2016
ALTA VISTA ELEMENTARY SCHOOL NO NO NO NO
ASHTON ELEMENTARY SCHOOL NO N/A NO NO
ATWATER ELEMENTARY 12% 2% NO NO
BAY HAVEN SCHOOL OF BASICS PLUS NO NO N/A NO
BRENTWOOD ELEMENTARY SCHOOL NO NO N/A NO
CRANBERRY ELEMENTARY SCHOOL NO NO NO NO
EMMA E. BOOKER ELEMENTARY SCHOOL NO NO NO NO
ENGLEWOOD ELEMENTARY SCHOOL NO N/A NO 7%
FRUITVILLE ELEMENTARY SCHOOL NO NO NO NO
GARDEN ELEMENTARY SCHOOL NO N/A N/A 3%
GLENALLEN ELEMENTARY SCHOOL NO NO NO NO
GOCIO ELEMENTARY SCHOOL NO NO NO NO
GULF GATE ELEMENTARY SCHOOL NO N/A NO NO
IMAGINE SCHOOL AT NORTH PORT NO NO N/A NO
IMAGINE SCHOOL AT PALMER RANCH NO N/A N/A NO
ISLAND VILLAGE MONTESSORI SCHOOL NO N/A N/A NO
LAKEVIEW ELEMENTARY SCHOOL NO N/A N/A NO
LAMARQUE ELEMENTARY SCHOOL NO NO NO NO
LAUREL NOKOMIS SCHOOL NO N/A N/A NO
OAK PARK SCHOOL N/A N/A N/A N/A
PHILLIPPI SHORES ELEMENTARY SCHOOL NO 1% NO NO
PINE VIEW SCHOOL NO N/A N/A N/A
SARASOTA ACADEMY OF THE ARTS N/A N/A N/A N/A
SARASOTA SUNCOAST ACADEMY NO N/A N/A NO
SARASOTA VIRTUAL INSTRUCTION PROGRAM N/A N/A N/A N/A
SOUTHSIDE ELEMENTARY SCHOOL NO N/A N/A NO
SUNCOAST SCHOOL FOR INNOVATIVE STUDIES NO NO NO NO
TATUM RIDGE ELEMENTARY SCHOOL NO N/A N/A NO
TAYLOR RANCH ELEMENTARY SCHOOL NO N/A N/A NO
TOLEDO BLADE ELEMENTARY SCHOOL NO NO 39% 2%
TUTTLE ELEMENTARY SCHOOL NO NO 5% NO
VENICE ELEMENTARY SCHOOL NO N/A NO NO
WILKINSON ELEMENTARY SCHOOL 4% 10% NO NO

*No-There was not a reduction in the achievement gap.
* N/A-There were less than 10 students in this area for comparison.

eAtwater Elementary and Wilkinson Elementary reduced the achievement gap between white and
Hispanic students by 12 and 4 percentage points respectively.

*Wilkinson Elementary reduced the achievement gap by 10 percentage points between white and black students.
Atwater Elementary and Phillippi Shores Elementary also made reductions in this area.

¢ Toledo Blade Elementary reduced the achievement gap by 39 points between English Language Learners and
English speakers. Tuttle Elementary reduced the achievement gap by 5 percentage points.

*Englewood Elementary reduced the achievement gap by 7 percentage points between ESE and non ESE students.
Garden Elementary and Toledo Blade Elementary also reduced this achievement gap.
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Florida Standards Assessment, English Language Arts

Highest Increase in Percent Level 3 and Above
Spring 2015 -Spring 2016

All Schools, Title 1 Schools, ESE Students, ELL Students and Minority Students

Top 5 NON Charter Elementary Schools

Highest Increase within Grade - Percentage Level 3 and Above, FSA ELA
Spring 2015 -Spring 2016

Grade 3 Grade 4 Grade 5 Grades 3,4,5
School Percent | Student Counts School Percent | Student Counts School Percent | Student Counts School Percent | Student Counts
Wikinson 22% 75,78 Atwater 23% 118,120 Toledo Blade |10% 123,111 Wilkinson 7% 222,216
Englewood 12% 83,92 Phillippi Shores  |14% 129,129 Brentwood 10% 109, 102 Atwater 6% 372, 366
Garden 6% 110, 108 Garden 12% 101, 96 Ashton 5% 164, 163 Tuttle 3% 305, 331
Fruitville 6% 127, 127 Fruitville 10% 105, 111 Venice 4% 94,91 Garden 3% 321, 305
Tuttle 5% 111, 130 Tuttle 6% 98, 99 Alta Vista 2% 85,76 Englewood 3% 254, 257
Cranberry 2% 110, 125 Toledo Blade 3% 357,316
Tatum Ridge (2% 109, 96
Top 5 NON Charter Title 1 Elementary Schools
Highest Increase within Grade - Percentage Level 3 and Above, FSA ELA
Spring 2015 -Spring 2016
Grade 3 Grade 4 Grade 5 Grades 3,4,5
School Percent Student Counts School Percent Student Counts School Percent Student Counts School Percent Student Counts
Wilkinson 22% 75,78 Atwater 23% 118,120 Brentwood 10% 109, 102 Wilkinson 7% 222,216
Tuttle 5% 111, 130 Tuttle 6% 98, 99 Alta Vista 2% 85,76 Atwater 6% 372, 366
E.E. Booker 3% 100, 90 Glenallen 1% 101, 101 Cranberry 2% 110, 125 Tuttle 3% 305, 331
Alta Vista 2% 105, 103 Brentwood 1% 109, 102 Cranberry 1% 364, 381
Glenallen 2% 106, 112




Top 5 NON Charter Elementary Schools
Highest Increase within Grade - Percentage Level 3 and Above, FSA ELA
Spring 2015 -Spring 2016, ESE Students

Grade 3 Grade 4 Grade 5 Grades 3,4,5
School Percent | Student Counts School Percent | Student Counts School Percent | Student Counts School Percent | Student Counts
Taylor Ranch |52% 16, 13 Phillippi Shores  |38% 23,25 Toledo Blade [18% 25,19 Tuttle 10% 80, 80
Englewood 31% 13,13 Tuttle 30% 30, 22 Brentwood 15% 24, 25 Bay Haven 9% 43,41
Garden 21% 20, 16 Glenallen 21% 30, 25 Venice 7% 18, 16 Englewood 8% 39, 35
Tuttle 20% 26, 29 Garden 20% 23,15 Ashton 3% 19,15 Venice 6% 55,44
Ashton 12% 21,25 Fruitville 15% 24,23 Alta Vista 0% 22,11 Toledo Blade 5% 65, 62
Atwater 12% 20, 28
Top 5 NON Charter Elementary Schools
Highest Increase within Grade - Percentage Level 3 and Above, FSA ELA
Spring 2015 -Spring 2016, ELL Students
Grade 3 Grade 4 Grade 5 Grades 3,4,5
School Percent | Student Counts School Percent | Student Counts School Percent | Student Counts School Percent | Student Counts
Fruitville 3% 21,11 Fruitville 42% 10, 12 Alta Vista 41% 16, 10 Toledo Blade 40% 12,14
Gocio 24% 20, 25 Tuttle 20% 14,11 Phillippi Shores  |31% 16, 14
Glenallen 17% 19,14
Tuttle 8% 42,51
Lamarque 6% 20,14
Top 5 NON Charter Elementary Schools
Highest Increase within Grade - Percentage Level 3 and Above, FSA ELA
Spring 2015 -Spring 2016, Minority Students
Grade 3 Grade 4 Grade 5 Grades 3,4,5
School Percent | Student Counts School Percent | Student Counts School Percent | Student Counts School Percent | Student Counts
Englewood 38% 12,16 Atwater 28% 50, 39 Venice 25% 14,16 Toledo Blade 11% 103,97
Wilkinson 21% 45, 33 Phillippi Shores  [24% 39,41 Brentwood 22% 26, 32 Wilkinson 9% 125,119
Lamarque 17% 52,43 Toledo Blade 15% 36, 32 Toledo Blade |15% 36, 32 Atwater 8% 140, 126
Garden 17% 27,24 Fruitville 10% 43,48 Ashton 15% 30, 33 Englewood 7% 51, 47
Gulf Gate 15% 43,40 Lakeview 7% 21,22 Lakeview 10% 21,22 Tuttle 6% 252,272
Taylor Ranch |15% 14, 14 Alta Vista 10% 62,58




Instructional

Expand targeted 1 Implement Reading Recovery Program.
standards-based 2 Implement the Making Sarasota # 1 in Mathematics Program.
instructional 3 Implement Arts integration with instruction at multiple elementary schools.
strategies at all 4 Increase professional development on coaching, rounds, accountable talk/tasks.
schools.
Outcomes
Goals Process .
Short Medium Long
Implement Reading Secure philanthropic Implement the Implement the 2% increase in reading,
Recovery Program. > funding for Reading ’ program at program at all |—» mathematics, and
Recovery in all 10 three schools. Title 1 science achievement at
Title 1 schools. schools. all elementary schools
on end of year
assessments when
= = - - compared to previous
Implement the Secure philanthropic Provide Provide lesson schoFZ)I car P
Making Sarasota # > [funding PD for math > training with planning —> year.
1in Mathematics teachers in KG-5 based math experts. collaboration
Program. on Lesson Study design. and peer
observations.
Implement Arts Secure support from Begin training Expand to
integration with > Project Elevate and ) teachersin 5 other grade >
instruction at Arts Integration, incl. schools. levels in the
multiple community based schools and
elementary opportunities. other schools.
Increase Secure funding (incl. Principals Principals All principal evaluations
professional Title Il) to support attended attended' indicate proficiency in
development on principal training training from leadership Instructional Leadership
coaching, rounds, Linda Dove on DI on the final SSLA
provided by Pete .
accountable Accountable evaluation.
Hall and Harvard
talk/tasks tasks/talk
Other Goals:

Revised 1-9-17




Provide
equitable
resources for
all Elementary
Schools.

Goals

Evaluate Title |
resources and
expenditures.

Recognize and
honor donors and
funders.

Review support
that schools have
and secure
additional support
as needed.

1
2
3

Principals evaluated
each Title | purchase
and targeted
expenditures to data
identified needs.

District administrators
identified donors for
recognition.

Assigned a principal
on assignment to work
with schools to
identify needs and
resources.

Equitable Resources

Evaluate Title | resources and expenditures.
Recognize and honor donors and funders.
Secure additional support at needed.

Short

QOutcomes
Medium

Long

All expenditures were tied
to school needs.

v

Recognize donors at
Board Meetings:
Backpack, GCCF/Mondas,
RR.

Report created from all
support identified by
Principals.

v

Other Goals: Continue to monitor.

v

All elementary school
requests for specific
materials needs are met
or a plan for meeting
requests is planned
within a determined
timeline.

Schools have a system
for sharing appreciation
with donors.

Revised 1-9-17




Task Force on the Achievement Gap in Elementary Schools
(Ongoing): First Meeting of all Sub-Committee Chairs is
November 8 at 10:30

Goals:
e Review the work of the sub-committees
o Make recommendations, answer and ask questions back to the sub-committees
e Focus on Grade Level Reading at each meeting:
O Review district data on reading performance:
= Longitudinal data that explores performance by grade level of struggling
students—are there successes for specific children over time? Explore the
whys?
=  Analyze subgroup performance over time: minority, ELL and ESE
O What evidence do we have of what works?
=  Reading Recover
= Transfer of strategies from math grant
e Mindset
e Productive struggle
e Accountable talk
e Accountable standards—based tasks
" Mentors
e Develop comprehensive list

Chairs:
Ellen Ziarnicki : Pupil Progression
Kristi Jarvis : Attendance
Co-chairs Chad Erickson and John Weida : Minority Representation
Patti Brustad : V2K Early Learning
Barbara Shirley : Summer Learning
Susan Nations : SunCoast Campaign for Grade Level Reading



Location:  Landings, Green awning, room 315 Time: 10:30-12:00

Date: 11-30-2016 Facilitator: Laura Kingsley

Review district longitudinal data:

o Pivot Tables-Denise
- Who is successful and why?

Updates
0 SLA (Note: Lori decided to share SLA data at
December meeting)
o Committees
o Make recommendations
0 Q&A for Subcommittee
Review documents/presentation to share at School
Board Workshop
What evidence do we have of what works?



Participate in the

Suncoast Campaign for

Grade Level Reading.

Goals

Build relationships within the
community that promote a
collaborative approach to social,
emotional, and academic growth
of young children.

Provide training for early

childhood providers and parents [——>

in the executive functioning skills
required for children to be
successful upon entering school.

Increase summer reading

opportunities for students across| >

the school district.

Increase opportunities for
families to support their child's
learning and readiness for
school.

Process

Establish a focus
group to identify the
regional aspirations
for early learning
across Sarasota and
Manatee Counties.

Mind in the Making
Training for Parents,
Teachers, and
Caregivers.

Suncoast Campaign for Grade-level Reading
Build relationships within the community that promote a collaborative approach to social,
emotional, and academic growth of young children.
Provide training for early childhood providers and parents in the executive functioning skills

required for children to be successful upon entering school.

Increase summer reading opportunities for students across the school district.
Increase opportunities for families to support their child's learning and readiness for school.

Short

Outcomes
Medium

Long

Meaningful inter-

—> agency

conversations
focused on early
learning.

Investigate opportunities
for wrap-around services
between public and
private agencies and the
school district for preK
students and their

ilieg

v

The Community
Foundation and The
Patterson Foundation
distributed 45,000
books to students in
Sarasota County
during the summer of
2016.

Implement the VROOM
Phone App for parents
to use in their
everyday lives.

Students have

> access to text

they selected to
encourage
summer reading.

v

Share opportunity

—> for sign up at

campus events.

Other Goals:

v

1. To ensure students are
receiving high quality
care prior to Kindergarten
and come to school ready
to learn.

2. Increase the number of
third-graders scoring
Level 3 or higher on FSA
by 2%

Revised 1-9-17




Increase parent

involvement at

all elementary
schools.

Goals

Increase number of

books at Title 1 >

schools.

Renovate EEB's
Media Center.

Hire additional HSL

or Social Workers. >

Redefine Parent
Involvement with
Parent Univ. and/or
2Gen Programs.

Up With Books
Partnership Teams
created under AP
Leadership.

Physically update
EEB's Media Center,
Weed existing
collection and
replenish.

Seek funding from
community
organizations.

Evaluate program
components to
replicate Parent
Universities and 2Gen
Programs.

A W N P

Parent Connections

Increase number of books at Title 1 schools.

Renovate EEB's Media Center.

Hire additional HSL or Social Workers.

Redefine Parent Involvement with Parent Universities and/or 2Gen Programs at every

Elementary School.

Outcomes
Short Medium Long

Continue to Book Build home libraries with
> seek funding Donations > increased number of

for books. between 8 books. Develop

schools and relationships between
sharing. HSES and LSES schools.

Secure Increase Complete Refresh of
> Funding Number of —> EEB's Media Center -

Partner with Books at November 2016.

Sarasota EEB's Media

County Library Center.

System.

CFSC + Improve and expand the
> Barancik > services provided by HSL

Foundation and Social Workers.

provided HSL

at Tuttle.

Replicate _ Replicate Parent Univ.

— Parent > and/or 2Gen at all
Programs at elementary schools.
schools.

Other Goals: continue to monitor

Revised 1-9-17

Partners:
Alta Vista & Pineview
(Holly Heim - Alison Rini)

Tuttle & Venice
(Scott Parrish - Melodie Deeds)

Tatum Ridge & Gocio
(Sara Knouse - Marya Annicelli)

Ashton & Emma E. Booker
(Jacob Ruscoe - Troy Thompson)

Southside & Wilkinson
(Erica Brusoe — Jamie Kisner)



Up With Books Overview and Summary

Program Purpose: To build home libraries of students at lower socio-

economic schools in order to enhance and increase their literate

lives

What is “Up With Books”? “Up With Books” is a Sarasota County School District

Initiative that is focused on building home libraries and literacy opportunities at
lower socio-economic schools to enhance and increase students’ literacy lives.
The initiative began in 2015 — 16 with a goal to positively impact four Title 1 schools
with students who are most challenged by achieving reading success—Alta Vista
Elementary School, Tuttle Elementary School, Gocio Elementary School and
Emma E. Booker Elementary School. In 2016-17, Wilkinson Elementary School was
added to the Up With Books Partnerships.

Partnerships

# of Students
participating
Non-Title |

# of Students
participating
Title |

# of Books Donated
and/or Unique Partnership
Activities/Notes

Ashton and
Emma E. Booker

937

532

6000 books donated at the
holiday

Tuttle and
Venice

575

770

800 donated books. 4t and
5th grade partner classes that
will communicate using
Office 365.

Wilkinson and
Southside

142

106

Intermediate students are
reading the book Wonder
together and talking about
the book.

Gocio and
Tatum

240

240

1,600 books donated in the
fall; Gocio and Tatum’s 4
graders are challenging the
5th graders to a read off using
the SSYRA books beginning
after the Winter Break. An
end of the year culminating
activity will take place at
Gocio for all the
participating classrooms.

Alta Vista/Pine
View

250

650

19 boxes of books donated
at the holidays; Reading
Street read aloud activity
with Pine View students
visiting Alta Vista to read
together
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ACCOMPLISHMENTS:

Up with Books!

Alta Vista Elementary and Pine View School

September 2016 — Shipped 19 boxes of donated books from Pine View to Alta Vista

October 2016 — Established partner classes

AV Teacher
Kimberly Morris

Jeri Bunnell
Alexandra Cleworth
Martha Downing

Sai Nguyen

Mallory Pirozzi (AWC)

Kim Agosta (AWC)
Sherry Chappell
Amanda McNary

Laura Busenburg
Bo Guerino
Debi Hickey (AWC)

Kristi Hugglestone
(AWC)

Janelle Lopez

Grade

1

N NN NN

w

Partner PV Teacher
Freda Williams (3rd)

Rebecca Kochenderfer (2nd)
Peggy Barber (2nd)

Joann Hershberger (2nd)
Mini Abeysekera (3rd)

Kelly Cookerly (2nd)

Vicky Singleton (3rd)
Cindi Wozniak (3rd)
Suzi Shea (3rd)

Jennifer Wise (4th)
Jennifer Wise (4th)
Andy Vitkus (5th)

Margi Spies (5th)
Stephanie White (5th)

November 2016 —
Partner classes established relationships; communication via letters and Skype

Shipped mini lending library (“Flying Eagle Library”) and wooden apple tree (made by Pine View
construction crew) to Alta Vista. This will serve as a resource to parents and families at various after
school and evening events wher

December 13, 2016 -

Vistal!

e the'_y can

Sidewalk read-a-thon, Reading Street — 4 Pine View classes to attend this celebration of reading at Alta

“take a book, leave a book.”
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Up With Books Meeting

Date: 9-14-16

Partners: Scott Parrish at Tuttle

Melodie Deeds at Venice

Plan for 2016-17

Action:

Literacy Week Book Drive at Venice Elementary to
build home libraries for students at Tuttle
Elementary.

Create partner classes with Tuttle and Venice. Focus
on grades 4 and 5. Skype or Online journaling/E-
mailing using Office 365.

Build sharing libraries outside K-2 classrooms.

Final Celebration event with Partner classes.
Possibly at Spanish Point or Gulf Gate County
Library.

Venice Elementary will build 2 “Little Free
Libraries™ to be used at Tuttle Elementary in the K-1
hallway.

Person Responsible:

Melodie Deeds

Scott Parrish &

Melodie Deeds

Scott Parrish

Scott Parrish &

Melodie Deeds

Melodie Deeds

Date to be
completed:

January 27, 2016

May 2017

May 2017

May 2017

May 2017



Up With Books Meeting

Date: 9-30-16
Partners: Troy Thompson at Emma E. Booker Elementary
Jacob Ruscoe at Ashton Elementary

What Worked What didn’t work (or challenges)
e Partnership between schools e Students connecting with each other
e Large number of books donated persor_1ally-
e Coordination between teachers after
e Able to reach the entire school initial visit

e Challenge: Lending Library @ EEB
outside of school facility/ campus.
Maintenance and coordination with
families

e Personalized approach to make
connections between donated
books and students

e Partnership between Dads
groups

e Collaboration between teachers
at schools

e Literacy in the hands of every
family

e Ongoing sustainability with Little
Libraries and quantity of
resources

e Hands on involvement by
students




Action:

Classes will blog back and forth regarding the stories
they are reading (i.e. a 4" grade class at EEB and
Ashton both discuss a particular Sunshine State
Reader)

Ashton classes visit the new EEB library where
partner classes will meet up and share stories and
activities from their readings in the new library

EEB students will come see the Ashton show Wizard
of Oz.

Select classes can also read the story as one of their
book challenges and engage in blog conversations
about the book and the differences between the
book and the show.

Person Responsible:

Thompson and
Ruscoe

4% and 5™ Grade

Teachers

Thompson

Ruscoe

Date to be
completed:

May 2017

Start November
2016- May 2017

January- February
2017

May 2017




“Unp With Books**
PDartnership

Highlighted Prdposed Activities

Facilitated by Jacob Ruscoe & Troy Thompson

e Lending Library — Over 6,000 Donated Books to Date
e (PBS) Tornado Take-Out Books

e Blogging about Books & Skype Chats:
Class Technology Accountable Talk Activities

e Grade Level Book Challenges:
EEB and Ashton classes join together for a Battle of the Books Event like no other

e EEB New Media Center- Ashton Visit

e Ashton and EEB Literacy Event:
The Wizard of Oz

e AWC Teacher Collaboration to develop DOK 3 Activities




Up With Books Meeting

Date: 9-14-16
Partners:
Sara Knouse at Tatum

Marya Annicelli at Gocio

What Worked What didn’t work (or challenges)

e Book Drives o
e Gulf Coast Gives Grant
e Books Bins

e Culminating activity with Gocio
play/pizza party provided by
Tatum

Partnership between teachers needs
more refinement

Plan for 2016-17

Action:

Book Drive Delivery (from last year)

Add First grade book bins to Gocio Lending Library

SSYRA Book challenge

Teacher partnerships

Book Drive for 2016-2017 school year

Culminating Activity

Date to be
Person Responsible: completed:
Sara/Marya 9/30
Sara/Marya 2/28
Sara/Marya Meet in October
to plan
Sara/Marya October meeting
Sara (During Tatum’s
book fair)
Sara/Marya April or May
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CLASSES TO

BUDDY UP, SHARE
BOOKS
&

READ

ACROSS SCHOOLS

We are looking for teachers who might be interested in partnering
with a class from Tatum Ridge Elementary this school year. Our
goal will be to share books with one another, help focus on the
power of reading all year long (including the summer) and other
fun and interesting activities. If youre interested in learning how
you and your class can get involved, email Marya Annicelli by
11/9/2016.
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Up With Books Meeting

Date: 12-6-16

Partners: Jaime Kisner at Wilkinson Elementary

Erica Brusoe at Southside Elementary

What Worked What didn’t work (or challenges)

e Library celebration e Need more manpower for sorting
e Multiple collection dates

e Students representatives
gathered books from classes

e Organized books into level: K-2
and 3-5

Plan for 2016-17

Action: Person Responsible: Date to be
completed:
Work with Katie Shunk (IT Dept) to set up Erica Brusoe 11/21/16

Blackboard course for 4t grade classes

Arrange Meet and Greet for paired classes with Jaime Kisner 1/20/17
cookie donation from Paissano’s

Gather books for Book Drives (2) Erica Brusoe Jan and March
2017

Arrange field trip for paired classes to see the

movie version of the book read (‘Wonder?) Jaime Kisner Early May 2017
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CLASSES TO

BUDDY UP, SHARE
BOOKS
&

READ

ACROSS SCHOOLS

We are looking for teachers who might be interested in partnering
with a class from Southside Elementary this school year. Our
goal will be to share books with one another, possibly donate
books to read, help focus on the power of reading all year long
(including the summer) and other fun and interesting activities.
If you’re interested in learning how you and your class can get
involved, email by 10/9/2015.
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Attendance

1 Update district attendance procedures and school plans to address absenteeism.
Increase . .
2  Systematize attendance data collection.
attendance at 3 Increase communication with parents and students.
all elementary 4  Improve transportation to support student attendance.
schools.
Goal p outcomes
@ENS EESS Short Medium Long

Update district Team reviewed and Updated Continuously improve
attendance > updated district | > procedures > attendance at each
procedures and attendance are now found school when compared
school plans to procedures. online. to the previous year. 2%
address reduction in chronic
absenteeism. absenteeism.
Systematize Team reviewed data Produced Implemented
attendance data > collection processes | > Attendance » Attendance Works [—
collection. and investigated free Reports for and SIS data.

Attendance Works schools.

Program along with

SIS capabilities.
Increase Brainstorm strategies Added Participate in
communication > lto target and advertise > Attendance —> SCGLR Poster ’
with parents and attendance and data to parent Contest: display in
students. absenteeism. conference school lobbies.

form. ConnectEd calls,
Texts, emails,
letters to families.

Improve Work with Provide
transportation to > Transportation Dept. | > training to bus >
support student identify strategies drivers; offer
attendance. ensure every child did sweeper bus.

not miss the bus.
Other Goals:

Revised 1-9-17

Committee Members:
1. Scott Parrish

2. Kent Miller

3.Jody Long

4. Marya Annicelli

5. Kristi Jarvis



Office of Research, Assessment, Evaluation

f. ‘ . _ SARASOTA and School Improvement

_— s County Schools 1960 Landings Bivd., Sarasota, FL 34231

Absence Data Kindergarten - Grade 1
School Years 14-15, 15-16, 16-17

Kindergarten 1st Grade
14-15| 15-16| 16-17/ 14-15| 15-16| 16-17/
13,193 11,644| 10,897 13,526| 11,723| 10,318
Difference From 15-16 to 16-17 -747 Difference From 15-16 to 16-17 -1,405
Difference From 14-15 to 16-17 -2,296 Difference From 14-15 to 16-17 -3,208
Difference From 14-15 to 15-16 -1,549 Difference From 14-15 to 15-16 -1,803
Kindergarten 1st Grade
14-15
500 14-15 500 Thanksgiving
2 Thanksgiving @ 15-16/16-17
g 400 15-16/16-17 § 400 Thanksgiving
§ 300 Thanksgiving}l é 200 .
AARVAVYA e ARAARRYS
SmOM NIV ' 8 o0 M VYN VAN
o - 0
8/22/2016 9/22/2016 10/22/2016 11/22/2016 8/22/2016 9/22/2016 10/22/2016 11/22/2016
SY1617 Dates SY1617 Dates

14-1%5 15-15 1617

A These charts show data that has been extrapolated to account for 3 hurricane days that occurred in 16-17.
Note: Negatives numbers indicate fewer absences. Positive numbers indicate more absences.



- = Office of Research, Assessment, Evaluation
, SARASOTA and School Improvement
L _— s County Schools 1960 Landings Bivd., Sarasota, FL 34231

Absence Data Grade 2 - Grade 3
School Years 14-15, 15-16, 16-17

2nd Grade 3rd Grade
14-15| 15-16| 16-17/ 14-15| 15-16| 16-177
11,224| 10,549| 9,858 13,534| 11,211| 10,725
Difference From 15-16 to 16-17 -691 Difference From 15-16 to 16-17 -486
Difference From 14-15 to 16-17 -1,366 Difference From 14-15 to 16-17 -2,809
Difference From 14-15 to 15-16 -675 Difference From 14-15 to 15-16 -2,323
2nd Grade 3rd Grade 14-15
Thanksgivi
oo 14-15 o0 anksgiving
» Thanksgiving 9 15-16/16-17
S 400 15-16/16-17 S 400 Thanksgiving \
a a
@ Thanksglvmg =2
o 300 = 300
AARRAP PARAAA
S 100 \WW A S 100 W
L
0 0
8/22/2016 9/22/2016 10/22/2016 11/22/2016 8/22/2016 9/22/2016 10/22/2016 11/22/2016
SY1617 Dates SY1617 Dales
1415 —— 1516 1517 — 1415 ——1516 16-17

A These charts show data that has been extrapolated to account for 3 hurricane days that occurred in 16-17.
Note: Negatives numbers indicate fewer absences. Positive numbers indicate more absences.



, SARASOTA

— County Schools

Office of Research, Assessment, Evaluation
and School Improvement

1960 Landings Blvd_, Sarasota, FL 34231

Absence Data Grade 4 - Grade 5
School Years 14-15, 15-16, 16-17

4th Grade
14-15| 15-16| 16-17/
10,250| 10,933| 9,784
Difference From 15-16 to 16-17 -1,149
Difference From 14-15 to 16-17 -466
Difference From 14-15 to 15-16 683
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A These charts show data that has been extrapolated to account for 3 hurricane days that occurred in 16-17.
Note: Negatives numbers indicate fewer absences. Positive numbers indicate more absences.

SY1617 Dates

5th Grade
14-15| 15-16| 16-177
11,118 9,861| 10,468
Difference From 15-16 to 16-17 607
Difference From 14-15 to 16-17 -650
Difference From 14-15 to 15-16 -1,257
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. SARASOTA

County Schools

Office of Research, Assessment, Evaluation
and School Improvement

1960 Landings Blvd._, Sarasota, FL 34231

Absence Data Kindergarten - Grade 5
School Years 14-15, 15-16, 16-17

Grand Total
14-15| 15-16| 16-17/
72,845| 65,921| 62,050
Difference From 15-16 to 16-17 -3,871
Difference From 14-15 to 16-17 -10,795
Difference From 14-15 to 15-16 -6,924
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* For the first 73 days of the school year, comparing 16-17 to 15-16 there is a total of 3,871 less unique
student absences.

** For the first 73 days of the school year, comparing 16-17 to 14-15 there is a total of 10,795 less unique
student absences.

*** For the first 73 days of the school year, comparing 15-16 to 14-15 there is a total of 6,924 less unique
student absences.

A These charts show data that has been extrapolated to account for 3 hurricane days that occurred in 16-17.
Note: Negatives numbers indicate fewer absences. Positive numbers indicate more absences.
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SARASOTA and School Improvement

County Schools

ment, Evaluation

1960 Landings Blvd , Sarasota, FL. 34231

e
2013-2014 2014-2015 2015-2016
Students Percent Students Percent Students Percent
Total Absent 21 or | Absent 21 or Total Absent 21 or | Absent 21 or Total Absent 21 or | Absent 21 or
SCHL_ID SCHOOL_TITLE Enrollment More Days More Days Enrollment More Days More Days Enrollment More Days More Days

0012|ALTA VISTA ELEMENTARY 717 31 4.3% 716 50 7.0% 726 53 7.30%)
0021|PINE VIEW SCHOOL 2193 4 0.2% 2,200 14 0.6% 2173 62 2.85%
0031|SARASOTA MIDDLE SCHOOL 1280 27 2.1% 1,355 48 3.5% 1311 48 3.66%)
0051[SARASOTA HIGH SCHOOL 2159 162 7.5% 2,267 175 7.7% 2248 153 6.81%)
0071|BAY HAVEN SCH. OF BASICS PLUS 608 13 2.1% 608 25 4.1% 613 17 2.77%)
0074[SARASOTA MILITARY ACADEMY 1099 0 0.0% 1,123 83 7.4% 1030 106 10.29%|
0081[SUNCOAST SCHL INNOVATIVE STUDIES 472 32 6.8% 455 43 9.5% 435 68 15.63%
0083|SARASOTA SCHOOL OF ARTS AND SCIENCES 773 48 6.2% 786 52 6.6% 757 53 7.00%)
0084|BOOKER MIDDLE SCHOOL 997 51 5.1% 972 60 6.2% 878 40 4.56%
0085|BOOKER HIGH SCHOOL 1204 83 6.9% 1,211 134 11.1% 1287 114 8.86%
0090|ISLAND VILLAGE MONTESSORI SCHL 669 0 0.0% 752 52 6.9% 736 74 10.05%
0100{SARASOTA SUNCOAST ACADEMY 504 21 4.2% 517 21 4.1% 525 15 2.86%)
0101|BRENTWOOD ELEMENTARY 717 61 8.5% 762 64 8.4% 791 74 9.36%
0102{STUDENT LEADERSHIP ACADEMY 334 0 0.0% 309 31 10.0% 325 38 11.69%
0103|IMAGINE SCHOOL AT NORTH PORT 1111 96 8.6% 1,122 97 8.6% 1205 108 8.96%
0106{IMAGINE SCHOOL AT PALMER RANCH 610 33 5.4% 499 34 6.8% 480 44 9.17%
0110{SKY ACADEMY VENICE 340 7 2.1% 361 16 4.4% 266 21 7.89%)
0111|BROOKSIDE MIDDLE SCHOOL 912 64 7.0% 907 65 7.2% 894/ 86 9.62%
0113|SARASOTA ACADEMY OF THE ARTS 222 60 27.0% 221 17 7.7% 232 30 12.93%|
0114[SARASOTA MILITARY ACADEMY PREP MIDDLE SCHOOL 475 28 5.9% 510/ 42 8.24%
0117|SKY ACADEMY ENGLEWOOD 117 4 3.42%)
0121|ENGLEWOOD ELEMENTARY 549 54 9.8% 587 51 8.7% 586 31 5.29%)
0131|FRUITVILLE ELEMENTARY 825 61 7.4% 826 53 6.4% 802 59 7.36%)
0141{MCINTOSH MIDDLE SCHOOL 858 63 7.3% 798 53 6.6% 760 49 6.45%)
0171|PHILLIPPI SHORES ELEMENTARY 802 49 6.1% 824 50 6.1% 845 43 5.09%)
0181|RIVERVIEW HIGH SCHOOL 2733 269 9.8% 2,670 270 10.1% 2659 234 8.80%
0191{SOUTHSIDE ELEMENTARY 810 28 3.5% 756 15 2.0% 797 35 4.39%
0201|TUTTLE ELEMENTARY 762 49 6.4% 787 46 5.8% 804/ 26 3.23%
0211|VENICE ELEMENTARY 637 48 7.5% 631 23 3.6% 622 23 3.70%)
0221|VENICE HIGH SCHOOL 2026 171 8.4% 2,080 186 8.9% 2241 188 8.39%
0261|GOCIO ELEMENTARY 782 51 6.5% 777 57 7.3% 714 57 7.98%)
0271|GULF GATE ELEMENTARY 849 62 7.3% 847 61 7.2% 788 65 8.25%
0291|WILKINSON ELEMENTARY 598 65 10.9% 554 62 11.2% 496/ 45 9.07%
0293|0AK PARK SCHOOL 381 53 13.9% 413 92 22.3% 354 54 15.25%
0294|TRIAD 231 19 8.2% 228 6 2.6% 152 7 4.61%
0301|ASHTON ELEMENTARY 877 38 4.3% 946 29 3.1% 982 28 2.85%)
0381|GARDEN ELEMENTARY 687 27 3.9% 704 30 4.3% 646 33 5.11%|
0451|VENICE MIDDLE SCHOOL 607 43 7.1% 612 33 5.4% 607 30 4.94%
0461|GLENALLEN ELEMENTARY 773 63 8.2% 797 78 9.8% 781 44 5.63%)
0471|LAKEVIEW ELEMENTARY 624 31 5.0% 636 26 4.1% 614 26 4.23%
0491|TAYLOR RANCH ELEMENTARY 680 48 7.1% 699 27 3.9% 712 24 3.37%)
0501|EMMA E. BOOKER ELEMENTARY 621 53 8.5% 670 55 8.2% 651 74 11.37%
1211|LAUREL NOKOMIS SCHOOL 1111 46 4.1% 1,125 57 5.1% 1162 67 5.77%
1231|TOLEDO BLADE ELEMENTARY 827 42 5.1% 811 45 5.5% 805 49 6.09%)
1241|ATWATER ELEMENTARY 813 61 7.5% 812 54 6.7% 786 53 6.74%)
1251|NORTH PORT HIGH SCHOOL 2496 188 7.5% 2,523 219 8.7% 2508 209 8.33%
1261|HERON CREEK MIDDLE SCHOOL 975 63 6.5% 987 68 6.9% 962 59 6.13%
1271|CRANBERRY ELEMENTARY 852 53 6.2% 875 64 7.3% 862 55 6.38%)
1282|TATUM RIDGE ELEMENTARY 717 31 4.3% 704 25 3.6% 683 19 2.78%)
1291|WOODLAND MIDDLE SCHOOL 921 55 6.0% 930 56 6.0% 939 54 5.75%)
1341|LAMARQUE ELEMENTARY 975 95 9.7% 942 91 9.7% 906/ 95 10.49%
1391|SUNCOAST POLYTECHNICAL HS 546 0 0.0% 563 28 5.0% 581 1 0.17%




Attendance (Monitoring Committee): October 10 from 4:00-4:30

“Starter” Goals:

Elect a Chair (who will participate on the Task Force) and Secretary (who will submit notes to
Laura for distribution to the Task Force)

Review attendance data, including chronic absences and overall quarterly attendance
Review Attendance Works website and data, and share simple products that might be useful for
school staff and families

Support improved attendance district-wide each quarter, especially 4™ quarter where
attendance appeared to have dropped last year

Support community efforts to highlight attendance

Develop an Action Plan (i.e., meet quarterly to debrief attendance) and submit to Laura/Task
Force

Involve SCGLR staff as needed

1. Scott Parrish

2. Kent Miller

3. JodylLong

4. Marya Annicelli
5. KristiJarvis



Increase the
number of
students ready
for KG
instruction.

Goals

Establish a V2K
Committee to
spearhead
activities
supporting Pre-K
transition.

Increase
professional
development for
early learning.

Support
community
programs for early
learning and the 89
VPK providers in
our county.

Improve

providers and families
of preschoolers.

Explore PD for
primary teachers,
parents and families.

Continuous

providers and experts
in the field to develop
relationships of
support.

1
2
3

communication with |—»

collaboration with >

Early Learning

Establish a V2K Committee to spearhead activities supporting Pre-K transition.
Increase professional development for early learning.
Support community programs for early learning and the 89 VPK providers in our county.

Outcomes

Short Medium Long
Gather Standardize Increase the number of
names/addressj—» Kindergarten }—» students ready for KG
es of our screeners (On each year when
incoming K's: The Mark). compared to iReady data
invite to K from the previous school
Roundup, year.
tours + events
through year.
Mind in the VROOM app
Making — advertised (at |
workshops schools +
offered at District
several sites. website),

Attend regional
Aspirations for
Early Learning
workgroup
sessions.

Other Goals: Exploring standardized math screener.

Literacy bags.

Develop

and invite to
ongoing
school events.

Relationships >

Revised 1-9-17

Committee Members:
Jamie Hannon

. Jennifer Kahler

. Mindy Long

. Kirk Hutchinson

. Barbara Shirley

. Patti Brustad

. Kristi Jarvis
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V2K Early Learning (Ongoing Recommendation Sub-Committee):
October 6 from 4:00-5:00

“Starter” Goals:

Elect a Chair (who will participate on the Task Force) and Secretary (who will submit notes to
Laura for distribution to the Task Force)

Improve the Transition/communication between PK and K

Improve the communication/support with our families of preschoolers; how can we achieve
solid parent engagement (i.e., feasibility and success of joint training opportunities that include
both staff and parents-e.g., Mind in the Making)?

Strengthen our support of community programs for early learners

Consider training needs/curriculum needs (i.e., instructional, time on tasks, parental
involvement practices) of our kindergarten teachers and administrators who may have had
limited access to courses in early learning/child development. Encourage staff participation in
Mind in the Making Sessions

Develop a Plan of Action and submit to Laura/Task Force

Involve SCGLR staff and other PK experts as needed.

Jamie Hannon
Jennifer Kahler
Mindy Long
Kirk Hutchinson
Barbara Shirley
Patti Brustad
Kristi Jarvis
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Provide
opportunities to
prevent summer

A WO DN PP

Summer Learning Loss
Create SLA at EEB, Tuttle and Gocio and continue Alta Vista.
Organize Parent University Programs at EEB, Tuttle, Gocio and Alta Vista.
Create parent certification programs as part of 2 Gen Activities.
Support community partners who provide summer opportunities for our children.

learning loss.
Outcomes
Crels PIOCess Short Medium Long
Create SLA at Organize experiential activities, Attended 75% Consider Provide support for
EEB, Tuttle and [— Jcurriculum, Social Worker support |, or more: > expansionof | summer learning for all
Gocio and and transportation. AV KG: 54 SLA for of our students.
continue Alta AV 1-3: 173 summer 2017.
Vista. EEB: 48
Gocio: 37
Tuttle: 40
Organize Parent Community partners and Over 300 Survey
University —> Leadership fellows organized PU — > parents — parents to —
Programs at EEB, activities. completed PU determine
Tuttle, Gocio and activities. interest and
Alta Vista. increase
community
resources.
Create parent STC and EEB create a satellite Continue to
certification — |cna program next to EEB campus.] > register >
programs as part Expand course offerings and parents for
of 2 Gen Activities. certification programs at Alta Vista CNA and other
in collaboration with STC in new 2Gen
Adult Education facility. programs.
Support 1. Organize with GCCF Reading Pilot RR "Lite" 1. Expand in
community — Recovery “Lite” at partner sites. —> at Robert summer 2017.
partners who 2. Provide data to programs who Taylor 2. Support
provide summer have parental permission or work summer 2016. CFSC with
opportunities for through the CFSC. requested data
our children. for students
enrolled in
community
programs.
Other Goals:

Revised 1-12-17




Summary Statements from the 2015-16 SLA

1) The 173 kindergarteners who attended SLA at the four schools had an average
of 10 point higher standard scores on iReady's Assessment Period 1 Diagnostic
for reading than students who did not attend SLA within the same school (i.e.,
+6 points at Alta Vista to +14 points at Gocio).

2) We have anecdotal comments from schools that kindergarteners started the
school year more confident and more familiar with school routines from Day 1.

3) Alta Vista's 66 first graders (who attended 75% or more) averaged 7
points higher standard scores on iReady's Assessment Period 1 Diagnostic for
reading than students who did not attend SLA at Alta Vista.

4) Alta Vista's 52 second graders (who attended 75% or more) averaged 39
points higher standard scores on iReady's Assessment Period 1 Diagnostic than
their students who did not attend SLA. These 52 second graders showed a 12
point gain while other second graders across the district showed a loss on iReady
AP1 when compared to their last year’'s AP3 in reading.

5) Alta Vista's attendance declined from the enroliment of 367 students to 211
students on the last reported day; 227 students attended 75% or more.

6) Attendance 75% or more (which is 21 days or more out of 28 total days)
compared with the initial enrollment: Emma E. Booker had 79% of students who
enrolled attend 21 days or more, Gocio had 71%, Tuttle had 69%, and Alta Vista
had 62%.

Also, we did not compare Alta Vista's SLA vs. non-SLA students on FSA due to
uncertainty of attendance records from previous years. However, on 2015-16 FSA,
63% of Alta Vista's third graders scored proficient, which is higher than 8 of the other
Title 1 schools (Lamarque had 66%; Glenallen had 63%). Their fourth and fifth
graders proficiency rates were 57% in 4" and 54% in fifth, and their learning gains
percentages (which are reflective of the 180 day program) were low: 45% of the
fourth and fifth graders made learning gains in ELA, 53% made learning gains in math,
31% of the their students in the lowest 25% made learning gains in ELA and 40% in
math.
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The School Board of Sarasota County, Florida

Actual Cost by Program and Funding Source of the Summer Learning Academies

INSTRUCTIONAL PROGRAM

Voted Referendum Alta Vista Tuttle Gocio EEB Total

Salaries and Benefits Transportation $107,337.71 $7,598.56 $8,334.08 $8,850.35 $132,120.70
$5,138.32 $0.00 $2,364.96 $4,159.64 $11,662.92

Voted Referendum $112,476.03 $7,598.56 $10,699.04 $13,009.99 $143,783.62

Title 1

Salaries and Benefits $52,176.21 $44,369.70 $28,894.04 $44,109.19 $169,549.14

Food and Consumable Supplies $0.00 $743.51 $1,899.01 $300.93 $2,943.45

Title 1 $52,176.21 $45,113.21 $30,793.05 $44,410.12 $172,492.59

Community Foundation Alta Vista Eagle Academy Project 6716 Carry Forward

Salaries and Benefits $5,335.34 $5,335.34

Food and Consumable Supplies $5,448.02 $5,448.02

Con.imunlty Foundation Alta Vista Eagle Academy $10,783.36 $0.00 $0.00 $0.00 $10,783.36

Project 6716 Carry Forward

INSTRUCTIONAL PROGRAM TOTAL | $175,435.60]  $52,711.77| $41,492.09| $57,420.11]  $327,059.57
ENRICHMENT PROGRAM

Community Foundation Targeted Elementary Grant Project 6726

Salaries and Benefits Purchased Services $10,124.01 $5,190.49 $4,606.83 $1,124.98 $21,046.31

Food and Consumable Supplies Transportation $5,412.75 $1,664.59 $1,618.68 $10,256.46 $18,952.48

$0.00 $195.62 $208.75 $1,372.54 $1,776.91

$1,041.55 $1,002.12 $1,131.58 $1,071.41 $4,246.66

cemmurityjfekndationliore st ek avcant $16,578.31 $8,052.82 $7,565.84 $13,825.39 $46,022.36

Project 6726

Community Foundation Prior Year Alta Vista Eagle Academy Grant Project 6715

Salaries and Benefits $16,505.73 $0.00 $0.00 $0.00 $16,505.73

Community Founda.tlon Prior Year Alta Vista Eagle $16,505.73 $0.00 $0.00 $0.00 $16,505.73

Academy Grant Project 6715

Community Foundation Prior Year Alta Vista Eagle Academy Grant Project 6716

Salaries and Benefits $23,221.40 $0.00 $0.00 $0.00 $23,221.40

Food and Consumable Supplies Transportation $6,407.08 $0.00 $0.00 $0.00 $6,407.08
$1,000.00 $0.00 $0.00 $0.00 $1,000.00

Community Founda.tlon Prior Year Alta Vista Eagle $30,628.48 $0.00 $0.00 $0.00 $30,628.48

Academy Grant Project 6716

Education Foundation Summer Learning Academy Grant Project 6656

Salaries and Benefits Purchased Services $0.00 $0.00 $315.61 $0.00 $315.61
$1,735.66 $2,049.50 $1,579.63 $2,183.43 $7,548.22

Educatlon. Foundation Summer Learning Academy $1,735.66 $2,049.50 $1,895.24 $2,183.43 $7,863.83

Grant Project 6656

In Kind Donations

Food and Consumable Supplies Transportation $0.00 $1,563.25 $890.50 $1,777.75 $4,231.50
$1,400.00 $0.00 $0.00 $0.00 $1,400.00

In Kind Donations $1,400.00 $1,563.25 $890.50 $1,777.75 $5,631.50

ENRICHMENT PROGRAM TOTAL $66,848.18 $11,665.57 $10,351.58 $17,786.57 $106,651.90

Grand Total $242,283.78 $64,377.34 $51,843.67 $75,206.68 $433,711.47

Students served (average) 260.00 44.00 39.00 51.00 394.00

Cost per Student by School $931.86 $1,463.12 $1,329.32 $1,474.64 $1,100.79




SLA Debrief Meeting-9/15/16

Present: Mitsi Corcoran, Deana Hayes, Denise Cantalupo, Alex Pinchin, Barbara Shirley, Barb
Rannigan, Dwana Washington, Dawn Clayton, Steve Royce, Tamara Elis, Tomas Dinverno, Amy
Specht, Brian Hersh, Al Weidner, Natalie Roca

1) We all took notes what went well (including anecdotal stories of successful outcomes)
and challenges. Brian will type these up and share for next meeting. Laura used your
thoughts in a presentation to the CFSC on 9/16/16.

2) Need to systematize the following...Alex Pinchin shared and we all loved:

a. Student attendance collection—standard form for all that will tally total enrolled
and the total attendance for each child and Average attendance by grade level

b. Parent University attendance document needed. Alex will work on this.

i. Number of families represented
ii. Number of children attending
iii. Total number of adults

c. Registration paperwork: Barbara is working on one form to send to Laura for
the Forms Committee (with Spanish on the back)

d. “Thank you’s” for support of SLA and a plan for PR/Media: TO DISCUSS

e. Social Worker documentation: TO DISCUSS

i. Number and content of Home visits

3) Data reviewed:

a. OTM results: if they did not answer correctly this was coded “0”; if they did not
answer this was NOT coded; Alex will review again with 75% or more
attendance and send update to all.

b. iReady comparison between SLA students and non-SLA students: will be done
soon

i. Alta Vista wants to compare AP3 (last year’s) to AP1 for other grade
levels—Denise suggested using the average growth norming table—Alex
will run this report.

ii. Gocio mentioned that they reviewed the 40 students on iReady: 39 out of
40 were in “green/yellow”; Tuttle also compared SLA vs. non-SLA 30 out
of 48 (62%) were higher than their peers in K

4) Budget issues:

a. Number of teachers for the average number of students who attended

i. Gocio: 4 teachers for average of 40 students = 10 ratio

ii. EEB: 5 teachers for average of 50 students = 10 ratio

iii. Tuttle: 5 teachers for average of 43 students = 9 ratio

iv. AV:
1. 6--Kteachers for average of 65 students = 11 ratio
2. 6.5--1%teachers for average of ?
3. 6--2"teachers (one % split and one 2/3 split) for average of ?
4. 4.5 --3™teachers for average of ?



SLA Debrief Meeting-9/15/16

a. 17 teachers for an average of 191 students = 11.2 ratio

b. Mitsi and Deana reviewed overall budget
i. Paying for classified support—found at AV it needed to be their daily rate
(they had roll-over funding from previous years to cover this)
ii. Paras coming for aftercare is different from normal duties so they should
be paid from temporary salary schedule:
1. Concerns:
a. Classified staff can get rates in other summer employment
b. Classified staff may not want to take a cut in pay over the
summer for SLA

2. Agreements:
a. Classified staff who are “teaching” STEAM time can be

paid EDD
b. Must be cautious to avoid overtime, covering breaks,
lunch breaks (Fair Labor Standards apply)
c. Parent University coverage resulted in long days that
required overtime for paras
d. Registrar needed at least one day a week (EDD) to
complete registrars and complete attendance
iii. We must ensure Office “administrative assistant” Staff understand all
the responsibilities: front desk, clinic, payroll, completing contracts,
securing subs:

1. Consider needing a receptionist and administrative assistant
after the 220 staff leave when we reach a certain number of
students

2. Must have a clinic-trained person in the afternoon

c. Sub planning days: TO DISCUSS
i. Coordinator’s planning time
ii. Teacher planning time
5) Parent University: Workforce Development helped pay for programs involving CTE
a. Offerings most successful:
i. Partnersin Print (want 2 rounds)
ii. ELL classes
iii. Technology class
iv. Nutrition class (Dan Washmutch) did a fabulous job!
v. Teacher who loves to teach adults: strategies for parents on School
Success
vi. “Serenity Circle” Behavior Management by Forty Carrots
vii. Cooking class
viii. AV did a community program series on Florida: Library, Mote, and...
ix. Financial literacy had strong recommendations



SLA Debrief Meeting-9/15/16

X. Improv class from FST

Xi. Zintangle: art class at AV and the Art teacher at EEB
xii. YOGA class at AV
xiii. Mind in the Making at EEB was really engaging
xiv. Loved having the food pantry

b. Needs:
i. Tuttle didn’t withdraw any child when parents didn’t attend
ii. Consider having PU on different nights to schedule fieldtrips and better
options of trips
iii. How do we get consistency in PU attendance?: TO DISCUSS
1. EEB social worker did follow ups on who didn’t attend (one
grandparent made arrangements with social worker to meet
because she couldn’t attend...now grandparent calls school when
child isn’t in school)
2. Stars were awarded on a badge when they came at other times to
support school (i.e., volunteer) or watch Fred Jones series
6) Enrichment Programs: Will need to always secure outside dollars for these programs
(e.g., cannot use general revenue dollars for this). Thank you, Brian Hersh, for making
these work!
a. After care support (1:30-5:30): TO DISCUSS
i. Need coordinator?
ii. EEB’s program?
b. Fieldtrip:
i. Brian’s comments:
1. Organizations were happy with the support from staffs for the
incoming K experiences
2. 6 programs were available for incoming K (difficult to find
programs for pk)
3. Organizations may be willing to synchronize fieldtrip experience
with PU
4. Coordinate which grade levels Brian will organize for AV: TO
DISCUSS
ii. Offerings most successful:
1. Ringling: organized and well presented (loved the Circus Museum)
2. All: Mote, Planetarium
iii. Challenging trips:
1. Gocio had difficulty with K students waiting for the show at FST
2. Cannot have a trip the first week for K students
3. Jungle Gardens was hot and students may not be ready for this
trip the first week
4. May need to re-evaluate really “hot” outside experiences, or ask
venues to keep to the shade



SLA Debrief Meeting-9/15/16

iv. WHAT WOULD YOU LIKE FOR THE OTHER GRADES?: TO DISCUSS
1. Behind the scene trips (not Brian organizing): library, Public, fire
dept
2. Career Explorations
v. Chaperone needs: TO DISCUSS
vi. Timeframe
1. Must begin at 2:00 (not 1:30): buses need to leave at 2:00
7) Curriculum Revisions for incoming K: TO DISCUSS
a. Technology: Smarty Ants—did not receive data or training needed to continue
b. Transition to K curriculum for first week
8) Coordinator Needs: TO DISCUSS
9) Thoughts on what will be smoother next year: TO DISCUSS
10) Thoughts on additional challenges for next year: TO DISCUSS
11) Determine calendar for upcoming meetings/attendees: We will meet in 1 month



Goals:

Summer Learning Academies (ongoing committee work):
Met on Sept. 14 and will meet again on October 18 at 10:30

Elect a Chair (who will participate on the Task Force) and Secretary (who will submit notes to
Laura for distribution to the Task Force)

Debrief successes and challenges from last year

Review budget needs

Review Summer calendar

Review notes from previous meeting

Plan for successful implementation of SLA for summer 2017

Schedule timeline for task completion with meetings as needed

Mitsi Corcoran
Deana Hayes
Denise Cantalupo
Alex Pinchin
Barbara Shirley
Barb Rannigan
Dawn Clayton
Dwana Washington
. Tomas Dinverno
10. Amy Specht

11. Steven Royce

12. Tamara Ellis

©ONOU A WN R



Increase
minority
representation
in gifted and
AWC classes.

Goals

Increase number
of minority
students in
Gifted/Advanced
Work Classes.

Determine which
schools have
success and
discover why.

Determine
relationship
between poverty
and gifted/AWC
participation.

Explore screening

students (non-verbal
1Q); Principals asked
to consider
representative
demographics in
programs.

Investigate District
Data.

Investigate District

1
2
3

processes for minority}——»

Minority Representation Receiving Gifted Instruction
Increase number of minority students in Gifted/Advanced Work Classes.

Determine which schools have success and discover why.

Determine relationship between poverty and gifted/AWC participation.

v

Data.

Other Goals:

Outcomes
Short Medium Long
2015-16: 27% 1. Minority
increase > representation in
minority advanced coursework
gifted; 20% would be commensurate
increase in with District
AWC. demographic data
2. Create PD
opportunities for current
gifted and AWC teachers.
3. Utilize comprehensive
Determine the Share nonverbal universal
schools with [  [|successesto [ gifted screener for K-5
higher replicate at students.
percentages. other schools.

Revised 1-9-17

Committee Members:
1. Alison Rini

2. Erin del Castillo

3. Marya Annicelli

4. Chad Erickson

5. John Weida



Improving Minority Representation in Gifted and AWC work
(Research/Recommendation and Monitoring Committee):
October 11 from 4:00-4:30

“Starter” Goals:

Elect a Chair (who will participate on the Task Force) and Secretary (who will submit notes to
Laura for distribution to the Task Force)

Review multi-year data on participation percentages of minorities in gifted and AWC
Answer the question: is there a relationship between poverty and minority gifted/AWC
representation?

Consider where successes have occurred and discover why

Propose possibilities that can be considered at other schools

Involve Pupil Support staff and other District support as needed; request data needed to
support the goals

Alison Rini (will update us on Pine View’s investigation)
Erin del Castillo

Marya Annicelli

Chad Erickson

John Weida

e wN e



Summary statements regarding Sarasota County GT and AWC data in Elementary

Schools

Nov. 28%", 2016

*¥** 5.4% of all students have been identified Gifted

1% of African American students have been identified Gifted
3% of Hispanic students have been identified Gifted
9% of White students have been identified Gifted

*** 15.8% of all students have been placed in Advanced Work classes

9% of African America students have been placed in Advanced work classes
26% of Asian students have been placed in Advanced work classes

*** 754 students have been identified Gifted in Sarasota County

African American students represent 2% of the Gifted population and represent 9% of the
overall population

Hispanic students represent 11%% of the Gifted population and represent 20% of the overall
population

White students represent 79% of the Gifted population and represent 64% of the overall
population

**%* 1,666 students have been placed in our County Advanced Work classes

African American students represent 6% of the Advanced Work population and represent 9% of
the overall population

Hispanic students represent 21% of the Advanced Work population and represent 20% of the
overall population

White students represent 64% of the Gifted population and represent 64% of the overall
population



Elementary Students

Total Number of

Total Number of Students

% of Students of this Ethnicity

Gifted Students of this Ethnicity in K-5 in County - Identified Gifted
Asian 19 228 County average 5.4%
Af. Amer 13 985 1%
Hispanic 85 2870 3%
White 598 6830 9%
Other 39 665 6%

Total Number of Total Number of Students % of Students of this Ethnicity

AWC Students of this Ethnicity in K-5 who are in AWC
Asian 59 228 26% County average 15.8% in AWC
Af. Amer 92 985 9%
Hispanic 351 2870 12%
White 1,059 6830 16%
Other 105 665 16%
Each ethnicity as a percentage of overall gifted identified students
District Demographics/Ethnicity
Number of gifted students Total Number of % of Gifted Students of as a Percentage of Overall

of this Ethnicity Gifted Students Each Ethnicity SCS Population
Asian 19 754 3% 3%
Af. Amer 13 754 2% 9%
Hispanic 85 754 11% 20%
White 598 754 79% 64%
Other 39 754 5% 5%

Each ethnicity as a percentage of overall AWC students
Number of AWC Students Total Number of % of AWC Students of

of this Ethnicity AWC Students Each Ethnicity District Demographics
Asian 59 1,666 4% 3%
Af. Amer 92 1,666 6% 9%
Hispanic 351 1,666 21% 20%
White 1,059 1,666 64% 64%
Other 105 1,666 6% 5%




MINORITY REPRESENTATION
IN GIFTED AND ADVANCED
WORK CLASSES

MARYA ANNICELLI, GOCIO
ERIN DEL CASTILLO,VENICE EL
CHAD ERICKSON, BAY HAVEN
ALISON RINI, PINEVIEW
JOHN WEIDA, BRENTWOOD

1/13/2017

CURRENT PERCENTAGES FOR 2016-2017

— H = I I - =
Asian Afri i Hi i e Mixed
B District Gifted




2016-2017 DATA

Currently our AWC classes closely align

with our district enrollment demographics.

Asian +1%

African American -3%
Hispanic +1%

White 0%

Other +1%

Gifted identified students are not as closely
aligned with our district enrollment
demographics.

Asian 0%

African American -7%
Hispanic -9%

White +15%

Other 0%

RESEARCH ON GIFTED IDENTIFICATION

PRACTICES

* Students who qualify for subsidized meals (FRL), English language learners (ELL’s), African

American students, and Hispanic students are less likely to be identified gifted, nationwide.

* Districts who have achieved equitable identification rates have used:

* Universal gifted screening in lower grades

* Non-verbal screening tool (such as Naglieri)

* Training for teachers and principals in nature and needs of gifted students

 Cultivation of ethnically diverse teachers and administrators

1/13/2017



BIASES IN GIFTED IDENTIFICATION

“...Once the universal screening policy was in place, the district administered an estimated 1,300 additional I1Q tests.
Each test took about three hours, and the cost of the process eventually led to its discontinuation.While it operated,
however, it identified biases of unequal access in the informal referral process:

“Universal screening produced a 180 percent increase in the gifted assignment rate among all students who qualified
for subsidized meals,a 130 percent increase among Latinos, and an 80 percent increase among blacks.VWhen universal
screening ended, the previous patterns of under-identification—and bias—returned.”

- “Racial bias in gifted and talented placement, and what to do about it” by Ronald F. Ferguson,
Ph.D., 5/13/16.

- http://www.nagc.org/blog/racial-bias-gifted-and-talented-placement-and-what-do-about-it

FUTURE STEPS FOR OUR SUBCOMMITTEE

* Analyze specific data from schools that have AWC/GT populations reflective of
the county’s student population

* Research and review a variety of gifted screeners which consider a wide range
of intelligences

* Create a bank of resources for our K-12 schools to use in the processes of
selecting students for AWC and Gifted classes

* Produce a calendar of gifted and advanced work teacher professional
development opportunities

1/13/2017



2/10/16

Summary of District
Gifted and Advanced Work Minority Students
School Gifted Advance Work Class
14-15 15-16 14-15 15-16
Ashton 23 18 30 35
Atwater 5 6 27 32
Bay Haven 14 9 34 22
Brentwood 4 6 15 25
Cranbierry 3 3 20 22
EEB 6 2 79 97
Englewood 3 3 6 5
Fruitville 12 18 35 37
Garden 0 0 0 3
GlenAllen 3 5 21 24
Gocio 4 4 66 73
CulfGate * 7 *ok ok 24
Lakeview 10 9 24 24
Lamarque 3 2 30 24
Phillippi 18 15 13 24
PineView 164 177 e .
Southside NA NA 22 16
Tatum % %k %k 1 3 % %k %k 3 1
Taylr * K * % % 22 22
Toledo 24 22 12 11
Tuttle 5 3 81 79
Venice e 26 NA NA
Wilkinson 6 9 29 40
Totals *309/145 *362/185 651 784
* pv *pv
% increase +27% without PV +20% without PV

Based on data submitted by individual schools




Improve teacher

retention of
Effective and
Highly Effective

teachers at Title

1 schools.

Goals

Create a plan for

retentionand PD |

at Emma E. Booker
(high turnover
rate).

Recruit additional
teacher candidates
including HQ
minority teachers.

Investigate
incentives for
teachers at highest
need schools.

1
2

3

Recruit and Retain Effective and Highly Effective Teachers

Create a plan for retention and PD at Emma E. Booker.
Recruit additional teacher candidates including highly qualified minority teachers.
Investigate incentives for teachers at highest needs schools.

Process

Short

QOutcomes
Medium

Long

1. Provide additional support through

Leadership retreat

Funding secured for

retreats, professional development, and provided by CFSC with |~ |additional PD and loan

securing additional funding. John Annis was attended forgiveness program.
by 31 EEB staff.

1. Evaluate current District data and Work with high schools 1. HR to review research

recruiting practices. and universities to build [ on topic &their role to

2. I|dentify and invite minority high recruiting and work on topic.

school students to program that helps scholarship programs. 2. Build internship

fund college related to pursing a programs at schools in

bachelor’'s degree in education. partnership with local

3. Identify career pathways in the field universities.

of education for minority students in

high school and plan for these students

to return to work for SCSB.

1. Create and advertise a pre-binder for Involve teachers, Union, 1: Create list of

—

minority candidates with an incentive to
hire and retain after receiving this
scholarship to attend college and then
work in SCSB.

2. Create a Sarasota Fund for Minority
Teachers program that mirrors the work
of the Florida Fund for Minority
Teachers.

3. Review ways to build minority
representation in SCIP Mentoring
program and have county job fair.

community members in
brainstorming.

incentives for 4
opportunity schools.
2: Contract gave
$50/teacher; employed
teachers for SLA.

3: Central office
department attend
recruiting events and
collect and review
résumés to share with
schools.

Improve teacher
retention of Effective and
Highly Effective teachers
at Title 1 schools.

Other Goals:

Revised 1-9-17

Committee Members:
1. Tomas Dinverno
2. Steven Dragon

3. Marya Annicelli

4. Dawn Clayton
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FLORIDA FUND FOR MINORITY TEACHERS, INC.

About Us

loridas Answer fo Diversit in leachin

Title XLVIii
K-20 EDUCATION CODE

Chapter 1009
EDUCATIONAL SCHOLARSHIPS, FEES, AND FINANCIAL ASSISTANCE

Click here for Florida Statutes

1009.60 Minority teacher education scholars program.—There is created the minority teacher education scholars
program, which is a collaborative performance-based scholarship program for African-American, Hispanic-American, Asian-
American, and Native American students. The participants in the program include Florida's Florida College System

institutions and its public and private universities that have teacher education programs.

(1) The minority teacher education scholars program shall provide an annual scholarship in an amount that shall be prorated
based on available appropriations and may not exceed $4,000 for each approved minority teacher education scholar who is

enrolled in one of Florida's public or private universities in the junior year and is admitted into a teacher education program.

(2) To assist each participating education institution in the recruitment and retention of minority teacher scholars, the
administrators of the Florida Fund for Minority Teachers, Inc., shall implement a systemwide training program. The training
program must include an annual conference or series of conferences for students who are in the program or who are identified
by a high school or a Florida College System institution as likely candidates for the program. The training program must also
include research about and dissemination conceming successful activities or programs that recruit minority students for
teacher education and retain them through graduation, certification, and employment. Staff employed by the corporation may
work with each participating education institution to assure that local faculty and administrators receive the benefit of all

available research and resources to increase retention of their minority teacher education Scholars.

(3) The total amount appropriated annually for new scholarships in the program must be divided by $4,000 and by the
number of participating colleges and universities. Each participating institution has access to the same number of
scholarships and may award all of them to eligible minority students. If a college or university does not award all of its
scholarships by the date set by the program administration at the Florida Fund for Minority Teachers, Inc., the remaining

scholarships must be transferred to another institution that has eligible students. If the total amount appropriated for new

http:/fwww.ffmt.org /about/ 1



1/10/2017 About Us — Florida Fund for Mincrity Teachers, Inc.
scholarships is insufficient to award $4,000 to each eligible student, the amount of the scholarship shall be prorated based on

available appropriations.

(4) A student may receive a scholarship from the pragram for 3 consecutive years if the student remains enrolled full-time in

the program and makes satisfactory progress toward a baccalaureate degree with a major in education.

(5) Ifa minority teacher education scholar graduates and is employed as a teacher by a Florida district school board, the
scholar is not required to repay the scholarship amount so long as the scholar teaches in a Florida public school. A scholar
may repay the entire scholarship amount by remaining employed as a Florida public school teacher for 1 year for each year

he or she received the scholarship.

-

(6) If a minority teacher education scholar does not graduate within 3 years, or if the scholar graduates but does not teach in

a Florida public school, the scholar must repay the total amount awarded, plus annual interest of 8 percent.

(@) Interest begins accruing the first day of the 13th month after the month in which the recipient completes an approved
teacher education program or after the month in which enroliment as a full-time student is terminated. Interest does not

accrue during any period of deferment or eligible teaching senvice.

(b) The repayment period begins the first day of the 13th month after the month in which the recipient completes an approved

teacher education program or after the month in which enroliment as a full-time student is terminated.

(c) The terms and conditions of the scholarship repayment must be contained in a promissory note and a repayment
schedule. The loan must be paid within 10 years after the date of graduation or termination of full-time enrollment, including
any periods of deferment. A shorter repayment period may be granted. The minimum monthly repayment is $50 or the unpaid
balance, unless otherwise approved, except that the monthly payment may not be less than the accruing interest. The

recipient may prepay any part of the scholarship without penalty.

(d) The holder of the promissory note may grant a deferment of repayment for a recipient who is a full-time student, who is
unable to secure a teaching position that would qualify as repayment, who becomes disabled, or who experiences other

hardships. Such a deferment may be granted for a total of 24 months.

(e) Ifa student defaults on the scholarship, the entire unpaid balance, including interest accrued, becomes due and payable
at the option of the holder of the promissory note, or when the recipient is no longer able to pay or no longer intends to pay.
The recipient is responsible for paying all reasonable attorney's fees and other costs and charges necessary for

administration of the collection process.

(7) The Florida Fund for Minority Teachers, Inc., shall use a contingency collections agency to collect repayments of

defaulted scholarships.
(8) Funding for the program shall be as provided in the General Appropriations Act.

History.—s. 438, ch. 2002-387: 5. 23, ch. 2009-60; 5. 136, ch. 2011-5: 5. 24, ch. 2011-63: 5. 30, ch. 2012-134.

http:/Awwwffmt.org /about/ 22



RECRUIT AND RETAIN EFFECTIVE AND HIGHLY EFFECTIVE TEACHERS

GOALS:

A. Create a plan for retention and PD at Emma E. Booker
B. Recruit additional teacher candidates including highly qualified minority teachers
C. Investigate incentives for teachers at highest needs schools

PROCESS:

A. From Goal A: Create a plan for retention and PD at Emma E. Booker
1. Provide additional support through retreats, professional development, and securing additional
funding

Outcomes from goal A:
Short: Leadership retreat provided by CFSC with John Annis was attended by 31 EEB staff
Medium: Funding secured for additional PD and loan forgiveness program

Long: 80% of highly qualified teachers remain at Title | schools for a minimum of three years. 100%
of elementary teachers are effective or highly effective.

B. From Goal B: Recruit additional teacher candidates including highly qualified minority
teachers

1. Evaluate current District data and recruiting practices

2. Identify and invite minority high school students to program that helps fund college related to
pursing a bachelor’s degree in education.

3. Identify career pathways in the field of education for minority students in high school and plan
for these students to return to work for SCSB.

OUTCOMES from Goal B:
Short: Work with high schools and universities to build recruiting and scholarship programs

Medium: HR to review research on topic &their role to work on topic.

Medium: Build internship programs at schools in partnership with local universities

Long: 80% of highly qualified teachers remain at Title | schools for a minimum of three years. 100%
of elementary teachers are effective or highly effective



C. From Goal C: Investigate incentives for teachers at highest needs schools

1. Create and advertise a pre-binder for minority candidates with an incentive to hire and retain
after receiving this scholarship to attend college and then work in SCSB.

2. Create a Sarasota Fund for Minority Teachers program that mirrors the work of the FFMT =
Florida Fund for Minority Teachers.

3. Review ways to build minority representation in SCIP Mentoring program and have county job
fair.

OUTCOMES from Goal C:

Short: Involve teachers, Union, community members in brainstorming
Medium: Create list of incentives for 4 opportunity schools

Medium: Contract gave $50/teacher; employed teachers for SLA

Medium: Central office department attend recruiting events and collect and review résumés to
share with schools

Long: 80% of highly qualified teachers remain at Title | schools for a minimum of three years. 100%
of elementary teachers are effective or highly effective.



October 19, 2016 4:00-4:30
Recruiting Minority Teachers (Research and Recommendation Committee)

In attendance: Steve Dragon, Dr. Laura Kingsley, Dr. Dawn Clayton, Tomas Dinverno

Reviewed Starter Goals: Dr. Kingsley

e What is the procedure for recruiting gifted staff?
e Are there best practices outside of the district that are successful for recruiting minority
advanced work staff?
e Any research to make solid recommendations?
0 Isthere someone else within another district that has knowledge on this? (Roy)
0 What data do we need to pursue this?
e Come up with recommendations for the school board.
0 Hereis the recommendation based on what we know and here’s what we recommend.

Recommendations/Group Brainstorm:

e Recruit earlier in the year

e Offer jobs on the spot/binders

e Job fair within Newtown community for job fairs

e Involve USF- Tomas/SCF - Dawn (areas largest Education Programs)

e Energize a scholarship program to have kids come back to teaching within Sarasota. Get
Foundations involved with this worthy cause.

Next Steps:

e Meeting with Roy/HR to determine best practice for the items below: Tomas will initiate
0 Job Fair
O Binders
0 What are we doing to recruit minority teachers?
e Present to the school board (Task Force) in November. Spring follow up at School Board with the
results/recommendations of our committee.

Finally, Tomas agreed to be Chair and Dawn will take notes for the committee, and Steve will keep us
on track as our mentor support. Laura will provide support as needed.



School Board of Sarasota County, Florida

Instructional Staff/Student Ethnic Comparison
October, 2016

Total
Level Native | Asian | Black [ Hispanic [MultiNA*] White [ Total Minority
Elementary Schools
Sub Total, Students 42 282 1,529 3,531 856 9,548 15,788 6240
% Students 0.27% 1.79% 9.68%| 22.37% 5.42% 60.48%| 100.00% 39.52%
Sub Total, Instructional Staff 21 13 58 61 2 1310 1465 155
% Instructional Staff 1.43% 0.89% 3.96% 4.16% 0.14% 89.42%| 100.00% 10.58%
Middle Schools
Sub Total, Students 19 145 664 1,204 227 3,641 5,900 2259
% Students 0.32% 2.46%| 11.25%| 20.41% 3.85% 61.71%| 100.00% 38.29%
Sub Total, Instructional Staff 6 3 35 23 0 450 517 67
% Instructional Staff 1.16% 0.58% 6.77% 4.45% 0.00% 87.04%| 100.00% 12.96%
High Schools
Sub Total, Students 51 227 1,020 1,955 409 7,189 10,851 3662
% Students 0.47% 2.09% 9.40%| 18.02% 3.77% 66.25%| 100.00% 33.75%
Sub Total, Instructional Staff 7 6 39 38 1 606 697 91
% Instructional Staff 1.00% 0.86% 5.60% 5.45% 0.14% 86.94%| 100.00% 13.06%
Special Schools-Laural Nokomis, Oak Park, & Pine View
Sub Total, Students 14 308 119 372 185 2,518 3,516 998
% Students 0.40% 8.76% 3.38%| 10.58% 5.26% 71.62%| 100.00% 28.38%
Sub Total, Instructional Staff 6 11 22 17 0 335 391 56
% Instructional Staff 1.53% 2.81% 5.63% 4.35% 0.00% 85.68%| 100.00% 14.32%
District
Sub Total, Students-District 126 962 3,332 7,062 1,677 22,896 36,055 13159
% Students-District 0.35% 2.67% 9.24%| 19.59% 4.65% 63.50%| 100.00% 36.50%
Sub Total, Instructional Staff-D 40 33 154 139 3 2,701 3,070 369
% Instructional Staff-District 1.30% 1.07% 5.02% 4.53% 0.10% 87.98%| 100.00% 12.02%

* Multi/NA includes Hawaiian/Pacific Islander, multinational, and no answer on student information. Instructional Staff
includes only Hawaiian/Pacific Islander



School Board of Sarasota County, Florida

Student Ethnic Enrollment Data
September 19, 2016

Total
School Native | Asian | Black [ Hispanic | Mult/NA | White | Total Minority
Elementary Schools

ALTA VISTA C 3 7 212 279 31 126 658

P 0.46% 1.06%| 32.22%| 42.40% 4.71%| 19.15%| 100.00% 80.85%
ASHTON C 2 36 10 128 43 715 934

P 0.21% 3.85% 1.07%| 13.70% 4.60%| 76.55%| 100.00% 23.45%
ATWATER C 1 8 65 110 42 473 699

P 0.14% 1.14% 9.30%| 15.74% 6.01%| 67.67%| 100.00% 32.33%
BAY HAVEN BASICS C 0 10 107 93 28 366 604

P 0.00% 1.66%| 17.72%| 15.40% 4.64%| 60.60%| 100.00% 39.40%
BRENTWOOD C 2 13 76 196 43 365 695

P 0.29% 1.87%| 10.94%| 28.20% 6.19%| 52.52%| 100.00% 47.48%
EMMA E. BOOKER C 1 2 335 131 39 51 559

P 0.18% 0.36%| 59.93%| 23.43% 6.98% 9.12%| 100.00% 90.88%
CRANBERRY C 2 14 45 94 51 543 749

P 0.27% 1.87% 6.01%| 12.55% 6.81%| 72.50%| 100.00% 27.50%
ENGLEWOOD C 1 9 2 71 26 465 574

P 0.17% 1.57% 0.35%| 12.37% 4.53%| 81.01%| 100.00% 18.99%
FRUITVILLE C 1 5 52 246 43 394 741

P 0.13% 0.67% 7.02%| 33.20% 5.80%| 53.17%| 100.00% 46.83%
GARDEN C 4 12 9 79 27 474 605

P 0.66% 1.98% 1.49%| 13.06% 4.46%| 78.35%| 100.00% 21.65%
GLENALLEN C 5 17 59 136 66 425 708

P 0.71% 2.40% 8.33%| 19.21% 9.32%| 60.03%| 100.00% 39.97%
GOCIO C 1 6 125 353 31 128 644

P 0.16% 0.93%| 19.41%| 54.81% 4.81%| 19.88%| 100.00% 80.12%
GULF GATE C 4 14 24 169 31 483 725

P 0.55% 1.93% 3.31%| 23.31% 4.28%| 66.62%| 100.00% 33.38%
LAKEVIEW C 2 12 8 74 28 478 602

P 0.33% 1.99% 1.33%| 12.29% 4.65%| 79.40%| 100.00% 20.60%
LAMARQUE P 1 12 69 137 46 541 806

C 0.12% 1.49% 8.56%| 17.00% 5.71%| 67.12%| 100.00% 32.88%
PHILLIPPI SHORES C 3 2 77 135 92 499 808

P 0.37% 0.25% 9.53%| 16.71%| 11.39%| 61.76%)| 100.00% 38.24%
SOUTHSIDE C 1 12 12 95 44 625 789

P 0.13% 1.52% 1.52%| 12.04% 5.58%| 79.21%| 100.00% 20.79%
TATUM RIDGE C 1 26 10 77 20 535 669

P 0.15% 3.89% 1.49%| 11.51% 2.99%| 79.97%| 100.00% 20.03%
TAYLOR RANCH C 1 13 3 64 26 586 693

P 0.14% 1.88% 0.43% 9.24% 3.75%| 84.56%| 100.00% 15.44%
TOLEDO BLADE C 2 15 45 113 30 510 715

P 0.28% 2.10% 6.29%| 15.80% 4.20%| 71.33%| 100.00% 28.67%
TUTTLE C 0 9 98 520 20 117 764

P 0.00% 1.18%| 12.83%| 68.06% 2.62%| 15.31%| 100.00% 84.69%
VENICE C 2 15 3 57 26 470 573

P 0.35% 2.62% 0.52% 9.95% 4.54%| 82.02%| 100.00% 17.98%
WILKINSON C 2 13 83 174 23 179 474

P 0.42% 2.74%| 17.51%| 36.71% 4.85%| 37.76%| 100.00% 62.24%

Sub Total C 42 282 1,529 3,531 856 9,548 15,788

Elementary Schools Pl 027%| 1.79%| 9.68%| 22.37%|  5.42%| 60.48%| 100.00% 39.52%




School Board of Sarasota County, Florida

Student Ethnic Enrollment Data
September 19, 2016

Total
School Native | Asian | Black [ Hispanic | Mult/NA | White | Total Minority
Middle Schools
BOOKER MIDDLE C 0 14 273 262 41 192 782
P 0.00% 1.79%| 34.91%| 33.50% 5.24%| 24.55%| 100.00% 75.45%
BROOKSIDE C 3 24 86 233 43 415 804
P 0.37% 2.99%| 10.70%| 28.98% 5.35%| 51.62%| 100.00% 48.38%
MCINTOSH C 3 13 75 177 19 412 699
P 0.43% 1.86%| 10.73%| 25.32% 2.72%| 58.94%| 100.00% 41.06%
HERON CREEK C 5 22 98 157 36 559 877
P 0.57% 251%| 11.17%| 17.90% 4.10%| 63.74%| 100.00% 36.26%
SARASOTA C 0 48 17 171 32 1019 1287
P 0.00% 3.73% 1.32%| 13.29% 2.49%| 79.18%| 100.00% 20.82%
VENICE C 4 10 17 72 22 500 625
P 0.64% 1.60% 2.72%| 11.52% 3.52%| 80.00%| 100.00% 20.00%
WOODLAND C 4 14 98 132 34 544 826
P 0.48% 1.69%| 11.86%| 15.98% 4.12%| 65.86%| 100.00% 34.14%
Sub Total 19 145 664 1,204 227 3,641 5,900
Middle Schools 0.32% 2.46%| 11.25%| 20.41% 3.85%| 61.71%| 100.00% 38.29%
High Schools
BOOKER HIGH VPA C 6 17 348 396 54 387 1208
P 0.50% 1.41%| 28.81%| 32.78% 4.47%| 32.04%| 100.00% 67.96%
NORTH PORT C 13 21 259 346 107 1,582 2,328
P 0.56% 0.90%| 11.13%| 14.86% 4.60%| 67.96%| 100.00% 32.04%
RIVERVIEW C 8 80 212 426 88 1,726 2,540
P 0.31% 3.15% 8.35%| 16.77% 3.46%| 67.95%| 100.00% 32.05%
SARASOTA C 11 50 159 505 80 1,316 2,121
P 0.52% 2.36% 7.50%| 23.81% 3.77%| 62.05%| 100.00% 37.95%
SUNCOAST C 5 18 13 105 15 413 569
POLYTECHNICAL P 0.88% 3.16% 2.28%| 18.45% 2.64%| 72.58%| 100.00% 27.42%
VENICE C 8 41 29 177 65 1,765 2,085
P 0.38% 1.97% 1.39% 8.49% 3.12%| 84.65%| 100.00% 15.35%
Sub Total 51 227 1,020 1,955 409 7,189 10,851
High Schools 0.47% 2.09% 9.40%| 18.02% 3.77%| 66.25%| 100.00% 33.75%
Special Schools
LAUREL NOKOMIS C 4 33 41 124 68 884 1154
P 0.35% 2.86% 3.55%| 10.75% 5.89%| 76.60%| 100.00% 23.40%
OAK PARK C 1 5 64 49 8 181 308
P 0.32% 1.62%| 20.78%| 15.91% 2.60%| 58.77%| 100.00% 41.23%
PINE VIEW C 9 270 14 199 109 1453 2054
P 0.44%| 13.15% 0.68% 9.69% 5.31%| 70.74%| 100.00% 29.26%
Sub Total 14 308 119 372 185 2,518 3,516
Special Schools 0.40% 8.76% 3.38%| 10.58% 5.26%| 71.62%| 100.00% 28.38%
Alternative Schools
TRIAD C 0 0 28 15 4 13 60
P 0.00% 0.00%| 46.67%| 25.00% 6.67%| 21.67%| 100.00% 78.33%
Sub Total C 0 0 28 15 4 13 60
Alternative Schools P 0.00% 0.00%| 46.67%| 25.00% 6.67%| 21.67%| 100.00% 78.33%




School Board of Sarasota County, Florida

Student Ethnic Enrollment Data
September 19, 2016

Total
School Native | Asian | Black [ Hispanic | Mult/NA | White | Total Minority
Charter Schools
Imagine at C 9 22 91 148 41 878 1189
North Port P 0.76% 1.85% 7.65%| 12.45% 3.45%| 73.84%| 100.00% 26.16%
Imagine at C 2 7 17 122 22 281 451
Palmer Ranch P 0.44% 1.55% 3.77%| 27.05% 4.88%| 62.31%| 100.00% 37.69%
Island Village C 4 12 13 107 30 584 750
Montessori P 0.53% 1.60% 1.73%| 14.27% 4.00%| 77.87%| 100.00% 22.13%
Sarasota Academy of the C 0 3 8 43 11 161 226
Arts P 0.00% 1.33% 3.54%| 19.03% 4.87%| 71.24%| 100.00% 28.76%
Sarasota Military C 3 13 49 226 20 635 946
Academy P 0.32% 1.37% 5.18%| 23.89% 2.11%| 67.12%| 100.00% 32.88%
Sarasota Military C 1 10 20 172 12 361 576
Academy PREP Middle P 0.17% 1.74% 3.47%| 29.86% 2.08%| 62.67%| 100.00% 37.33%
Sarasota Suncoast C 1 12 8 71 20 394 506
Academy P 0.20% 2.37% 1.58%| 14.03% 3.95%| 77.87%| 100.00% 22.13%
Sarasota School C 0 22 56 194 28 447 747
of Arts & Sciences P 0.00% 2.95% 7.50%| 25.97% 3.75%| 59.84%| 100.00% 40.16%
Student Leadership C 5 4 6 32 12 225 284
Academy P 1.76% 1.41% 2.11%| 11.27% 4.23%| 79.23%| 100.00% 20.77%
SKY Academy C 2 5 2 20 16 213 258
Venice P 0.78% 1.94% 0.78% 7.75% 6.20%| 82.56%| 100.00% 17.44%
SKY Academy C 0 5 1 13 3 161 183
Englewood P 0.00% 2.73% 0.55% 7.10% 1.64%| 87.98%| 100.00% 12.02%
Suncoast School C 0 0 66 179 29 134 408
for Innovative Study P 0.00% 0.00%| 16.18%| 43.87% 7.11%| 32.84%| 100.00% 67.16%
Sub Total 27 115 337 1,327 244 4,474 6,524
Charter Schools 0.41% 1.76% 5.17%| 20.34%| 3.74%| 68.58%| 100.00% 31.42%
ESE Agencies
ESE SERVICES C 0 0 3 5 0 2 10
Cost Center 0292 P 0.00% 0.00%| 30.00%| 50.00% 0.00%| 20.00%| 100.00% 80.00%
Children First C 0 0 11 6 1 15 33
P 0.00% 0.00%| 33.33%| 18.18% 3.03%| 45.45%| 100.00% 54.55%
Community Haven for Adults | C 0 0 1 0 0 4 5
P 0.00% 0.00%| 20.00% 0.00% 0.00%| 80.00%| 100.00% 20.00%
FL Center Child C 0 0 0 2 0 11 13
Family Development P 0.00% 0.00% 0.00%| 15.38% 0.00%| 84.62%| 100.00% 15.38%
John McKay C 1 9 23 63 17 290 403
Scholarships P 0.25% 2.23% 5.71%| 15.63% 4.22%| 71.96%| 100.00% 28.04%
Pinnacle Academy C 0 1 0 0 0 3 4
P 0.00%| 25.00% 0.00% 0.00% 0.00%| 75.00%| 100.00% 25.00%
Virtual School C 0 0 1 0 0 35 36
P 0.00% 0.00% 2.78% 0.00% 0.00%| 97.22%| 100.00% 2.78%
Sub Total 1 10 39 76 18 360 504
ESE Agencies 0.20% 1.98% 7.74%| 15.08% 3.57%| 71.43%| 100.00% 28.57%
DISTRICT C 154 1,087 3,736 8,480 1,943 27,743 43,143
TOTALS P 0.36% 2.52% 8.66%| 19.66% 4.50%| 64.30%| 100.00% 35.70%




NAME

Instructional staff includes:

Assistant Principals, AP Interns
Behavior Specialist

Para Aides, All

Counselor

ESOL Liaison

Principal

Teachers, all

CC#  LOCATION JOT TITLE
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EMMA E. BOOKER ELEMENTARY
PLAN FOR IMPROVEMENT

May 20, 2016

OVERVIEW

Note: yellow highlighted sections indicate work “to be done”

1. Instructional: Develop or expand the VISION for the school
collaboratively with staff (currently—*High Expectations for All”)

2. Instructional: Create a Literacy Hub transformation of the Media Center

* Formed a Media Center Committee of stakeholders (teachers, parents, students and community) to
envision a re-design of the existing Media Center

e Created a “weeding plan” for existing collection (EEB has the oldest collection in the district with the
second lowest circulation)

e Wrote grants (Laura Bush, Dollar General) to supplement cost of replacing 1000-3000 titles
(~$30,000)—received $8000 from Dollar General

o FDLRS awarded a series of books for Disability Awareness to EEB’s Media Collection

e Sought District funds to remodel the Media Center spaces (26 year old environment that is not well-
designed and spaces are not efficient for today’s needs) ($650,000 in capital improvement dollars)

* Working with the County Library System’s staff to support the weeding and ordering efforts

e Continue the UP WITH BOOKS partnership with Ashton Elementary School: classroom partners share
videos and books; Dad’s Groups partner to create Little Free Libraries for EEB; donations of books are
made to EEB students (over 5000 books donated for EEB)

3. Instructional: Increase gifted/advanced work participation

e Administered the Naglieri, a non-verbal 1Q assessment, to all kindergarteners and formed an
Advanced Work Kindergarten (note: data from Naglieri aligned with iReady assessment Window 1)

e Created an Advanced Work Committee to formulate a schoolwide plan and support the goals of
increasing participation (i.e., increased from 79 students last year to 97 students this year)

4. Instructional: Create a Summer Learning Academy for Incoming
Kindergarteners (~$92,454)

e Many days have been spent planning to host incoming kindergarteners (~60) with their prospective
kindergarten teachers in a 7 week summer learning intensive, including enrichment opportunities
and 2Gen Parent University experiences; almost 60 children have been registered to date

e Thanks to Richard and Patricia Plotkin, funding was received by the AMICA Foundation to provide
a second year of summer support for 40 struggling 15t and 2" graders for 3 weeks this summer
($12,500). EEB will also open the computer lab for summer work and incentives for participating
throughout the summer.



Instructional;: Redefine Administrative Team as Instructional Coaches

e Adteam serves as Instructional Coaches and Team Leaders aligned to a grade level team. Their
responsibilities include serving as data support, behavior support and curriculum experts in literacy,
math and science

e Broad idea: Coach collaborates, work with grade level data, proactive, develops solid vision for
teamwork.

e Incentives: team leader supplement (District allocated funding); offers of PD conferences paid for
through the Community Foundation (average ~$700/per training though Community Foundation
funds)

e Present a plan for PD conferences to Community Foundation

Instructional: Create a Reflective Classroom Model

e Identify a highly trained Reflective Classroom Teacher at each grade level who will collaborate with
teammates and allow colleagues to visit/observe in their room with their Instructional Coach

e Incentives: Increased staff morale and professional commitment to learning; provide a financial
supplement (use District allocated funds); additional staff development with the specific emphasis
on the Pete Hall Coaching Model; Reflective Teachers will also earn a special “certificate” for their
personnel files; grant opportunities through the EEB School Fund (Community Foundation’s EEB
School Fund)

o Reflective Teachers may also seek Trailblazer and Microsoft technology support and recognition
(i.e., Joe Binswanger and Adam Gardner will be working with Adrianna Corona)

Instructional: Plan an EEB Summer Teacher Leader Retreat—STELLAR!
For August 2"-5t ($24,000)

e Plan a 2 day retreat for all Instructional Coaches, Reading Recovery, all Lead Teachers and
Reflective Teachers on August 2"-3' (at EEB or CFSC)

0 Presenters: Alisa Simmeral, Pete Hall (~$15,000)

0 Held conference call on 4/29/16 to begin planning (Pete, Alisa, Sue, Kelly, Dawn, Laura):
VISION: Building and Developing a System of Reflective Practice with Alisa and
Pete; consider adding information on the Trauma Sensitive Classroom (book by
Pete Hall) and Pete suggested reviewing research by Parrett & Buzz on poverty
(Turning High Poverty into High Performance)

o follow up with additional call with EEB staff

e Follow the Instructional Coaches/Reflective Teacher retreat with a 2 day retreat for all remaining
and new staff on August 4™"-5" (location TBD) (~$9,000)

0 Motivational!

o0 Training: Restorative Circles/Strategies and Community Building; small group
instruction; math journals; setting up classroom procedures; establishing grade level
expectations; FDLRS SEDNET Trauma Informed Care Training (see Deb V.); Pete
Hall/Alisa Simmeral Coaching; CPI Verbal Deescalation Techniques

o0 Keynotes: FRIDAY, August 5th--John Annis (Community Foundation) and THURSDAY,
August 4"--Pete Hall and Alisa Simeral (ASCD)

e Meet with FDLRS, Deb, Dawn, Laura, Sue to plan this training
e Laura will find coverage for the staff in Summer Learning Academy so they can attend



8. Instructional: Ongoing PD

Utilize the additional 5 virtual hours offered by Pete and Alisa (i.e., 2 in September, 1.5 in
November, 1.5 in February)

Consider adding additional days with Pete ($4500/day) and Alisa ($4000) in October and January
Continue Restorative Practices training

Visit successful schools

9. Instructional: Organize a District Support Plan

Enlist District Support in curriculum area needs: create an implementation plan for 2016-17 for
science, writing, reading and math (including classroom model/demonstration lessons and one-on-
one tutoring with students) (Title | dollars used for substitute coverage)

Seek District Support staff as “NEW TEACHER COACHES” who mentor and are present in new
teachers’ classrooms for the first 3 weeks of school using a “co-teaching”, preventative approach
that helps teachers set up their rooms and understand procedures for transitions, etc.
(~$1300/week per Coach x every two new EEB teachers: Title Il dollars?)

Provide ongoing support for PBS and Restorative Circles (which began in the Fall in every 3™
grade classroom) (Utilize FDLRS funds for PD for Restorative Circles, Behavior Intervention and
PBS training)

10. Instructional: Continue Partnership with Suncoast Science Center

Partnered with SSC and several highly motivating activities have taken place: lab activities for
students and teachers led by SSC staff; Meteor Landing with SSC “scientists”, which involved pre-
teaching concepts and vocabulary to students to heighten the experience; science taught first
period and partnerships with other local organizations to support hands-on inclusive learning
experiences

Funded through a grant from the Community Foundation

11.Instructional: Add Reading Recovery Program for struggling 15t graders

Recruit these teachers for 3 year commitment (positions funded through Title | and training funded
through donor partnerships through GCCF)

Incentives: provide supplement dollars; become mentor teachers for new teachers (receive SCIP
dollars)

12.Culture: Revitalize the Positive Behavior System (PBS)

Established a PBS Committee (20 staff) to expand the focus on positive behaviors and reviewed
data across campus (i.e., clinic visits, curricular needs for Tier 2 and 3, etc.)

Systematized the positive calls and rewards made to students

Contracted a Board Certified Behavior Analyst to support students and teachers (Title | funds)
Integrated EEB expectations of PBS with all curricular areas

13. Culture: Address Behavior Concerns

Staff suggestions were noted from two meetings in May:
0 More staff resources for Tier 2 and 3 behaviors
o SRO on campus



Schedule K-3 with a priority on reading

Consider Saturday School to teach social skills

Keep class size low

Focus behavior support in Kindergarten

Reuvisit ISS structure: consider reverse ISS with parent coming to class

Address tardiness schoolwide policy (students need to eat, but how to manage without
disrupting learning

0 Create a skills calendar that includes Tier 1 Social Skills instruction everyday

O O 0 O O o

14.Culture: Expand Positive Communication

e Created The Booker Buzz, a glossy newsletter that focuses on Great News at a Great School,
including featuring staff members and their Positive Behavior Support plan

e Created a flyer for parents and community that features the outstanding programs at EEB

e Send to Community partners (i.e., Community Foundation, Boys/Girls Club, Housing Authority, etc.)

e Dawn is working on a plan for regular communication with staff on upcoming events, etc.

15. Staffing: Share a Teacher Recruiting Plan

e Emphasize the following “perks” for teaching at EEB:
0 Additional support through the EEB Summer Teacher Leader Retreat
0 Support for Professional Development Opportunities through the Community Foundation
0 Hands-on support on each team: Instructional Coach and Reflective Classroom Teacher
o0 First three weeks spent with District Coaches in the classroom providing “co-teaching”
support
o0 Classroom grants specifically provided for EEB teachers through EEB School Fund
(through CFSC)
o0 Student loan forgiveness is possible for specific loans if commit to 5 years in Title | school
(Federal $)
e Create a Communication Plan with Human Resources and the District's Communication
Department

16.Parent Involvement: Seek full implementation of a 2Gen CNA program &
GED Classes for the Community

e Plan to include Suncoast Technical College’s CNA program on Colson Avenue; STC and the
Community Foundation committed funds toward the program (cost per student = $1200)

e STC s relocating the GED classes offered to the Newtown Community; Two portables will be
allocated for this effort and placed on Colson Avenue (adjoining EEB’s campus)

e Plan technology IC3 Certificated program for students and families on campus

e  Provide workshops: ESOL, AR, Mind in the Making

e Ask Parents what they would like to have offered that would benefit them

e Continue to provide parent informational and training sessions and seek additional partnerships
(i.e. Forty Carrots’ Partners in Play program at parent drop off time)



17.Community Support: Emma E. Booker Elementary School Fund
(managed by the Community Foundation of Sarasota County)

e Developed by two dedicated volunteers who started this fund to support creative teaching grants
for EEB’s teachers
e Created a flier to publicize this fund and seek ongoing donations

18.Community Support: Community Foundation of Sarasota County

e Maintain Alta Vista's Eagle Academy and support the replication of the Summer Learning
Academies at EEB, Tuttle, Gocio ($200,000)

e Partner with EEB to increase the academic achievement of students as one of the Opportunity
Schools and through their association with the Suncoast Campaign for Grade Level Reading
(focused on EEB and three other high poverty elementary schools) and Ascend’'s 2Gen
Opportunities:

o PD Conferences (approximately $700/per training): Pete suggested a July 7" ASCD

Conference in New Orleans

Classroom grants through EEB School Fund at CFSC

Summer Teacher Leader Retreat—STELLAR ($24,000)

Suncoast Science Center partnership grant ($10,000)

Support 2Gen initiatives (e.g., CNA program ~$1,000 per participant)

Outreach Specialist salary (split with STC) (~$37,000)

O O o0 O O



Decrease
suspensions at
all elementary

schools.

Goals

Increase the use of

Restorative —
Circles.
Increase

—>

behavioral support
at all schools and
strengthen PBS
programs.

Explore
alternatives to
suspension.

Standardize
retention decisions
across the district.

Standardize the
‘chat form' that
supports students
but does not
require a referral.

Process

District designed
Restorative Circle
Training for
elementary staff.

Review data and
suggestions by BCBA |
(contracted by District
and Wilkinson, Tuttle,
EEB, Glenallen, GG).

Share alternatives:
PBS, Second Chance
Contracts, Tier 3
Interventions; Update
Code of Conduct

Review all schools’
retention decision
data.

Review all school's
internal forms and
collaborate on a
standard form.

Behavior

Other Goals: Continue to monitor

1 Increase the use of Restorative Circles.
2 Increase behavioral support at all schools and strengthen PBS programs.
3 Explore Alternatives to expulsion.
4  Standardize retention decisions across the district.
5 Standardize the 'chat form' that supports students but does not require a referral.
QOutcomes
Short Medium Long
All elementary 1. Reduce suspensions
— schools have > at ALL elementary
staff schools when compared
implementing to the previous school
Restorative year.
Circle 2. Promote consistency
Strategies, among schools in
incl. SRO's discipline and retention
and MS._____ | decisions.
BCBA creates Principals
> a plan for review PBS >
support at plan to
high need reenergize as
schools. needed.
Principals Document
> continue to ideas that ’
collaborate on work to share
What Works. with all
schools.
Share options Come to
with all district
Principals. consensus on
forms, submit
for form
committee.
Share options Come to
> with all district —
Principals. consensus on
forms, submit
for form
committee.

Revised 1-9-17

Retention Form Committee
Members:

1. Sue Meckler
2. Dusty French
3. Susan Nations
4. Emilie Hansen
5.
6
7
8
9

Becky Drum

. Ellen Ziarnicki

. Mark Grossenbacher
. Barry Dunn

. Christine Oliver

10. Chris Renouf

Discipline Form Committee
Members:

1. Jaime Kisner

2. Becky Drum

3. Michelle Giddens
4. Melodie Deeds

5.
6
7
8
9

Kent Miller

. Jacob Ruscoe

. Sean Cheeseman
. Barry Dunn

. Sara Knouse



Pupil Progression: Standardizing Retention Decisions and FORM across District
(Meeting for Product-based Outcome for Grade Levels K-5):
October 5 at 4:00

“Starter” Goals:

e Elect a Facilitator who will organize the meeting dates/times and handle communication

e Review sample retention discussion forms from each school

e Review the pupil progression plan

e Come to consensus on what should be included as a criterial at each grade level, but allow for
flexibility at school sites to individualize decisions as needed

e Present the final draft to all elementary principals to consider

e After final revisions, submit to Laura for submission to all principals to review and then Laura
will submit to the Forms Committee and share with Task Force

e Involve other Curriculum Department staff as needed

Sue Meckler

Dusty French

Susan Nations

Emilie Hansen

Becky Drum

Ellen Ziarnicki

Mark Grossenbacher
Barry Dunn

. Christine Oliver

10. Chris Renouf
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DATE:

School Name
PUPIL PROGRESSION CHART
Kindergarten

Student Name: DOB: Age:
) Concepts
Subiect Letter Letter | Sight | of Print | I-Ready | |-Ready Number One to One
J Recognition | Sounds | Words (Core Reading Math Recognition | Correspondence
Program)
On
Grade Level
Below
Grade Level

School Entry Date: Number of Absences: Previous Retention: YES NO

Intervention Level: Tier Il Tier 111 Intervention Start Date: Parent Conference Dates:

Special Services: IEP ESOL 504

Recommendations: Should student be retained Yes No

Comments:

***ATTACH COPY OF MOST RECENT REPORT CARD***

*Retention will be a committee based decision and is determined on a case by case basis. The principal makes the final decision*



DATE:

School Name
PUPIL PROGRESSION CHART
First Grade
Student Name: DOB: Age:
Fluency Running :
. Sight Probe Record | I-Ready | I-Ready Fel Math
Subject e : Academic Academic
ords (Core (Core Reading Math Level/Grade
Program) Program) Level/Grade
On
Grade Level
Below Grade Level
School Entry Date: Number of Absences: Previous Retention: YES NO

Intervention Level: Tier Il  Tier Il

Special Services: IEP ESOL 504

Recommendations: Should student be retained

Comments:

Yes

Intervention Start Date:

(If previously retained, please indicated grade level)

Parent Conference Dates:

No

**ATTACH COPY OF MOST RECENT REPORT CARD**

*Retention will be a committee based decision and is determined on a case by case basis. The principal makes the final decision*




DATE:

School Name
PUPIL PROGRESSION CHART

Second Grade

Student Name: DOB:

Age:
Fluency Running -
: ) Reading ) Math
Subject Sl Probe Record | I-Ready Academic Ry Academic Level/
Words (Core (Core Reading Math
Program Prograri Level/ Grade
O ogram) Grade
On
Grade Level
Below Grade Level
School Entry Date: Number of Absences: Previous Retention: YES NO
(If previously retained, please indicated grade level)
Intervention Level: Tier Il Tier 11l Intervention Start Date: Parent Conference Dates:

Special Services: IEP ESOL 504

Recommendations: Should student be retained Yes No

Comments:

***ATTACH COPY OF MOST RECENT REPORT CARD***
*Retention will be a committee based decision and is determined on a case by case basis. The principal makes the final decision*



DATE:

School Name
PUPIL PROGRESSION CHART
Third Grade
Student Name: DOB: Age:
Fluen Runnin ;
. Puebcy Ru | dg I-Ready Felig I-Ready T Portfolio
Subject el 2801 : Academic Academic P
(Core (Core Reading Level/Grade Math Level/Grade
Program) Program)
On
Grade Level
Below Grade Level
School Entry Date: Number of Absences: Previous Retention: YES NO
(If previously retained, please indicated grade level)
Intervention Level: Tier Il Tier Il Intervention Start Date: Parent Conference Dates:
Special Services: IEP ESOL 504
Recommendations: Should student be retained Yes No

Comments:

***ATTACH COPY OF MOST RECENT REPORT CARD***

*Retention will be a committee based decision and is determined on a case by case basis. The principal makes the final decision*



DATE:

School Name
PUPIL PROGRESSION CHART
Fourth Grade
Student Name: DOB: Age:
Running Readin |-Read FSA
. I-Read FSA €d 9 Math cady
Subject R(%coc:gd . din)g/ ELA Score Academic | , demé}c . Math Math Score
Program) (from previous Level (from previous
g year) year)
On
Grade Level

Below Grade Level

School Entry Date: Number of Absences: Previous Retention: YES NO

(If previously retained, please indicated grade level)

Intervention Level: Tier Il Tier 11l Intervention Start Date: Parent Conference Dates:

Special Services: IEP ESOL 504
Recommendations: Should student be retained Yes No

Comments:

***ATTACH COPY OF MOST RECENT REPORT CARD***
*Retention will be a committee based decision and is determined on a case by case basis. The principal makes the final decision*



DATE:

School Name
PUPIL PROGRESSION CHART
Fifth Grade
Student Name: DOB: Age:
Reading Running FSA I-Ready FSA
. : I-Ready Math
Subject Academic Record : ELA Score : Math Math Score
Acad Level q
Level Pr(()%c;;?n ) Reading (from previous cademic Leve (from previous
year) year)
On
Grade Level
Below Grade Level
School Entry Date: Number of Absences: Previous Retention: YES NO
(If previously retained, please indicated grade level)
Intervention Level: Tier 11 Tier lII Intervention Start Date: Parent Conference Dates:
Special Services: IEP ESOL 504
Recommendations: Should student be retained Yes No

Comments:

***ATTACH COPY OF MOST RECENT REPORT CARD***
*Retention will be a committee based decision and is determined on a case by case basis. The principal makes the final decision*
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-xecutive Summary

Aiming Higher Together concerns what we can do as a society to overcome the systemic
predicament facing boys and young men of color (BYMOC), young males who are
identified or self-identify as blacks, Latinos, or Native Americans, in US schools. Their
unique predicament is a complex web of circumstances for which no individual is to
blame and that no one person can unravel. Across the nation, it helps produce a familiar
pattern: whether Native Americans in Arizona, Latinos in Texas, or blacks in lllinois,
BYMOC are underrepresented among youth who excel in school and overrepresented
among those with low grades, low test scores, and disciplinary problems. Individual
BYMOC with ample resources or great determination can escape or avoid the
predicament to various degrees, but none can dismantle it. Dismantling it requires the
type of social movement that President Obama’s My Brother’s Keeper initiative is

intended to inspire.

The paper argues that efforts to dismantle the predicament should begin at birth. Evidence from
the nationally representative Early-Childhood Longitudinal Study shows that, on average, BYMOC at

each parental education level lag their peers in cognitive skills by age 2. Three years later, skill gaps

measured at the beginning of kindergarten predict all of the racial difference in special education
placements by fifth grade. Studies cited in the paper found race and gender differences in home-based
learning activities in early childhood and indicate promising ways that communities can work with
parents and other caregivers to help level the playing field beginning from birth. Policy supports such as

ur:N/eWchool and paid parental leave can also help parents give their children an even start.

There is evidence that BYMOC desire to succeed academically as much as any other group.
However, they tend to start kindergarten as the lowest-achieving group in the school. This position in

the achievement hierarchy may contribute to distinctive social forces associated with race and gender

e

identity—forces that operate like crosswinds and make staying on course for school success more
challenging than for other groups. Even when they misbehave, BYMOC are often responding to peer
pressures they would prefer to resist but feel compelled to comply with. The paper uses student survey
results from thousands of classrooms, and BYMOC self-reported worse behavior than their classmates
did. However, the reason is not necessarily because they enjoy misbehavior. Instead, BYMOC were

more likely than others to agree with the statement “I do things | don’t want to do because of pressure from
L
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other students.” Hence, misbehavior is often an act of compliance and an expression of social %

vulnerability.

Additional signs of vulnerability are that BYMOC reported more frequently hiding effort—
pretending not to try—and sometimes even holding back from doing their best for fear of what other (

students might say or think (see the section “Peer Pressures, Bad Behaviors, and Hidden Ambition”).
The distinct social pressures that compel BYMOC to misbehave, the feelings of insecurity that induce
compliance with such pressures, and the negative stereotypes that misbehaviors reinforce are all
aspects of the predicament. BYMOC need help learning to resist negative peer influences and need

strategies for coping effectively with adults who respond to them based on negative stereotypes.

The paper cites evidence that some teachers are inclined to approach BYMOC more aggressively

—

because of group reputations for defiant behavior, especially among black males. Anticipated hostility
on both sides of teacher-student encounters can produce spiraling escalation of misbehavior and

excessive discipline. Interactions between students and teachers who do not know one another can be

especially problematic. On student surveys, BYMOC rated their classroom teachers the same, on
average, as their white male classmates, but there are clear racial tensions in the hallways. Compared to P

white males with the same grade point averages, adolescent males of color at every achievement level

reported giving and receiving less respect when interacting in the hallways with teachers who may not

know them. The paper cites evidence that such conditions are not inevitable and that teachers can learn

constructive ways to avoid escalation in and out of the classroom. In addition, school leaders can

S

cultivate cultures of mutual respect among students and between students and teachers. h(_/ /
Another aspect of the predicament is limited access to orderly classrooms. The Bill & Melinda Gates )

Foundation Project on Measures of Effective Teaching found that an orderly, on-task classroom is

among the strongest predictors of annual learning gains. The paper suggests that differential access to / v },,_, P
N T - - - e = B - . . l‘/ ,J’i { . ! y ,“ :
orderly classrooms is among the greatest disparities in educational opportunity. As early as upper —

elementary school, there is a strong correlation between the percentage of students of color in a class

and agreement on student surveys that “Students behave so badly in our class that it slows down our e

learning.” The paper argues that teachers in classrooms predominantly composed of students of color
need support to develop strong classroom management skills—not to be intimidating, but to be f|rm

carlng, and engaglng in ways proven to help keep stude_nts on task ThIS includes lessons that are

BYMOC are overrepresented in schools where discipline for misbehavior often leads to missed

opportunities for learning. This too is part of the predicament. The paper presents evidence from one SA@O
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@‘ state that shows black-white disproportionality in out-of-school suspensions among students referred
to the office for disciplinary reason§ is more of a between-school than within-school phenomenon. The

study that is the source for this finding is the first of its kind to make the between- versus within-school

distinction so clearly. The study found that when students were sent to the office, administrators
tended to give blacks and whites who committed the same infraction the same discipline. However,

there were between-school disparities. Out-of-school suspensions were most common in schools with

——

i

higher percentages of black students or lower scores on standardized tests of reading and math. It

appears that out-of-school suspensions are most common under conditions where administrators are

management. The paper cites some promising examples of alternatives to suspensions.

' The quality of teaching matters as well. The paper shows that no matter what the racial composition

of the classroom, BYMOC self-reported better behavior in classes that rate higher on seven

—

i1/
j YQ likely to be overwhelmed and in greater need of additional resources and supports for behavior

components of effective teaching. These include the same components of teaching that, in other

o©
Q
°
o)
=
(%]
c
[
o)
0]
1)
—
1%
(=
=y
[
—+
O
=)
o
=8
o
(%)
.
o
=
R
a
I9)
<
o
O
k)
3
o
>
o+
=
o
T
5
]
-+
@
V]
[a]
>
o
=
wn
3
S
-
o
<
o
o
=)
o
Q
o
(@]
(@]
o
3
S
o
=
o
>
~+
w
o
=}

\)

for

(Odw research, predict higher achieyement gain evelopment of agency-related factors such as

7

7 . conscientiousnegs, growth mindset, future orientation, an ioemotional skills. However, evidence in
’

2
%‘ A the paper suggests that, on average, BYMOC have less access to effective teaching than whites do. The

Our challenge, the paper argues, is to aim higher together by fostering conditions in homes, schools,

peer groups, and communities that enable instead of stifle BYMOC achievement. In some places, this

\ will require more financial resources. Nationwide, it will require taking initiative to understand the
6 ( predicament that these young men face and to nurture them more effectively from birth. This means

6(/»& effectively preparing infants, toddlers, and preschoolers for the first day of school; giving teachers the

(§ skills and supports they need to manage diverse classrooms, well prepared to provide high-quality

instruction to students at every skill level; teaching BYMOC to resist negative peer pressures and not

ﬁw impose pressures on others; instituting classroom, school, and district guidelines for empathetic and

developmentally supportive discipline; and helping BYMOC develop goals that are both inspiring and
——\——\

)(C/V\ feasible. These elements make up the birth-to-adulthood web of intentional supports that BYMOC

need to help them avoid the predicament.
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Introduction

Within every age group and every generation, there have always been males of color who achieve
excellence. As adults, men of color have been mayors, governors, CEOs of major corporations,
outstanding scientists, and even President of the United States. Still, boys and young men of color
(BYMOC) remain underrepresented among youth who excel academically and overrepresented among

those who do not.

The paper addresses ways of understanding and unravelling what it calls the predicament: a tangled
web of home, school, peer-group, and societal factors that place BYMOC from every socioeconomic level
at risk for underperformance in school and life. As individuals, BYMOC cannot easily avoid or escape
the predicament. They need help. This includes altering home, school, peer-group, and societal routines
that serve BYMOC less effectively than their peers. It also includes making BYMOC a priority at least
on a par with any other group. The paper draws upon a large body of research and presents new

findings.

While BYMOC differ in how much it affects them, the predicament is systemic in both structural
and cultural ways. It cannot be fundamentally altered by any individual; a movement is required. By far
the most prominent effort to frame, inform, inspire, and support a movement to uplift BYMOC is
President Obama’s My Brother’s Keeper (MBK) initiative. MBK is a movement rather than just an
initiative, including but also transcending policy. Certainly, professional service providers can
implement policies and programs in service to MBK goals. However, no leader or government can bring
about the changes to normal, everyday interaction needed for a broad-based transformation in what

our children, especially males of color, routinely experience. MBK’s six main goals are that
= allchildren enter school cognitively, physically, socially, and emotionally ready;
= allchildren read at grade level by third grade;
= all youth graduate from high school; \\j\/\)\;
»  allyouth complete postsecondary education or training;
» allyouth out of school are employed; and
= all youth remain safe from violent crime and receive second chances.

This paper primarily addresses the first three MBK goals.



BYMOC is a broad category, within which groups and even individuals have tremendously varied
experiences. Recognizing this, the paper considers both commonalities and differences among BYMOC.
However, it mainly contrasts BYMOC with females and white males. Also, in most cases, the paper
considers Asians as a separate group. | refer to boys and young men of color instead of nonwhites in order
to prioritize what they are (people of color) rather than what they are not (whites). By young men, |
mean older adolescents, not adults. The term minority is avoided because it is the opposite of majority,
and already there is no racial majority among babies born in the US.! Black males receive the most
attention in this paper partly because they have been the focus of more research and more data are
available and partly because their situations are often the most problematic (excepting Native

Americans, for whom there is often a lack of data).

Finally, it may be relevant to readers that the author is a black father of male children whose lives
intersect in numerous ways with the issues that the paper addresses. | am also the creator of the
Tripod® surveys upon which the paper relies extensively and the cofounder of Tripod Education
Partners, Inc., which works with districts across the nation to provide survey-based feedback from

elementary and secondary school students to their classroom teachers.

Achieving Person-Environment Fit

The predicament facing BYMOC involves a high risk for failures of person-environment fit. In organization
theory, person-environment fit pertains to the relationship of an employee to the job setting (Edwards,
Caplan, and Harrison 1998; Caplan 1987). The paper examines the concept in the context of the
student and the school. Quality of person-environment fit depends on how well the student is prepared
to assume roles that teachers, counselors, and administrators expect of him and how willing and able
those adults are to adapt in ways necessary to effectively teach and nurture the student. There are five major
components, each involving a type of preparation, to a strategy for achieving and sustaining person-

environment fit for BYMOC and others in elementary and secondary schools (see figure 1).

2 AIMING HIGHER TOGETHER: EDUCATIONAL OUTCOMES FOR BOYS AND YOUNG MEN OF COLOR



FIGURE 1

Five Strategic Components to Achieve Person-Environment Fit and School Success

PARENTAL PREPARATION Parents know (or learn) how to lay

early foundations at home.

BYMOC arrive at formal schooling
prepared to fit academically.

BIRTH-TO-5 CHILD PREPARATION

Educators are willing and able to

K-12 EDUCATOR PREPARATION etk s

The school organization nurtures
BYMOC responsively.

K-12 ORGANIZATIONAL PREPARATION

The community prioritizes all

COMMUN'TY PREPARAT‘ON p youths, mobilizes resources, and

cultivates positive peer supports

1. Parental Preparation: Parents Know (or Learn) How to Lay Early Foundations. Parents and
caregivers need to understand the importance of very early childhood learning experiences for
BYMOC beginning at birth. Parental engagement throughout the school years is also important
but not a focus of the paper. Parents need supports to help them understand how they can help
their children. Under conditions of hardship and stress, parents may also need support to follow
through and actually do the things they know (or learn) are important.

2. Birth-to-5 (and Continuing) Preparation: BYMOC Arrive at Kindergarten Prepared to Fit
Academically. Many boys of color enter kindergarten unprepared and experience a poor
person-environment fit on their very first encounter with formal schooling. Enhanced parental
preparation as well as access to quality child care and preschool settings can help. For all
children, ensuring availability of affordable slots in high-quality preschool settings should be a 5

N

policy priority. In addition, high-quality nurturance for infants is more feasible with paid

parental leave policies.2

3. K-12 Educator Preparation: Educators Willing and Able to Teach BMYOC Effectively.
Educators in K-12 schools and classrooms need professional supports to master the art of
teaching in general and for supporting BYMOC in particular. The paper shows that BYMOC
tend to be more concentrated than white males in classrooms that are difficult to manage both
academically (because more students struggle) and behaviorally (because more students
misbehave). Teachers in high-poverty settings especially need more skills for engaging

students, helping struggling learners, and managing behavior. Teachers of BYMOC need

AIMING HIGHER TOGETHER: EDUCATIONAL OUTCOMES FOR BOYS AND YOUNG MEN OF COLOR 3
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w that help them override their impulses to respond based on negative stereotypes and

avoid emotional escalation when, for example, either the student or the teacher feels
misunderstood or disrespected. The paper presents evidence that educators can improve along
multiple dimensions, including through anti-escalation programming.

K-12 Organizational Preparation: the School Organization Nurtures BYMOC
Empathetically. School leaders should monitor formal and informal rules and procedures and
modify any that fit poorly with developmental goals. The paper presents evidence that the
pattern of higher out-of-school suspension rates for BYMOC referred to the administrator’s
office for disciplinary reasons may operate more between schools than within schools. Youth of
any background are more likely to receive an out-of-school suspension in schools where a
higher percentage of students are BYMOC. Administrators need more developmentally
appropriate ways of managing discipline. The paper identifies examples of progress.
Community Preparation: The Community Prioritizes ALL Youths and Cultivates Positive
Peer Supports. School and community leaders should ensure that adults and peers treat the
developmental needs of BYMOC as a priority at least on a par with that of any other group. This
includes ensuring that schools have adequate financial resources and professional cultures of
continuous school improvement. It also includes helping BYMOC create and sustain the
positive peer supports that they really want. Survey evidence indicates that BYMOC in
secondary schools are more likely than other groups to succumb to negative peer pressures and
do things that they would prefer not to. This reflects how BYMOC are socially positioned
structurally, and social repositioning is not something that BYMOC can do on their own.

Leadership and school-community reforms are required.

Skill Gaps to Close at All Parental Education Levels

There is plenty of evidence that narrowing gaps between BYMOC and white males of skills measured by

standardized tests would help equalize other life outcomes (Fryer 2011). This evidence is discussed

below. However, it seems important to first acknowledge that standardized test scores are

controversial. People of color have historically been excluded from opportunities or labeled as

genetically inferior based on standardized test scores (Kevles 2004). While gaps remain, progress has

gradually robbed genetic arguments of their steam. Between 1970 and 2000, the black-white I1Q gap
shrank by 25 percent (Dickens and Flynn 2001, 2006), and between 1971 and 1988, the reading score

gap between black and white 17-year-olds shrank by 62 percent.3 Recent data show that math scores
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for 9-year-old black and Latino children now equal or exceed those of whites from 35 years ago.4

Differences are not written in stone, and progress is possible.

At every age, many BYMOC do better than many whites, and vice versa. The disparities that are the

focus in this paper concern group averages and exist at all parental education levels. Nationally S

representative data show that even among children with highly educated parents, children of color S 7
score lower than whites on cognitive skills assessments. Figure 2 shows cognitive gaps for 2-year-old / (l
males while figures 3 and 4 show disparities for 12th grade males in math and reading. All three figures /%é

~-

show the gaps between white children and black, Latino, Asian-Pacific Islander, and Native American
children. The light-blue bars represent gaps between children of parents with no postsecondary
education and the darker blue bars represent gaps between children whose parents are four-year
college graduates. In 8 of the 12 instances, gaps are greater among children of college graduates. Hence,

we need to improve outcomes for BYMOC from homes of all parental education levels.

FIGURE 2

Cognitive Skill Gaps at 24 Months for Male Toddlers by Race/Ethnicity and Parental Education Level
Compared with whites, 2003-04, population SD units

Parents graduated high school # Parents graduated college

-0.69

Black Latino Asian-Pacific Islander Native American

Source: Constructed by the author from data provided by William Monson with Julia Gelatt of the Urban Institute using the Early
Childhood Longitudinal Study, Birth Cohort, data from 2003-04.
Note: Parental education is the highest educational attainment of any parent in the child’s household.
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FIGURE 3

NAEP Reading Score Gaps for 12th Grade Males by Race/Ethnicity and Parental Education Level
Compared with whites, 2013, population SD units

Parents graduated high school ® Parents graduated college

-0.18

-0.56

-0.62

Black Latino Asian-Pacific Islander Native American

Source: Calculations by the author using data downloaded from the National Assessment of Educational Progress Data Explorer,
https://nces.ed.gov/nationsreportcard/naepdata/dataset.aspx.

Notes: The population standard deviation for males and females combined was used for converting scaled scores to standard
deviation units. Based on information available at https://nces.ed.gov/nationsreportcard/tdw/analysis/trans.aspx, the standard
deviation was set to 50 for math scores and 35 for reading scores. For Native Americans, no gender breakdown was available for
males whose parents were high-school graduates, so the score for males and females combined was substituted for this one
group.

The late-20th-century relationship between reading, math, and reasoning skills and racial income
inequality became clear around 1990. In 1980, the National Longitudinal Survey of Youth used the
Armed Forces Qualifications Test to measure the skills of a nationally representative sample of 12,000
15- to 22-year-olds. Follow-up interviews were conducted annually, and by 1990, the original sample
participants were between 25 and 32 years of age. Many were in the labor force. Controlled for
parental education level and other background variables, the black-white and Latino-white gaps in
1980 test scores largely predjcted the hourly eatnings gaps between.blagk)\Latino, and white males in
1990 (R. Ferguson 2007; Fryer 2011; Neal and Johnson 1996).
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FIGURE 4

NAEP Math Score Gaps for 12th Grade Males by Race/Ethnicity and Parental Education Level
Compared with whites, 2013, population SD units

Parents graduated high school ¥ Parents graduated college
0.50

0.37

-0.93
Black Latino Asian-Pacific Islander Native American

Source: Calculations by the author using data downloaded from the National Assessment of Educational Progress Data Explorer,
https://nces.ed.gov/nationsreportcard/naepdata/dataset.aspx.

Notes: The population standard deviation for males and females combined was used for converting scaled scores to standard
deviation units. Based on information available at https://nces.ed.gov/nationsreportcard/tdw/analysis/trans.aspx, the standard
deviation was set to 50 for math scores and 35 for reading scores. For Native Americans, no gender breakdown was available for
males whose parents were high-school graduates, so the score for males and females combined was substituted for this one
group.

Recently, Roland Fryer (2011) analyzed data for the same sample, now in middle age.5 He found

that people with higher Qualifications Test scores as 15- to 22-year-olds were less likely to be

unemployed or incarcerated in their forties and more likely to earn higher wages and be in good health.

—

Fryer adds to the evidence that academic skills are a major remaining contributor to earnings and
quality-of-life disparities between blacks, whites, and Latinos. He uses a variety of sources and multiple
approaches to document continuing achievement gaps. While it is true that scores are higher and racial
gaps smaller than several decades ago, showing that progress is possible, large gaps remain and have

consequences.

The long-tern jegarding skill disparities should be excellence with group-proportional equality.

Figure 5 shows two fiypothetical overlapping bell-shaped skill distributions, one for BYMOC and the

other for white males. Marketable skills are measured along the horizontal axis. The goal is not simply
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for BYMOC to match white males, but for both groups to reach a higher standard expressed by the third
curve, excellence with group-proportional equality. In this ideal condition, both groups have achieved

excellence and group membership is no longer a meaningful signal of marketable skill.

FIGURE 5

Excellence with Group-Proportional Equality

Boys and young Long-term target
menof color ~ White males for all groups
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.‘%‘,
/ AN
ﬂ. ‘;\ ..
& e
F-4 F
/ / \
/ /
3 !
/f \
/ \
/’J N\
e y N

Marketable skills

About the Paper

The paper has five major sections. The first section, “Birth-to-5 Preparation,” concerns cognitive
development from birth through age 5 and addresses patterns in what children experience
developmentally. It relates to the first two components of the person-environment fit strategy: parental

preparation and birth-to-5 child preparation.

The second section, “Quality and Fit in K-12 Classrooms,” relates to the K-12 educator preparation
component of the person-environment fit strategy. Classroom-level student surveys play a central role
in measuring student perceptions of the quality of teaching they experience. The section discusses two
types of comparisons: One concerns how BYMOC and white males perceive teaching and learning in
the same classroom. The other concerns how students in different classrooms—especially classes with

very different racial compositions—perceive those classrooms.

The third section, “Disproportionality and Bias,” considers the multiple forms that bias can take. It

presents evidence on racial, ethnic, and gender disproportionality in course placements, behaviors, and
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discipline. This relates most directly to the K-12 organizational preparation component of the person-

environment fit strategy.

The fourth section, “The Person-Environment Fit Predicament,” pulls together themes from the
paper into a schematic where cultural mismatches, disparate resource levels, and early skill gaps are the

major contributors to the predicament.

“How Schools Improve for Males of Color,” the final section, concerns improving schools as

organizations to nurture BYMOC toward better academic and developmental outcomes.

The paper is not suggesting that every family or community of a particular racial, ethnic, or
socioeconomic group, or all parents whose child is of a particular gender, fit a particular pattern. It
addresses group-level patterns to which the available evidence calls our attention. Even among
BYMOC, experiences differ systematically—especially in relationship to socioeconomic status—and
family-background patterns have been heavily influenced by historical forces.® However, historical
antecedents such as slavery and Jim Crow are beyond the scope of this paper.7 Instead, the emphasis is
on what BYMOC experience in the contemporary US, beginning at birth, and how those experiences

need to improve through family, school, community, and political reforms.

The paper treats systematic racial and ethnic differences in development as consequences of lived
experiences.8 It is acknowledged that differences between boys and girls may have genetic components.
It has been suggested that girls perform better in reading because of certain identifiable biologic
phenomena, but scientists disagree about how strongly.9 The paper cites evidence that girls receive
more literacy support as toddlers than boys and that at least some gender differences are
environmental. Therefore, this paper is focused on racial, ethnic, and gendered patterns in children’s
lived experiences that, based on research, seem to contribute to developmental disparities. It addresses
sensitive topics, challenges some standard assumptions, and identifies practical ways to help more
BYMOC succeed in school and life.
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Birth-to reparation

From birth, children’s interactions with the people around them shape their readiness for the
classroom. The nature of these interactions determines how well they develop in controlling their
emotions and behaviors; performing age-appropriate literacy, reasoning, and numeric tasks; paying
attention to instructions; following directions; communicating verbally; and performing basic

perceptual, fine-motor, and gross-motor tasks. The sum of these skills constitutes school readiness.™

Beginning from Birth

Science teaches us that human social and cognitive development depend upon everyday lived
experiences. Nature and nurture interact to affect how genes express themselves. The loving, talking,
counting, playing, and literacy activities that children experience during the first three years of life
influence how their brains take shape and help determine strengths and weaknesses that manifest later

in life.

The brain begins developing a few weeks after conception. It grows to about 80 percent of adult
size during the first three years of life, a period of tremendous neural plasticity. There are two types of
plasticity: developmental plasticity and adult plasticity. Developmental plasticity for social skills and self-
control extends into early adulthood. However, for cognitive skills (i.e., academic skills) it ends earlier.
By the time a child reaches adolescence, academic learning involves adult plasticity. Learning continues,
but not so easily as when children were younger and their brains soaked up knowledge like sponges

(Nelson and Sheridan 2011).

BYMOC and other children have the best chance in life when provided with lots of appropriate

stimulation during the first few years when developmental plasticity for academic skills is greatest and

cognitive development most automatic. In a sense, the brain during this time is like a savings account

with an extraordinarily high long-term rate of return. The experiences and supports that parents and

caregivers supply are the deposits.
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Such differences between BYMOC and whites are hardly evident at all around the age of one, but are

clearly apparent by age 2 (Fryer and Levitt 2013; Halle et al. 2009). The best data on the topic come
from the Early Childhood Longitudinal Study, Birth Cohort (ECLS-B). Computations using the ECLS-B
are the basis for figure 2, presented earlier, showing racial and ethnic differences between 2-year-old

males. ™

That cognitive gaps can already be stark at 24 months has been well documented. In a recent,
widely cited study focused on socioeconomic status (SES) gaps, the authors summarized their findings
as follows: “The most important findings were that significant disparities in vocabulary and language
processing efficiency were already evident at 18 months between infants from higher- and lower-SES
families, and by 24 months there was a 6-month gap between SES groups in processing skills critical to

language development” (Fernald, Marchman, and Weisleder 2013, 234).

Meredith Phillips (2011, 221), using data from the nationally representative Panel Study of Income \LLQO /i

Dynamics, found that between birth and age 2, “black children spend 140 fewer hours in literacy

activities than white children, even when children from similar family backgrounds are compared” (emphasis
1

S—
added). Phillips found that ractai gaps remain in both reading time and parent-child conversations, even
after accounting for the social class measures in her data. Such findings are important because reading

and parent-child conversations are things that families and communities can do something about.

Let me assert explicitly that this information should not be used to judge parents. Parenting is as
historically grounded as any other aspect of human endeavor, in which approaches are handed down
across generations and new parents learn caregiving from older family members. History has produced
distinctive styles of parenting, discussed by authors such as Brooks-Gunn and Markman (2005), Lareau
(2011), Baumrind (1966, 1996), and Sorkhabi and Mandara (2012). Styles vary systematically by
socioeconomic background, race, and ethnicity, reflecting customs as well as family resources. We are
now at a particular point in history and each of us is part of the process through which future
generations can benefit from what we have learned about the parenting and caregiving strategies that

give children the best chance to succeed in school and life.
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Gender Differences in Early Nurturance

A meta-analysis on any given topic combines many individual studies to reach an overall conclusion
about what all of them together teach us. Lytton and Romney (1991) conducted a large meta-analysis of
studies on whether parents treat girls and boys differently. While they did not find clear evidence of
gender differentiation in amounts of parent-child interaction, achievement encouragement, warmth,
strictness, or use of reasoning, they did find evidence that parents encourage sex-typed play activities.
Fagot (1978) also found that parents of toddlers responded more positively to girls asking for help than

S

boys. Girls received more positive responses and asked for help three times more often than boys did.

The author questioned whether parents responded more positively because they perceived girls as

more in need of help, but ruled out that possibility. Rather, adults tended to perceive girls as more.

e

competent than boys. While both examined gender differences, neither Lytton and Romney nor Fagot

explicitly addressed race, ethnicity, or socioeconomic status.

A recent study examines the activities that low-income African American, Latino, and white fathers
engage in with their children at ages 2, 3, and 4 (Leavell et al. 2012). The study found that all three

groups of fathers engaged sons in physical play more often than daughters and daughters in literacy

activities more often than sons. Literacy activities were most common among fathers of white girls and
least common among fathers of Latino boys. The authors expected that gendered activities would
increase as children got closer to age 4. To their surprise, they found that gendered differences in

parenting were in place by the age of 2.

Ultimately, there is no consensus on just how strongly gender differences in lived experiences, as
opposed to biology, shape cognitive development. Still, we know that gender matters sociologically.
Albert Bandura and Kay Bussey (1999, 676) offer a social-cognitive theory of gender development. They
write, “In this theoretical perspective, gender conceptions and roles are the product of a broad network
of social influences operating interdependently in a variety of social subsystems.” Because gender is so
central in life, children can distinguish between the sexes of people around them in the first year of life.
They begin behaving in gendered ways by age 1. As Bandura and Bussey (1996) point out, toddlers
detect subtle differences in the positive or negative reinforcements they receive, depending upon
whether they model their behaviors after the females or the males in their own households. Parents
need to be aware of the subtle ways that gender biases may undermine their sons’ cognitive

development and make sure their sons receive early support for cognitive growth.
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Programming for Infants and Toddlers

There is ample evidence that developmental outcomes for infants and toddlers can be improved

(Astone et al. 2015). Home visiting and early education programs have proven effective in se |
experimental studies with randomized treatment and control groups, only if they are of high qu@

The things that make programs effective for infants and toddlers also foster healthy development at

home. Indeed, home visiting programs focus directly on affecting how caregivers interact with their

children and take care of themselves in the home.

While home visiting programs reach children by helping parents develop better routines and skills,
child care programs work directly with children (and sometimes parents). Programs with well-trained
and effectively supervised staff and clear goals and procedures tend to more consistently achieve
positive results, but these are often very small programs serving limited numbers of children. The
regular federal Head Start program begins at age 3, but there is also an Early Head Start program
designed for infants and toddlers. An evaluation of Early Head Start found small but positive initial

effects on cognitive test scores as well as some measures of behavior (Love et al. 2005).

The most famous child care program for infants and toddlers based on high-quality evaluations and
showing long-term results is the Carolina Abecedarian Project. It is often mentioned in the same breath
as the famous Perry Preschool Prt;je/cm;;v\éd 3- and 4-year-olds, not infants and toddlers.
The Abecedarian project began serving children from high-poverty backgrounds at 3 to 6 months of age
and stayed with them and their families through the early elementary years. From entry as infants
through age 5, children attended a full-time, high-quality educational intervention in a child care setting.

Each child had an individualized plan of educational activities (“games”) focused on social, emotional,

Carolina Abecedarian project have continued to show positive effects compared to the control group

and cognitive development, with special attention to language development. Participants in the %
well into their thirties and forties,™ adding to the evidence that high-quality early education programs
can produce long-lasting results.

Such programs are typically small, and access is often limited to the neediest families. As indicated

above, racial and socioeconomic disparities also exist between families that are not highly

@Mlﬁg_e_d. Recall from figure 2 that even among children with college-educated parents, racial gaps
between group averages are evident by 24 months. Meredith Phillips (2011) indicates that such
differences may be due to early experiences at home. Therefore, it may be possible to narrow gaps that
emerge in early childhood through local civic strategies that use organizing and social-marketing

methods to share information with all types of families.
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The potential effects of organizing and social-marketing campaigns on caregiving for infants and
toddlers have yet to be proven, but these efforts may be the only hope to achieve as broad an effect as is
needed. Civic communities around the nation are beginning to respond, and there are a number of city-
level initiatives focused, for example, on talking to infants, toddlers, and preschoolers. Many are listed
on the website of Too Small to Fail, an initiative launched by Next Generation and the Clinton
Foundation. Too Small to Fail “aims to help parents and businesses take meaningful actions to improve
the health and well-being of children from birth through age 5 so that more of America’s children are
prepared to succeed in the 21st cen'cury."14 Too Small to Fail has helped spearhead work in Tulsa,
Oklahoma, and Oakland, California. In addition, the website identifies word-gap campaigns in
California, Colorado, Connecticut, the District of Columbia, Florida, Georgia, lllinois, Indiana,
Massachusetts, Missouri, New York, Tennessee, Washington, and Wisconsin." Other initiatives are

listed in Dana Suskind’s (2015) book, Thirty Million Words.

A coalition i , Massachusetts, is leading an effort to saturate the city with a set of strategies

called t

oston Basics fof children age 3 and under. Working through a deep network of
organizations that touch virtually everyone in the city, including health centers, churches, schools,
personal care establishments, recreation centers, and large employers, the Boston Basics Campaign
seeks to change extended-family social norms around early childhood caregiving. The Basics are “five

”

fun, simple, and powerful ways that every family can give every child a great start in life. ! They are
being disseminated by a coalition of organizations using a variety of methods for engaging not only
caregivers but also the family, friends, service providers, and associates who support and influence

them.”
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Programming for Preschoolers

Skill gaps among preschool children build upon the patterns introduced above for infants and toddlers.
Recently, a panel of 10 experts led by Hiro Yoshikawa (2013) conducted an authoritative review of
research-based knowledge on the value of preschool education. As of 2013, 42 percent of 4-year-olds
attended either public prekindergarten programs (28 percent), Head Start (11 percent), or special
education preschool programs (3 percent) (Barnett et al. 2015, 7). The best programs pass a social cost-
benefit test. Yoshikawa and his colleagues cite a review of studies covering 84 programs for which
children gain, on average, about a third of a year of additional learning across language, reading, and
math skills. Furthermore, “At-scale preschool systems in Tulsa and Boston have produced larger gains
of between a half and a full year of additional learning in reading and math. Benefits to children’s socio-
emotional development and health have been documented in programs that focus intensively on these
areas” (Barnett et al. 2015, 1). Effects are more mixed in programs that do not focus explicitly on

specific outcomes.

So far, this paper has emphasized academic skill measures, important predictors of adult outcomes
such as racial income disparities.18 But other developmental outcomes matter too. In fact, the strongest

effects of the Perry Preschool experiment have been on “externalizing behaviors.” Externalizing

behaviors are negative behaviors directed at the external environment and include such things as

fighting, refusing to follow rules, cursing, and stealing.

A study of data from the Perry Preschool project by Heckman, Pinto, and Savelyev (2013)
concluded that “[t]he effect of the intervention on life outcomes operates primarily through the
program’s enhancement of externalizing behavior.” They found that 20 to 60 percent of the effect of
Perry Preschool on adult crime for males and about 40 to 60 percent for females was through the effect
on externalizing behaviors. Research by Segal (2013) indicates that, over time, externalizing behaviors
settle into personality traits, and behavioral tendencies become very stable as soon as the early-to-
middle teen years. A person’s behavior still varies in response to externally imposed costs and benefits,
but internal self-management skills and tendencies are mostly in place by the eighth grade (Segal 2008).

Consequently, socializing forces during the early childhood and elementary years really matter.

There is evidence from Massachusetts and North Carolina that high-quality preschool experiences

can increase school readiness and reduce the likelihood of special education placements through third

grade (Muschkin, Ladd, and Dodge 2015; Duncan and Murnane 2014). A central remaining challenge in
i
the field of preschool programming is ensuring consistently high quality. Yoshikawa et al. (2013) report

that large-scale studies find only a minority of preschool programs are able to consistently provide
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services of sufficient quality to improve school readiness and support for instructional improvement in

these programs is regrettably low.

Chronic absenteeisrﬁ is also a problem. A recent study from Ehrlich et al. (2013) for the Chicago
Consortiumfo esearch reports that “[c]hildren with better preschool attendance have higher
kindergarten readiness scores; this is especially true for students entering with low skills.
Unfortunately, many preschool-aged children are chronically absent.” Interventions are sorely needed
to help parents of preschool children understand the importance of daily attendance and support them
in overcoming barriers to attendance, and reforms are needed to ensure more consistently high-quality

preschool programming.

What Gaps in Kindergarten Readiness Predict

Researchers Amy Claessens, Greg Duncan, and Mimi Engel (2009) used the nationally representative
Early Childhood Longitudinal Study, Kindergarten Cohort, (ECLS-K) to study how kindergarten skills
predict performance on fifth-grade reading and math tests (Duncan and Magnuson 2011). They
controlled for a number of socioeconomic background factors and focused only on within-classroom
variation. Across a large number of fifth-grade classrooms, they designed the study to show why some
students have higher scores in reading and math compared to other students in the same classroom. The
kindergarten metrics that they used to predict fifth-grade reading and math fell into two categories. The
first, “achievement skills,” included kindergarten reading scores, math scores, and attention skills (the
ECLS-K Approaches to Learning [ATL] index, where the teacher rates how focused and on-task the child
tends to be). The second category, “socioemotional skills,” comprised teacher ratings of child

misbehavior (externalizing), mood (internalizing), and social skills.

To their surprise, the authors found that kindergarten socioemotional skills did not predict fifth-

—

iﬁlde reading and math scores. The most likely explanation is that most children grow out of the

behavioral and emotional orientations that cause low socioemotional scores in kindergarten (Duncan
and Magnuson 2011). The small number who do not outgrow such tendencies face greater risk of
involvement in crime as adolescents (Duncan and Magnuson 2011, 64). Generally, however, a
kindergartener’s misbehavior or sullen attitude is not a precursor to poor academic performance or

even behavioral problems in later grades.

Instead, Claessens, Duncan, and Engel found that all three components of the achievement skills

category—reading scores, math scores, and attention skills—predicted fifth-grade reading and math
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scores. They concluded, “The most powerful pre-school avenue for boosting fifth-grade achievement

appears to be improving the basic academic [including attention] skills of low-achieving children prior to

kindergarten entry” (Claessens, Duncan, and Engel 2009, 415).

In explaining the results from this study, Duncan and Magnuson (2011, 50) write, “Children’s skills
at school entry facilitate the acquisition of more sophisticated skills later. But they also shape children’s
environments, particularly interactions with teachers and classmates, school experiences such as
placement into ability groups, and interactions with family members. These environments can in turn
affect children’s learning and skill development throughout the school years.” Hence, they report a clear

connection between early childhood learning and person-environment fit in school.

A recent study by Christopher Cornwell, David Mustard, and Jessica Van Parys (2013) uses the
same ECLS-K data to provide a vivid example of how attention skills in particular may help shape

children’s classroom environments. The study is especially germane because of its focus on gender gaps.

The authors examined whether grading in elementary school classrooms might be biased against
boys. In the first part of their analysis, they estimated within-race/ethnicity gender gaps for both grades
and test scores for blacks, Latinos, and whites. They found that boys in each group tended to score as
well as or better than girls on standardized math and science tests. Nonetheless, teachers consistently /&/7(66/

rated the math and science performance of boys lower—compared to girls—than their test scores

seemed to warrant. Similarly, although boys did not perform as well as girls on standardized reading

tests, teachers rated boys even lower than predicted by their scores.

~—

—

When the authors controlled for the same ATL metric that Claessens, Duncan, and Engel used to
measure attention, the apparent bias in teacher grading entirely disappeared. Teachers rated boys of all
groups about 15 percent lower than girls on the ATL. The authors write, “We document that &ilis/:{i

substantially more amenable to the learning process than boys, and that this noncognitive skill is a
significant factor in teacher assessments, even after controlling for test outcomes” (Cornwell, Mustard,

and Van Parys 2013, 239) | rf sore %

Cornwell, Mustard, and Van Parys suggest that boys being less attentive than girls might dampen
teacher support and thereby lessen their learning opportunities. Amplifying the issue, Duncan and @
Magnusson (2011, 56) present evidence from the ECLS-K that teacher ratings of both attention and é
misbehavior are worse for boys than for girls in both kindergarten and fifth grade. Indeed, teacher

ratings of fifth-grade behavior were worse for boys than for girls, worse for children from lower

socioeconomic backgrounds, and worse for lower achievers than for higher achievers. Note that

BYMOC are overrepresented in each of these categories. Also recall that kindergarten misbehavior
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does not predict fifth-grade misbehavior. Instead, group differences in misbehavior develop after the

start of kindergarten and involve issues of person-environment fit during the school years.

In summary, the evidence in this section shows that gaps in preparation for reading, math, and
attentiveness that accumulate from birth through age 5 affect person-environment fit and achievement
at least through the fifth year of elementary school. Efforts to avoid negative disproportionality in
elementary school achievement should begin long before kindergarten. Additional impacts of

kindergarten readiness on special education placements are addressed in a later section of the paper.
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Quality and Fit in K-12 Classrooms

In early childhood, child preparation means that parents and other caregivers provide learning and skill-
building experiences to enable a strong person-environment fit for the child when they finally start
school. Parents remain important during the school years, but educators assume a major role in helping
prepare the child for success in later grades. How effectively they are able to perform that role
determines how prepared the child is to experience person-environment fit moving forward. This

section and those that follow ask several questions:

= Effects on Student Engagement: In what ways might educator and organizational preparation

affect what BYMOC experience in school and how effectively they engage in their studies?

= BYMOC Disparities: Regarding educator preparation, do BYMOC experience lower quality
instruction than white and Asian males? Within classrooms? Between classrooms? Does the
instructional quality that BYMOC experience correlate with their behavior or academic

performance?

=  School Climate: Regarding organizational preparation, how well do schools foster climates

where adults and students alike support BYMOC as achievers? Do differences in peer norms

and social expectations for BYMOC help account for lower average levels of achievement and

attainment compared to other groups? Can such norms be influenced?

=  Attitudes/Feelings of BYMOC: How effectively do educators help BYMOC feel welcome in
school, respected and inspired to do their best work, and optimistic about the future? In what
ways do feelings of insecurity affect the ways BYMOC and their teachers interact with one

another and pursue goals for teaching and learning? What can be done to help?

In the following sections, | present evidence to answer these questions and suggest some promising

ways to respond through policy and targeted programming.

Measuring Teaching Quality

How can we know whether BYMOC, on average, experience lower-quality instruction than white and

Asian males? Can looking at test-based measures provide an answer? Probably not. However, because
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test score approaches to measuring teacher quality are so common, it makes sense to briefly explain the

issue before taking an alternative approach.

A common measure of teaching quality is the “value-added measure” (VAM) score. A VAM score for
ateacher’s classroom measures the improvement in test scores that students achieve over and above
|€VE OVET ahd abov

(or perhaps below) what a statistical analyst predicts those students would have achieved in an average

teacher’s classroom. VAM scores are estimated using current test scores adjusted for previous test
mnt background characteristics that tend to correlate with the unadjusted scores. If
classrooms, on average, see smaller test score gains when they have larger percentages of BYMOC, the
VAM score for each classroom is adjusted to remove the difference in gains predictable based on the
percentage of BYMOC. In this way, the effect of having more BYMOC (or more students with a father in
the home or with highly educated parents, etc.) is removed from the VAM estimate. Hence, VAM scores
cannot tell us whether BYMOC (or other students with particular background characteristics) are

exposed to lower-quality instruction. VAM is most appropriate when the primary goal is to err on the

side of fairness to teachers. If the goal is to measure differential access to quality instruction for
particular subgroups—such as BYMOC—then VAM is not a useful approach. At the same time, using
unadjusted growth scores does not solve the problem of attribution because it does not isolate the role

of the classroom from many other factors affecting achievement growth.

An alternative way to assess instructional quality in a classroom is to ask the students.’” The Bill &

Melinda Gates Foundation Measures of Effective Teaching project studied how student survey

responses in upper elementary and middle school classrooms related to test score gains and

.
observation scores from trained observers. Each classroom in the study had multiple measures.

Eesearchers found that survey responses, value-added gains, and observation scores cross-validated
one another. They concluded that the Tripod® survey provides a valid and reliable measure of
instructional quality. Survey items pertain to individual classrooms and results provide confidential
feedback to a teacher about a specific classroom.”’ The surveys are designed using Tripod’s 7Cs™
framework summarized in box 1. Each of seven instructional quality components is measured using an
index of multiple survey items crafted to measure the respective construct. In addition, students answer

_
questions about their own skills, attitudes, effort, and behavior.

—
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BOX 1
Tripod’s 7Cs Components

= Care concerns whether the teacher develops supportive relationships with students and is (N
attentive to their feelings. “My teacher in this class really tries to understand how students feel
about things” or “My teacher seems to know if something is bothering me.”

= Confer concerns the degree to which the teacher elicits ideas from students and welcomes
their feedback. “My teacher welcomes my ideas and suggestions” or “My teacher wants us to share
our thoughts.” Classrooms that students rate high on confer are more “student centered” than
those where only the teacher’s perspective is valued.

=  Captivate pertains to how effectively the teacher stimulates student interest, A reverse-coded
item in this category is “This class does not keep my attention—I get bored.” A positively worded
item is “My teacher makes lessons interesting.”

= Clarify concerns how effectively the teacher is able to help students understand lessons,
especially with regard to concepts students may find difficult. “My teacher explains difficult things
clearly.”

= Consolidate concerns making learning coherent and checking for understanding. “My teacher
takes time to summarize what we learn each day” and “My teacher checks to make sure we
understand what s/he is teaching us.”

»  Challenge concerns both effort and rigor and a teacher’s insistence that students work hard

and persistint ifficatty. “My teacher accepts nothing less than our best effort” and “My
teacher wants us to really understand the material, not just memorize it.”

= Classroom Management concerns the degree to which the class is both well behaved and on
task. “Students in this class behave the way my teacher wants them to” and “Our class stays busy and

doesn’t waste time.”

What Upper Elementary Students Say across 2,700
Classrooms

To assess whether BYMOC have equal access to high-quality teaching in upper elementary-schools, |

examine third-, fourth-, and fifth-grade classrooms that completed surveys e data are
not nationally representative, but instead represent districts where officials chose to use particular

versions of Tripod surveys for teacher feedback.?* All are in the US and most are urban. What | report
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below is based mostly on a subsample of 2,700 classroom surveys that included self-assessment
variables important for the present analysis. Eighty percent of the observations in the subsample are
from 3 districts and the rest are from schools in 19 other districts. | make no adjustments for student
socioeconomic backgrounds because my interest is in differences in learning environments to which
students actually have access, not in explaining what those environments would be if all students came

from the same background.

Teaching Quality in Upper Elementary

I begin by asking whether, on average, BYMOC report lower-quality instruction than white and Asian

males in the same classroom. The answer is that care is the only 7Cs component on which BYMOC rate

teachers lower than their white and Asian classmates. However, even this miniscule difference of only
0.05 standard deviation disappears when comparing boys who report the same level of attention and
obedience in class. Other than care, BYMOC actually tend to rate teaching slightly more favorably.22
There is no evidence from the 2,700 upper elementary classrooms that BYMOC perceive teaching as
less effective than their white and Asian male classmates. Again, this is the pattern when making only

within-classroom comparisons between groups.

Alternatively, we can ask about differences between classes instead of within classes. If BYMOC
have less access to well-taught classrooms, and consequently are more concentrated in poorly taught
classrooms, then ratings of instructional quality should be lower for classes with higher percentages of

BYMOC.

When | analyze between-classroom differences in instructional quality ratings using only the
classroom racial composition as a predictor, | find that classrooms with higher percentages of students
of color rate teachers lower on care, confer, challenge, and classroom management.23 But the percentage
of students of color does not predict negatively for the other 7Cs components and sometimes predicts

positively. Stated differently, classrooms with higher percentages of non-Asian students of color tend to

judge teachers as moderately less caring, less communicative, less challenging, and less effective at

managing conduct.

In addition, upper elementary classrooms with more students of color tend to differ from others in

their responses to the following three items:

= “Sometimes my teacher says that | don’t pay attention.”
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= “lobey therules in this class.”

= “When you were younger, what kind of marks (or grades) did you usually get in school?” Students who

respond that the marks they received were either “some good, some not” or “not good” are

classified as lower achievers. Others are classified as higher achievers.

Controlling for responses to these three items completely wipes away any negative association of
teaching quality ratings with the percentage males or females of color,?* reminiscent of the Cornwell,
Mustard, and Van Parys study discussed above. Recall that including the teacher’s assessment of how
well students paid attention using the ATL metric removed the appearance of teacher bias in assessing

male achievement.

Indeed, each of the studies cited concerning the school years dealt with disparities in attentiveness,
not just in reading and math skills. Recall the Claessens, Duncan, and Engel finding that kindergarten

ratings of attentiveness helped predict fifth-grade reading and math skills but kindergarten -

socioemotional behaviors did not. Given the importance of attentiveness, let us look at group-level

differences for “Sometimes my teacher says | don't pay attention.” Again, the 2,700-classroom subsample is

used where this variable is available.

Figure 6 shows patterns for Asians, whites, Latinos, blacks, and Native Americans by gender and R
achievement level. Students could respond on a scale of 1 to 5: No, never; Mostly not; Maybe/Sometimes;

Mostly yes; or Yes, always. The figure groups the lower two and upper two values to create a three-way

distinction. Notice that the percentages responding “Mostly” or “Always” are small—generally less than W\ 9&6

20 percent—equivalent to between 1 and 4 students in a classroom of 20. Of course, even a few

inattentive students can be disruptive. If the “Maybe/Sometimes” category is also considered, the a Q C{LS/QL

numbers are notably larger. For males in the lower achiever category, from 55 percent of Asians to 65 (r)o + <

percent of blacks report at least sometimes being accused of not paying attention. In each achiever
status bracket, whites and Asians are the least likely to report being accused of not paying attention, 23

while blacks and Native Americans are the most likely. Boys in each category are more likely to be (0 6 0% 6
accused than girls, and lower achievers are more likely to be accused than higher achievers. These
patterns align with what is known from other sources about between-group differences (Duncan and (%'%5

Magnuson 2011).

The survey item “My teacher seems to think that | will be successful when | grow up” was used to look
for race and gender differences in student perceptions of teacher expectations. If teachers

communicate systematically lower expectations for BYMOC in upper elementary school, students do

not seem to perceive it. | found that within each race/ethnicity and gender group, lower achievers
- T——
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reported somewhat lower teacher expectations compared to higher achievers and girls reported
slightly higher teacher expectations than boys. However, there was no clear pattern of lower perceived
T T —— e

expectations for BYMOC either within or between classrooms (figure 7).

Generally, it appears BYMOC in upper elementary classrooms dgrﬁ_p@[gwna_ﬁga_lly

lower-quality instruction than their white male classmates. There are differences between classrooms,

where quality of instruction is rated lower the greater the percentage of students of color, but these are
entirely predicted by self-reports of behavior and academic background. At the upper elementary level,

the problem seems to be the concentration of disadvantage rather than a systematic allocation of

weaker teachers to students of color. As long as concentrated disadvantage exists, teachers need

special preparation to learn how the most successful teachers in such schools serve their students. This

will require policy supports at the district level, quality professional development approaches and

resources, and school-level leadership. <




FIGURE 6

"Sometimes My Teacher Says That | Don't Pay Attention"
Responses by race/ethnicity, gender, and high/low achiever patterns
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Note: Sample size = 2,700 upper elementary classrooms.
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FIGURE 7
"My Teacher Seems to Think That | Will Be Successful when | Grow Up"
Responses by race/ethnicity, gender, and high/low achiever patterns

# Never or mostly not Maybe/Sometimes B Mostly yes Yes, always
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Note: Sample size = 2,700 upper elementary classrooms.
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Concentrated Disadvantage and Misbehavior Grades Three to Five

Racial segregation has fallen over the past four decades, but income segregation has risen (Reardon,

Fox, and Townsend 2015). Hence, lower-income students of color tend to be concentrated in schools

with other less-advantaged children as upwardly mobile families of color have dispersed to more

E\cially integrated communities. Racial compositions of schools in the Tripod sample are not quite

nationally representative, but they reflect the same type of income-linked racial concentration seen in
many places. Table 1 shows high levels of racial segregation for both the Tripod subsample and the
nation. It also shows that white students nationally are much more concentrated in schools with 0-9.9
percent students of color than in the Tripod sample, so between-school differences between whites and

students of color may be even larger than represented in the analysis below.

TABLE 1

Racial Composition, Tripod Data Analysis vs. Schools Nationally

Percentage Students of Color

0-9.9 10-49.9 50-89.9 90-100

National, Row Percentages for Public Schools 2005-2006
White 37 50 12 1
Black 2 25 35 38
Latino 2 20 38 40
Asian 6 38 40 16
Native American 7 44 28 21

Tripod, Row Percentages for Upper Elementary Schools*
White 2 59 37 2
Black 0 9 61 31
Latino 0 10 76 14
Asian 0 61 36 3
Native American 0 21 55 23

Tripod, Row Percentages for Secondary Schools**

White 2 72 25 1
Black 0 24 59 18
Latino 0 17 71 13
Asian 0 61 36 3
Native American 0 14 22 63

Source: Pew Hispanic Center analysis of US Department of Education Common Core of Data Public Elementary/Secondary
School Universe Survey data for 2005-06.

Notes: *This is for the sample of 2,700 classrooms for which key variables were available and most of the upper elementary
analysis in the paper is based on. Eighty percent of the observations in this subsample are from three urban districts.

**This is for the sample of 290 schools and 14,270 classrooms for which key variables were available and most of the secondary
school analysis in the paper is based on. Sixty percent of the observations in this subsample are from four districts.
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Using the Tripod data, | divided upper elementary classrooms into racial-composition categories,
ranging from O to 9.9 percent students of color through 90 to 100 percent. | then divided classes into
behavior quintiles based on classroom-average responses to the statement “Students behave so badly in
our class that it slows down our learning.” Figure 8 shows the distribution. Among classrooms with 75-

89.9 percent and 90-100 percent students of color, more than half of all students are in classrooms that

rate among the worst two quintiles on behavior that slows the class down. Conversely, in classrooms

where fewer than 25 percent are students of color, only between 10 and 20 percent of students are in

the worst two quintiles.

FIGURE 8

Percentage of the Sample in Each Quintile of the Between-Classroom Distribution of Behavior, by
Classroom Racial Composition

By share of classroom population that is students of color

E Best behaved Second ® Third Fourth Worst behaved

.
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25-49.9%
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0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

10-24.9% 25
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Note: Sample size = 2,700 upper elementary classrooms.

Behavior differences between the quintiles are large. In the worst-behaved quintile, only 21
percent of students responded to the question of whether behavior is so bad that it slows down learning
with “No, never” or “Mostly not.” Even for students in the second-worst quintile, only 36 percent

responded "No, never" or "Mostly not." In other words, in the worst-behaved 40 percent of classrooms,
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where BYMOC are overrepresented, most students report that behavior at least sometimes slows

down their learning.

Children in the most-segregated schools have limited access to well-behaved, consistently on-task
learning environments. The Bill & Melinda Gates Foundation Measures of Effective Teaching project
showed that being in such an environment is an important predictor of annual Iearni%ga\iniﬂ

standardized reading and math tests (Kane, McCaffrey, and Staiger 2010, 2012).

Despite the general pattern, it is important to emphasize that very well-behaved, on-task
classrooms where most students are children of color are also represented in the data. Twelve percent
of classrooms with 90-100 percent students of color are in the top behavior quintile. In these classes,
80 percent of students responded “No, never” or “Mostly not” to “Students behave so badly in our class that
it slows down our learning.” This represents hundreds of classrooms serving the same types of children as

those where students are less well-behaved.

Still, it is clear that schools and classrooms with higher percentages of students of color tend to

exhibit lower levels of social control, the result of a shortage of the assets on which social control Aﬂg&g

depends. One such asset, as we have seen, is development during the preschool years of academic and

attention skills. A second is families with fathers in the home. In tabulations not shown here, | found that — P R

children of every race and gender report at least slightly better behavior in school if they live with their ~—

father. A third is family social and financial resources sufficient to avoid frequent residential moves and -

Whudenbush, Jean, and Art 2011). And a fourth asset is stability in school personnel.
It is difficult to sustain a strong school culture with continual teacher and administrative turnover, and it~
U Niighborhoods surrounding schiools affect teachers' career decisions, Don Boyd et al. (2011, 378)

conclude:
Whether the effects operate through schools, neighborhoods, or a combination of both, to the @A/D
extent that students with fewer supports for education are increasingly concentrated in a subset
of schools and are more dependent on schools for their educational opportunities, the lower
supply of teachers to these schools as well as the high turnover rates can have increasingly "

detrimental effects on achievement and attainment.

Their data came from the New York City area. They report that schools with high percentages of
African American and low-achieving students have the most difficulty attracting teachers. WY/VM
Given the greater difficulty of some school and classroom environments, it is important and

reassuring to understand that no matter the racial composition of a classroom, better teaching is still

associated with better behavior and more learning. This is illustrated by figure 9.1 formed a composite
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of captivate, clarify, and challenge—the 7Cs components that most strongly predicted effective classroom
management in our other research®®—and used the composite to divide classrooms into quintiles. Higher
quintiles by this measure are classrooms where lessons are more interesting (higher on captivate),
where teachers explain things more clearly (higher on clarify), and where students are pressed to think

rigorously and persist in the face of difficulty (higher on challenge).

FIGURE 9

Classroom Behavior Is Better when Teaching Quality Is Rated Higher
By share of classroom population that is students of color and quintiles of classroom teaching quality index

e 0-9.9% 10-24.9% ====25-49.9% 50-74.9% 75-89.9% - 90-100%
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Notes: Sample size = 30,500 upper elementary classrooms. X-axis unit of measurement is classroom teaching quality quintile
(average of captivate, clarify, and challenge scores). Y-axis unit of measurement is percentage responding that student behavior in
the class mostly or always slows down learning.

To distinguish how poorly behaved a classroom is, the y-axis of figure 9 uses the percentage of
students that responded either “Yes, mostly” or “Yes, always” to “Students behave so badly in our class that
it slows down our learning.” This figure uses the full sample of 30,500 classrooms since it only requires the
variables included in the larger sample.26 It shows that students are less likely to report disruptive
behavior in classrooms where lessons are more captivating, clear, and challenging\ém
quintiles on the x-axis). However, that the six lines remain distinct from one another is a reminder that

behavior tends to be worse in classrooms where children of color are more concentrated. Conversely,
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the downward slope of all lines indicates better instruction leads to better behavior even in the most

segregated environments.

Disparities in Secondary School Quality

The previous section Jripod surveys tailored for elementary schools. In this section, | use versions

developed for gradefs

find that exposure to high-quality instruction appears more unequal in
secondary schools tharif elementary schools. For vivid evidence, | turn to Tripod data from 290
secondary schools and 15,000 classrooms from a cross-section of mostly urban communities. Again,
communities are not selected to be nationally representative, but they nonetheless reflect commonly

occurring racial concentrations. Students were surveyed from 2012 to 2015.

In addition to the Tripod 7Cs index of teaching quality, this particular survey included an index of
whole school climate and several measures of student engagement. The school climate index consists of

the following seven items is focused on safety and trust and:%
®  “Atthis school, | must be ready to fight to defend myself.”
= “This school feels like a safe place to me.”
= “Teachers in the hallways treat me with respect, even if they don't know me.”
v ‘I treat the adults at this school with respect, even if | don't know them.”
= “Theway adults treat me at this school makes me angry.”
= “lwould quiet down if someone said | was talking too loudly in the hallway.”
= “ltrust other students at this school, even if | don't know them.”

From the perspective of one student, the school climate index is the average his or her responses to
these seven items. To get a whole-school summary measure, | take the average across all students in the
school. Then | order the schools by rank and place them in quintiles, with the top quintile (quintile 5)

representing schools with the best school climates.

To find out which students have access to classrooms with the highest-rated teaching, | rank classes
by a composite combining all the Tripod 7Cs components (see box 1 above) then divide the full ranking

into quintiles.
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The two quintile rankings—one for classroom teaching quality and the other for school climate—
allow us to form a 5x5 matrix examining racial differences in access. Table 2 shows the percentage of
each group in each cell of the matrix. | have shaded four cells in the upper-left corner and four in the
lower-right corner of each matrix. The upper-left shading indicates students in the bottom two quintiles
of classroom teaching quality and school climate. Likewise, the bottom-right shading indicates students

in the top two quintiles by both criteria.

TABLE 2
Patterns of Disparity in Access to Teaching Quality and School Climate

Quintiles of the Tripod School Climate Index**

Tripod 7Cs*
classroom

quintile 1st 2nd 3rd 4th Top

Whites 1st 1.9 34 2.2 4.0 4.0
n=87,045 2nd 2.0 35 27 4.3 47
3rd 1.9 3.7 25 4.9 7.2

4th 17 4.1 - 33 6.4 7.3

Top 1.6 4.4 4.1 6.7 7.8

Blacks 1st 13.3 4.8 2.7 1.7 0.9
n=52,310 2nd 10.0 48 31 2.0 0.9
3rd 7.7 5.3 2.8 2.6 1.2

4th 57 4.9 2.8 34 12

Top 5.0 4.9 3.0 4.0 1.5

Latinos 1st 4.3 250 6.8 21 19
n=41,677 2nd 35 36 9.8 30 34
3rd 22 3.3 8.6 31 3.7

4th 1.6 2.8 9.0 3.0 43

Top 1.5 23 7.0 3.2 37

Asians 1st 4.2 23 22 1.9 5.2
n=8,227 2nd 4.5 257, 28 1.9 6.3
3rd 4.9 23 2.7 2.2 9.8

4th 3.7 2.7 3.5 2.6 9.3

Top 4.2 4.0 4.8 22 7.5

Native Americans  1st , 7.3 16.7 133 1.2 0.6
n=3_894 2nd 38 5.3 8.6 1.6 1.1
3rd , 2.7 74 68 12 11

4th 1.3 3.7 5.1 1.5 1.0

Top 0.8 2.7 3.3 1.3 0.9

Source: Survey responses from students in 290 secondary schools.

Notes: Cell percentages for each racial group in each row and column of an index for classroom instructional quality quintiles
(rows) and school climate quintiles (columns), 290 schools. Each block of 25 cells represents one racial/ethnic group and totals to
100 percent of that group.

* Quintiles of the between-classroom distribution of composite Tripod 7Cs scores.

** Quintiles of the between-school distribution of the Tripod school climate index.
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Whites are almost three times more likely to be in the top two quintiles of both measures (28.2
percent) than in the bottom two (10.7 percent). Among black and Native American students, 32.8 and
33.1 percent, respectively, are in the upper-left (or worst) corner while only 10.1 percent of blacks and
4.6 percent of Native Americans are in the lower-right (or best) corner. Latinos and Asians have more
access to high-quality classrooms than blacks and Na;tive Americans but worse access than whites.

Please recall that | do not find meaningful differences in how these groups rate teaching when in the

same classrooms. Also, other work has cross-validated the Tripod 7Cs components with test-score

measures and classroom-level observations by trained experts (R. Ferguson and Danielson 2014; Kane,
McCaffrey, and Staiger 2010, 2012), so these results are serious indicators of disparity (Ferguson and
Danielson 2014).

To show how the disparities in table 2 are related to student engagement, figure 10 shows
percentages of students responding “totally true” or “mostly true” to the statement “I have pushed myself
hard to completely understand my lessons in this class.” Among students in the bottom quintile for both
school climate and teaching quality, only 43 percent responded either “totally” or “mostly true”
compared to roughly 80 percent of students in the top quintile of teacher quality. The figure does not
show subgroups. However, examining the subgroups, | find the same pattern within each race and

gender category.28

ol
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FIGURE 10
"I Have Pushed Myself Hard to Completely Understand My Lessons in This Class”
Share of all students responding mostly true or totally true by school climate and classroom teaching quality

quintiles

® Bottom school climate quintile = Second ® Third Fourth : Top school climate quintile

81 79 79 79 4

69 70 69 71 72
5y 63 64 66 66
9 58

55 55 56

Bottom teacher Second Third Fourth Top teacher quality
quality quintile quintile

Note: Sample size = 264,370 students.

It is important to note that the most variation in responses to “I have pushed myself hard to
completely understand my lessons in this class” is associated with teaching-quality quintiles and not
school-climate quintiles. It is not widely understood that the most variation in teaching quality occurs
within schools rather than between schools. Most schools have a much broader range of instructional
effectiveness than is apparent from looking only at school averages. An individual student can have a
great person-environment fit in one classroom and a terrible fit in another. They can also have a high- or

low-quality fit in the hallways, and this can have implications for whether they get into trouble.

Disparities in Respect outside the Classroom

Tripod surveys for 290 secondary schools included the item, “Teachers in the hallways treat with me
respect, even if they don’t know me.” Students responded on a five-point scale from “never” to “always.”

Analyzing only within-school variation, | find no statistically significant racial/ethnic differences in how
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low-achieving males (self-reported GPAs of C+ or lower) perceive the level of respect they receive from
teachers in the haIIways.29 However, such differences do exist among higher achievers (self-reported
GPA:s of B or higher). White high achievers feel the most respected by teachers outside the classroom,
followed by Latinos and Asians, respectively, with black and Native American high achievers feeling the

least respected. Again, these are within-school differences.

FIGURE 11
“Teachers in the Hallways Treat Me with Respect Even if They Don't Know Me”
Responses of whites and blacks by gender and grade-point average (GPA) range
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Figure 11 focuses just on blacks and whites, the groups that perceive the least and most respect
from teachers in the hallway. It is important to stipulate “in the hallway” because within-classroom
differences tend to be small to nonexistent. Figure 11 shows patterns in the raw, unadjusted data by
race, gender, and GPA for samples of 20,000-35,000 observations from each of the four race/gender
groups. The numbers in figure 11 are raw tabulations that reflect a combination of within- and between-
school differences, but like the within-school statistical analysis referenced in the preceding paragraph,
the largest racial differences occur among students with GPAs of B or higher. Among males with GPAs
in the A range, 23 percent of whites reported that they are never, seldom, or only sometimes treated
with respect by teachers in the hallways compared to 36 percent of blacks. A similar disparity exists

among white (18 percent) and black (29 percent) females.
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FIGURE 12
“I Treat the Adults at This School with Respect, Even if | Don't Know Them"
Responses of whites and blacks by gender and grade-point average (GPA) range
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Do black high achievers treat teachers less respectfully in return? | consider responses to the
statement “I treat the adults at this school with respect, even if | don’t know them.” Levels of agreement for
BYMOC from all GPA groups (except for Latinos with GPAs of C and below) were lower compared to
whites by statistically significant margins. Blacks and Native Americans (again, at every GPA level) were
least likely to agree with the statement. Figure 12 shows that, among A students, 64 percent of whites

but only 49 percent of blacks report always treating teachers in the hallways with respect.

Peer Pressures, Bad Behaviors, and Hidden Ambition

Being a member of a disrespected group and the associated failures of person-environment fit can
entangle BYMOC in negative feedback loops. As disrespected groups, they are the most likely to
disrespect in kind. They may learn that being deferential to adults—especially those who seem
disrespectful—can be perceived as not cool. Fear of social repercussions can lead students to behave

publicly in ways that they privately disapprove of. Three survey items help document the problem:

»  “l'do things | don’t want to do because of pressure from other students.”
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= "Atthis school, | must be ready to fight to defend myself.”

¥ “l'worry that people might think | am too serious about my school work.”

FIGURE 13
"I Do Things | Don't Want to Do Because of Pressure from Other Students"
Responses of males by race/ethnicity and share of school population that is students of color
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FIGURE 14
“At This School, | Must Be Ready to Fight to Defend Myself"
Responses of males by race/ethnicity and share of school population that is students of color
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FIGURE 15
“I Worry That People Might Think | Am Too Serious about My School Work"
Responses of males by race/ethnicity and share of school population that is students of color
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Figures 13, 14, and 15 show the responses of white, Latino, Asian, Native American, and black males
in secondary schools across the 290-school sample. Results are shown for four racial compositions,
from schools with 0-25 percent students of color to 75-100 percent. In each figure, agreement with
these statements tends to be higher where students of color are more heavily represented. However, it

is noteworthy that between 35 and 40 percent of black males in all four school composition categories
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agree that they sometimes, usually, or always do things they don’t want to do because of pressure from
other students. By this measure, black and Native American males are the most socially conflicted of all

the groups and the most ensnared in a predicament.

FIGURE 16
“I Treat the Adults at This School with Respect, Even if | Don't Know Them"
Responses of lower achieving males by race/ethnicity and vulnerability to peer pressure
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It seems that many youth who disrespect teachers do so as an expression of social conformity
rather than a reflection of rebellion or personal values. Figures 16 (for males) and 17 (for females)
support this view. Both figures are restricted to low-achiever students, meaning those with self-reported
GPAs of C+ or below. Students who agreed that they sometimes, usually, or always do things they don’t
want to because of pressure from other students are said to have higher vulnerability to peer pressure.
Among black males vulnerable to peer pressure, only 21 percent said they always treat teachers with
respect and only 20 percent said they usually do, a total of 41 percent. In contrast, 41 percent of black
males deemed not vulnerable said they always treat teachers with respect and 26 percent said they

usually do, a total of 67 percent.
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FIGURE 17

“I Treat the Adults at This School with Respect, Even if | Don't Know Them"
Responses of lower achieving females by race/ethnicity and vulnerability to peer pressure
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Could it be that a majority of BYMOC, even among lower achievers, already have the right values
but lack supports and opportunities to live those values? Males of different groups responded very
similarly to the statement, “In this class, it is important to me to thoroughly understand my coursework,”*°
and at each grade level from 6th through 12th, black males agreed more often than whites and
sometimes as often as Asians. However, all groups, and BYMOC much more than whites, reported
behaviors that mask their effort and desire to do well in school. In response to the statement, “I
sometimes pretend that I'm not trying hard in this class when I really am,” more than half of blacks, Latinos,
and Native Americans, but fewer than 40 percent of whites, reported that they hide effort (figure 18).
Blacks and Native Americans were also almost twice as likely as whites to endorse the statement,

“Sometimes | hold back from doing my best in this class because of what others might say or think” (figure 19).
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FIGURE 18
"Sometimes | Pretend I'm Not Trying Hard in This Class when | Really Am"
Share of males responding somewhat true, mostly true, or totally true by race/ethnicity and grade
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FIGURE 19

"Sometimes | Hold Back from Doing My Best in This Class Because of What Others Might Say or
Think"

Share of males responding somewhat true, mostly true, or totally true by race/ethnicity and grade
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This discussion highlights a key aspect of the predicament: the tension between person-
environment fit with teachers versus peers. The challenge of balancing peer-versus-adult demands may
be especially stressful, particularly during the transition from elementary into middle school. The
transition may be easier for high-achieving students from relatively well-off households in safe
neighborhoods. However, less academically prepared students from less-advantaged households in
dangerous neighborhoods must contend with both the fear of not being able to keep up academically

and the fear of not being safe (A. Ferguson 2001).

The following passage is from Ann Arnett Ferguson’s (2001, 120) book, Bad Boys: Public Schools in
the Making of Black Masculinity. It quotes a boy named Jabari.
There’s a lot of people that are so afraid of going to seventh grade. ...They bring guns to school.
..There’s this boy named Joey. He got five days suspension for bringing Mace to school because
he was scared. He can't fight. .. There’s this boy named Freddie in my class was fixing to beat up
Joey and Joey was going to spray him with some Mace. So he gave it to Michael to hold for him so

he wouldn’t get in trouble. But Michael got caught and Joey got caught. Joey got five days
suspension and Michael is in Juvenile Hall for a week.

Ferguson writes, “Children know that they have to learn how to take care of themselves, how to
defend themselves. Friends become an essential line of defense and solidarity.” There are similar
passages in James Garbarino’s (1999, 109) book, Lost Boys: Why Our Sons Turn Violent and How We Can

Save Them. Garbarino writes, “...our children are learning at progressively earlier ages that adults can’t

protect you.”. Young men of color often do what they think they need to do to achieve person-

environment fit with the forces that seem most threatening.

Such predicaments can lead many BYMOC to comply with social norms that they privately
disapprove of but publically accept and even impose onto others. Even inside the same schools and
classrooms and with the same professed desires to learn, BYMOC were more likely than white males to
report hiding effort, holding back, and misbehaving in ways that disguise their positive ambitions and

sustain destructive stereotypes.

Cultural theorists might argue that these behaviors can (and often have) become enculturated in
ways that make them difficult to deviate from even if youth have positive intentions. Individual change
may require replacing negative influences with extended, intensive, and personalized attention from
effective role models. Orlando Patterson and Ethan Fosse (2015), using the example of workplace
normes, cite a case study in Boston. They write, “[W]hile they were prepared to learn nearly all of the
declarative knowledge and most of the norms and values of the formal workplace, there was a real
difficulty in presenting a smiling, conciliatory face...since this conflicted with the ingrained view that a

‘mean mug’ was essential for survival in the inner city” (Patterson and Fosse 2015, 552). The authors go

AIMING HIGHER TOGETHER: EDUCATIONAL OUTCOMES FOR BOYS AND YbUNG MEN OF COLOR 43



on to speculate that “a fundamental prerequisite for successfully persuading people to change are
change agents who are either role models or persons with skills that are both admired and considered

achievable.” That should be the role of a really good teacher.
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Disproportionality and Bias

In his book, The Trouble with Black Boys, Pedro Noguera (2008, xxi) summarizes the supposed trouble,

writing that

=

too often they [black boys] are assumed to be at risk because they are too aggressive, too loud,

too violent, too dumb, too hard to control, too streetwise, and too focused on sports;
el

» most never have a chance to be thought of as smart and talented or to demonstrate talents in

science, music, or literature;

=  too often they are placed in schools where their needs for nurturing, support, and loving

discipline are not met;

m—

« they are treated in ways that create and reinforce an inevitable cycle of failure.

Noguera acknowledges the bad behaviors and subpar performances that some educators use to
rationalize negative perceptions of black males or overly punitive, counterproductive attitudes toward
them. At the same time, he wants educators to understand that their own decisions can worsen the
behaviors and performances they lament. Pessimistic assumptions about black male students, he
suggests, cause educators to say and do things that turn negative beliefs into self-fulfilling prophesies of

bad outcomes.

The issues Noguera raises all relate to person-environment fit. The demeanors, apparent priorities,

and academic profiles of black boys do not fit well, he says, with what teachers would prefer them to be.

Teachers may respond in ways that are unsupportive and foster a downward spiral in teacher-student

relationships and academic performance.

In this section, | examine evidence on how schools might contribute to the predicament, limiting
success for BYMOC and undermining person-environment fit. The central concept is bias—by definition,
the absence of neutrality. To determine whether bias against BYMOC exists in a particular context
requires a conception of neutrality. Bias exists where one or more forms of neutrality have not been

met. | begin by considering academic placements.
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Bias in Academic Placements

When school officials justify academic placements, they usually cite criteria such as grades, test scores,
or teacher assessments. A simple conception of neutrality in placements requires that the criteria,
whatever they may be, are applied equally to all students. If students of a particular group are not
selected despite meeting the formal criteria, a bias exists against that group. Call this type of neutrality

equal application of criteria.

A second type of neutrality and bias focuses on the quality of the learning experience once selected.
Neutrality is when the quality of the potential experience is equal between the available choices. By this
criterion, a system may be biased, even if criteria are applied equally, if the experiences students can be
selected into are of substantially different quality. Advocates, including parents and other stakeholders,
sometimes have this in mind when considering special education placements, if they believe that special
education classes are extremely poorly taught. The allegation would be that the system is biased against
students placed in special education because of the inferior quality of the learning experience as

opposed to unequal application of placement criteria. Call this type of neutrality equal quality of options.

Third, a system may be biased if the selection criteria are designed in ways that grant a particular
group more or less access compared to equally qualified groups. Neutrality would be equal access
among equally qualified people. Advocates sometimes have this in mind when they allege that selection
criteria use irrelevant or unnecessary standards that cause disproportionate numbers of otherwise

qualified people to be excluded. Call this type of neutrality equal quality of access.
This provides three different conceptions of neutrality and bias:

1. Neutrality is equal application of criteria; bias is unequal application of criteria.
Neutrality is equal quality of options; bias is unequal quality of options.
Neutrality is equal access for equally qualified people; bias is more or less access for a particular
group among equally qualified groups. Here the problem is that the criteria are biased, not

necessarily their application.

Tracking

Sociologist Adam Gamoran (2009) is an expert on academic tracking and has reviewed the relevant
literature. He recognizes that, in theory, students in different academic tracks could be taught equally

well. There is nothing inherent in tracking that says lower-skill students have to be taught less well.
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Nonetheless, evidence indicates that students in lower level classes learn a bit less when not in classes
with higher skill students. Conversely, students in higher level classes learn a bit more when not in
classes with lower skill students. Hence, there appears to be bias of the second type, where high and low
tracks are not of equal quality. Gamoran (2009, 4) writes, “The weight of the evidence indicates that
tracking tends to exacerbate inequality with little or no overall contribution to productivity. This occurs
because gains for higher achievers are offset by losses for lower achievers.” An important but
unanswered question is whether differences in learning outcomes might be due to differences in

student behavior.

Concerning racial bias, Gamoran (2009, 5) writes, “Minority students whose test scores and
socioeconomic backgrounds match those of whites are no less likely to be placed in high tracks.” But
wait! If equality among students with the same socioeconomic backgrounds is a criterion, there may be
bias of unequal access since socioeconomic background should be irrelevant. When grades, scores, and
other relevant criteria are equal, if students of any race from more advantaged families are more likely to
be inin higher track classes, then there is a social-class bias in placements, and this can be a target for

intervention.

Elementary Gifted and Talented WYMW

A recent study of underrepresentation in elementary school gifted programs in a large school district

provides another example of bias (Card and Giuliano 2015). A policy change shifted student selection

V)

from an ad hoc screening system, in which only certain students were screened, to a universal screening
program. Prior to the change, candidates were identified during first and second grades through an
informal referral process; teachers could identify students or parents could nominate their own
children. 1Q tests were administered for free to those who were nominated or parents could have the
testing done through outside vendors. The baseline minimum IQ score required for assignment to the
gifted education program in third grade was 130, with a lowered target of 115 for English Language
Learners and students who qualified for federally subsidized meals. But despite the lower score
requirement, the number of English Language Learners, low-income students, and students of color in

the gifted education program remained extremely low.

Once the Wniversal screening policy was in place, the district administered an estimated 1,300

additional 1Q tests. Each test took about three hours, and the cost of the process eventually led to its

discontinuation. While it operated, however, it identified biases of unequal access in the informal

referral process:
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A comparison of the newly identified gifted students to those who would have been identified
even without screening shows that black and Latino students, free/reduced price lunch
participants, English language learners, and girls were all systematically "under-referred" to the
gifted program. Newly identified gifted students were more likely to come from schools in poor
neighborhoods with relatively few gifted students, leading to a substantial equalization in gifted
participation rates across schools. We hypothesize that parents and teachers often fail to
recognize the potential of many poor and immigrant children with less than stellar achievement
levels, accounting for their likelihood of being under-referred (Card and Giuliano 2015, 20).

Universal screening produced a 180 percent increase in the gifted assignment rate among all
students who qualified for subsidized meals, a 130 percent increase among Latinos, and an 80 percent
increase among blacks. When universal screening ended, reportedly for cost reasons, the previous

patterns of underidentification—and bias—returned.

Special Education

It is not uncommon to hear that BYMOC are disproportionately overassigned to special education.
Rarely, however, is a criterion for neutrality explicitly stated. There is simply an assumption that

representation in special education should closely resemble representation in the population:

These alarming statistics depicting significant overrepresentation of minorities identified for
special education suggest that minority students are often misdiagnosed and inappropriately
labeled, resulting in a denial of educational opportunities. ...Although African Americans appear
to bear the brunt of over-identification, the evidence indicates that all minority groups are
vulnerable to discrimination in identification for special education. For example, Latinos, Native
Americans, and Asian Pacific Americans are each overrepresented in mental retardation
classifications at more than three times the rate of whites in at least one state [as of 2001] (Losen
and Welner 2001, 412).

Itis not unusual to hear that a child was assigned to special education because their teacher lacked

behavior management skills or because of racist assumptions about ability. Certainly, this possibility
— —

must be taken very seriously when suspected. Still, the question remains whether BYMOC are routinely

overassigned to special education and, importantly, by what conception of neutrality.

Jacob Higel, George Farkas, and Paul Morgan (2010) used ECLS-K data from fall of the
kindergarten year to predict special education placements by spring of students’ fifth-grade year. The
strongest predictors of special education placement were the same kindergarten reading, math, and
ATL attention and engagement measures used in the other ECLS-K studies cited earlier. The study
found boys of all races more likely to receive special education placements than girls, and this difference
could not be explained by the available measures. This gender bias is perhaps attributable to

unmeasured behavior management issues or to an underassignment of girls.
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Higel, Farkas, and Morgan did not find racial bias. When they controlled for kindergarten reading,
math, and ATL attention and engagement measures, children of color were no more likely (and often

less likely) than whites to be in special education.

Among children with equal kindergarten results in the ECLS-K, the authors write, “African
American, Latino, and Asian students are placed less frequently than non-Latino whites. The under- or
equal-placement rates for racial/ethnic minorities are partially explained by their concentration in high-
minority schools” (Higel, Farkas, and Morgan 2010, 312). In other words, students of color tend to be
more concentrated than whites in schools lacking the capacity to serve all students who qualify for
special education placements. If there is a criteria-application racial bias in the system, the study would

suggest that the bias is against whites.

The possibility of bias in the quality of special education services is a different issue. It concerns the
second type of bias: equal quality of options. The existence of this form of bias has varied historically
and geographically and has been a major concern of civil rights lawyers, especially in the Southern US
(Losen and Welner 2001).

In addition, one can question the criteria by which children are selected for special education
placements even if those criteria are applied equally. Another form of neutrality is the equal assessment
or treatment of children with the same potential (R. Ferguson 2003). Accordingly, Roéy Ahram, Edward
Fergus, and Pedro Noguera (2011) question if the assessment measures typically used are culturally
appropriate. They conducted case studies of special education disproportionality in suburban school
districts and attribute the overrepresentation of black and Latino children in special education to two
processes: “(1) assumptions of cultural deficit that result in unclear or misguided conceptualizations of
disability and (2) subsequent labeling of students in special education through a pseudoscientific

placement process” (Ahram, Fergus, and Noguera 2011, 2233).

Authors such as Ahram, Fergus, and Noguera who emphasize deficit thinking as an impediment to
progress sometimes view the classification metrics that educators use as biased against students from
less-advantaged backgrounds. These authors would probably not consider the findings by Higel, Farkas,
and Morgan to be persuasive evidence of racial fairness. Their implicit conception of neutrality is

different—perhaps a combination of types 2 and 3.

To universally applaud or condemn special education placements would be misguided. Unpublished
work by this author using data for an entire state found wide variation in the performance of special
education programs measured by achievement gains. High schools that mainstreamed 9th and 10th

graders who had received special education services in middle school performed no better, on average,
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with these students than schools that did not. There was no correlation between mainstreaming these
students and achieving either outstanding or dismal gains. An in-depth case study comparing two
schools that mainstreamed special education students found that the school that produced greater
achievement gains was much more purposeful and well organized in meeting student needs (Packrone
2010). Whether in special education or regular classrooms, adequate capacity and relentless

commitment by educators are key to BYMOC and other students achieving outstanding learning gains.

If we accept the validity of standard achievement measures as criteria for decisionmaking, some of
the disproportionality in the examples above is the consequence of bias and some is the product of
differences in preparation. The example of universal screening for third-grade gifted programs
demonstrated a system clearly biased against identifying gifted students from less-advantaged
backgrounds, including BYMOC. The ECLS-K study of special education placements indicated some
within-race gender bias, but none against students of color. If anything, students of color were, on
average, underassigned to special education in elementary school because they were overrepresented in

schools where the need was greatest.

Stakeholders who suspect bias in special education placements should specifically define the
conceptions of neutrality that they have in mind—equal application of criteria, equal quality of options,
or equal quality of access. They should insist that authorities collect the data required to assess any
deviation from those specific types of neutrality in their specific contexts, employ trusted and
competent analysts, and then respond in carefully targeted ways that address their specific findings.
The main question should be, “Given local circumstances, what arrangement will provide each child with
the most effective instructional services and most effectively avoid person-environment fit

predicaments?” There is no universal answer.

Bias in School Discipline

That BYMOC tend to be overrepresented among students disciplined in schools is an indication of poor
person-environment fit. The student is suspected of violating the rules of the school environment and is
disciplined as a result. The specific form of discipline may or may not reflect bias and may or may not

improve person-environment fit.*!

The simplest conception of bias against BYMOC in school discipline is their overrepresentation
compared to the group’s share of the relevant population. Columns D and E of table 3 show rates of

disproportionality in out-of-school suspensions by race and gender using national data from the US
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Office of Civil Rights. Among males and females alike, blacks and Native Americans stand out as the
most overrepresented and Latinos are more represented than whites or Asians. Not shown in the table
is that males overall are 69.8 percent of total out-of-school suspensions. How should we understand
these race and gender patterns? Similar to the evidence on tracking and gifted and special education
placement, the evidence is more nuanced than popular discourse would suggest. All three types of

neutrality and bias defined above are relevant.

TABLE 3
US Public School Students with One or More Out-of-School Suspensions and Associated
Disproportionality Relative to School-Aged Population Shares, 2012

Racial/ethnic shares Approximate

of USschool-aged  Maleshareof Female share of __Disproportionality
population those suspended thosesuspended Ratio B:A Ratio C:A

A B C D E
Asian-Pacific Islander 5% 1.2% 2.3% 0.25 0.46
Black 16% 35.4% 44.7% 2.21 2.79
Latino (any race) 24% 22.3% 21.2% 0.93 0.88
Native American 1% 1.4% 1.5% 1.39 1.49
White 51% 36.9% 29.1% 0.72 0.57

Sources: Racial/ethnic shares from Kena et al. (2015, 80) Male and female shares of suspended students from author's
calculations using data from “2011-12 State and National Estimations,” US Office for Civil Rights,
http://ocrdata.ed.gov/StateNationalEstimations/Estimations_2011_12.

Equal application of criteria is violated when students from some groups are punished more
severely than other groups for the same infractions. A lack of neutrality inside a classroom or school
indicates bias inside that classroom or school. Richard Milner (2015) describes classrooms where black
and white children were equally engaged in inappropriate behaviors but teachers singled out black
students for reprimand.32 Conversely, if there is neutrality toward groups inside each school, but
schools serving student bodies of different racial and ethnic compositions apply different criteria for
the same infractions, there is bias in the system rather than the individual schools. Below, | discuss
evidence that disproportionate suspension rates for students of color following office disciplinary
referrals may stem from bias in the system more than in the school. Systemically, there appear to be

more supportive norms of behavior management in schools with fewer behavior problems.

Equal quality of options is violated when students who behave differently have access to different
quality options for personal development. Bias of this type is almost the definition of discipline, since
students who behave well are almost always treated more supportively than those who behave poorly.

However, consider defining the quality of an option according to how well it matches the student’s
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developmental needs. A teacher might punish a misbehaving student with extra homework then stay
after school to help them do it. Discipline can be considered neutral when disciplinary options for
offending students are as well matched to their developmental needs as those available to nonoffending
students. Bias exists when disciplinary options lack developmental benefits equal to those delivered to

nonoffending students. | can say without fear of contradiction that this type of bias is pervasive.

Equal access for equally qualified people requires a definition of “equally qualified.” Recall that this
type of neutrality pertains to how the criteria for reward or punishment are defined—in other words,
what they are—not whether they are equally applied. If BYMOC are punished more severely for
infractions that are no more academically disruptive than those that white students commit, then there
is bias of this third type: equally disruptive students are not equally punished. | have not found well-

framed research on this type of bias, but it seems important to look for in schools.

An almost unavoidable weakness of the literature on disciplinary disproportionality is the lack of
precise and detailed data on the nature of specific infractions. Available data pertain to categories of
infraction that are inherently heterogeneous in the student behaviors they represent. Each
documented infraction typically results from an office disciplinary referral (ODR) by a teacher, who
indicates the category of the infraction. The literature contains several decades of documented racial,
ethnic, and gender disparities in numbers of ODRs and associated punishments, with non-Asian

BYMOC referred, suspended, or expelled more often than whites, Asians, and females.>®

One study that uses some of the best data available is by Russell Skiba (2011), one of the most
prolific researchers on this topic, and five colleagues using 2005-06 ODR data from 364 elementary
and middle schools. All of the schools were participants in a program that required daily or weekly
uploading of ODR data to an Internet-based reporting system. Black students, in particular, were
between two and four times more likely than white students to be referred to the office for problem
behavior. Latino students had fewer ODRs than whites at the elementary level but more at the middle
school level. The study found that black and Latino students were more likely than white students to be
suspended or expelled for infractions in the same ODR categories. However, it was unclear to what
extent the disproportionality reflected within-school as opposed to between-school differences in

disciplinary practices, and the study did not address differences by gender.

A second study by Skiba et al. (2014) distinguishes within- versus between-school sources of
disproportionality in punishments by school administrators. It is the only study | am aware of that
makes the distinction so clearly. The authors write, “[T]here has not yet been a study that has

simultaneously considered the contributions by infraction type, student characteristics, and school

52 AIMING HIGHER TOGETHER: EDUCATIONAL OUTCOMES FOR BOYS AND YOUNG MEN OF COLOR



characteristics to out-of-school suspension and expulsion” (Skiba et al. 2014, 642).%* The focus of the
study is students who were referred to school administrators for misbehavior and received an in-school
or out-of-school suspension or expulsion. The data cover 104,445 ODRs involving 43,320 students in
730 schools in a Midwestern state. The majority (52.3 percent) of students received in-school
suspensions; 45.6 percent were given out-of-school suspensions and 2.1 percent were expelled. Blacks

and whites are the largest racial groups in the state and the only ones covered in the study.

Controlling for the category of infraction, but not yet for school-level factors such as the poverty
rate or the racial composition, the authors found that males (irrespective of race) were about 20
percent more likely than females to receive out-of-school instead of in-school suspensions and no more
likely to be expelled. They found at the individual level that students who qualify for subsidized meals
were about 5 percent more likely to receive out-of-school suspensions than others but no more likely to
be expelled. Their racial analysis found the odds of being suspended to be about 25 percent higher for
blacks than for whites, though both groups were equally likely to be expelled. Again, this finding blends

within- and between-school differences.

When the authors added controls for school-level factors, the disparity in the likelihood of receiving
out-of-school instead of in-school suspensions completely disappeared. The two statistically significant
predictors of suspension were “percentage black enroliment” and “percentage passing math and
English.” Once results were controlled for percentage of black enrollment and math and English passing
rates, neither average teacher experience, the poverty rate (i.e., eligibility for federally subsidized
meals), nor the principal’s perspective on student exclusion were statistically significant at conventional
levels for predicting between-school suspension differences.®® The most important between-school

findings were for suspensions since fewer than 3 percent of ODRs resulted in expulsion.36

These findings show that black and white students attending the same school and referred for the
same category of infraction were, on average, likely to receive similar discipline. The study also shows
that the black-white differences in odds of in-school versus out-of-school suspension (identified before
controlling for school-level factors) were the result of between-school rather than within-school

differences in administrative decisionmaking.

Recall from the Tripod analysis earlier that a classroom’s racial composition and percentage of
lower achievers were important predictors of responses to the survey item “Students behave so badly in
our class that it slows down our learning.” This, along with the findings from Skiba et. al. (2014), suggests
that administrators are more likely to favor out-of-school over in-school suspensions in schools that

pose more disciplinary challenges.
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Because differences are more between-school than within-school, the findings do not generally
support the idea that black-white disproportionality in out-of-school suspensions is mainly the result of
administrative stereotypes against black males or implicit bias. There would have to be an implausible
pattern of bias in administrative assignments—with administrators who are more biased against black
males more likely to be assigned to schools with higher percentages of black males—for the latter to be
true. Instead, black-white disproportionality in administrative discipline appears to result from the
concentration of black students in schools and communities that generate more ODRs and associated
institutional stresses.>’” For administrators feeling overwhelmed, out-of-school suspensions may be an

expedient response to their own predicament.

Even so, experts on school discipline have concluded that out-of-school suspensions are not the
best way of managing misbehavior. School districts across the nation, including Denver, Chicago, and
Baltimore, have revised their codes of conduct to reduce the number of suspensions and expulsions.
They have increased their emphasis on helping teachers elicit positive student behaviors while
encouraging more supportive responses to misbehavior. Daniel Losen’s (2015) edited volume, Closing
the School Discipline Gap: Equitable Remedies for Excessive Exclusion provides a number of relevant
examples. See the summary discussion later in this paper of what the Cleveland Metropolitan School

District in Ohio did to achieve impressive results.

Okonofua’s “Black Escalation Effect”

Some aspects of person-environment fit can accrue from the reputation of the group to which one
belongs. Evidence indicates that stereotypes and associated stigmas reduce the probability of BYMOC
receiving the benefit of the doubt from teachers and administrators, causing even innocent students to
be suspected and accused (and oftentimes alienated) more than Asians, whites, and females. Jason
Okonofua, Greg Walton, and Jennifer Eberhardt (2015) have done conceptual and empirical work
where the ideas and findings are consistent with such a scenario. The authors write, “Integrating
research on stereotyping and on stigma, we theorize that bias and apprehension about bias can build on
one another in school settings in a vicious cycle that undermines teacher-student relationships over
time and exacerbates inequality. ... This approach is more comprehensive than accounts that consider
the predicaments of teachers or students but not the two in tandem” (Okonofua, Walton, and Eberhardt

2015).
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Table 4 is reproduced from one of their papers and summarizes the joint predicament. Negative

attitudes of both teachers and students can lead to a downward spiral of worsening behavior.

TABLE4

Schematic Model of the Psychological Predicaments Faced by Teachers and by Racially Stigmatized
Students

Teachers Racially stigmatized students
Primary goal To teach and inspire. To learn and develop.
Stereotypes Racially stigmatized students might be Teachers might be biased against
troublemakers. students like me.
Worries These students could prevent me from fulfilling I might not belong; | might be treated
my teaching goals. unfairly.
Construal/ Misbehavior among racially stigmatized students  Disciplinary action from teachers is
attributions is enduring and problematic and undermines my evidence that | don't belong and/or that
teaching goals. my teacher is unfair and undermines my
learning goals.
Behavior More frequent and more severe disciplinary More frequent and more severe
action against racially stigmatized students misbehavior.

Source: Reproduced from Okonofua, Walton, and Eberhardt (2015, 9).

As a partial test of their theory, Okonofua and Eberhart (2015) conducted a randomized
experiment in which teachers were shown multiple students, given examples of misbehavior, and asked
how troubled they would feel by the particular behavior. Student race was manipulated by assigning
some students stereotypically black names. The results showed no statistically significant difference in
teacher responses to blacks and whites for the first infraction. However, the teachers’ grew more
concerned for black students than for whites on the second infraction by a statistically significant
margin. Furthermore, on the second infraction, teachers were more likely to label the hypothetical black
student a troublemaker and inclined to propose more severe discipline. After the second infraction,
teachers were more likely to believe that the black student’s behavior was part of a pattern and more

likely by a statistically significant margin to imagine a future need to suspend the black student.

If teachers perceive their environment as one in which blacks are more likely than whites to pose
behavioral problems, then these findings should not be surprising. However, Okonofua and his
colleagues help us understand that race and gender differences in student behavior and harsher
punishments result from both teacher and student behaviors in the context of well-established
stereotypes. The stereotypes affect what the authors call the black escalation effect, in which
stereotyped students are not given the benefit of the doubt for a second or subsequent infraction.

Although framed as an individual-level phenomenon (e.g., “John has always been a problem”) it appears
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with greater likelihood and frequency among stigmatized students. Note that this study concerned
hypothetical students and not students the teachers actually knew. The results remind us of the Tripod

findings regarding mutual disrespect between BYMOC and teachers in the hallways.

In a third paper, Okonofua, David Paunesku, and Walton (2015) conducted two laboratory
experiments and a field test to explore whether their insights could lead to behavior change. The
laboratory experiments tested whether teachers could be induced to adopt more empathetic attitudes
toward students and whether empathetic responses from teachers could induce greater respect and

better behavior from students. The experiments confirmed that both were possible.

The authors then conducted a field experiment with math teachers from five middle schools who, in
total, taught 1,580 students (Okonofua, Paunesku, and Walton 2015). Teachers were randomly
assigned to either the treatment group or control group. The treatment group intervention comprised
one 45-minute and one 25-minute online module that the teachers completed. The authors describe the
modules as follows: “The materials focused on difficult interactions with students, especially
disciplinary encounters, and how teachers can make these interactions productive. The ideas presented
were described as common but sometimes neglected wisdom about teaching. Teachers were told that
the purpose of the exercise was to collect experienced teachers’ perspectives on best practices for
interacting with students” (Okonofua, Paunesku, and Walton 2015, 6-7). Teachers were not explicitly
told what to do in their classrooms, but the treatment group was expected to adjust their approach as a
result of completing the online modules. The effect would be measured by later differences in behavior
problems in treatment group classrooms versus control classrooms. The students were 17 percent

Asi‘an, 2 percent black, 54 percent Latino, 7 percent white, and 20 percent other or unknown.

The intervention cut suspension rates in half: the schoolwide rate for the year was 9.8 percent in
control group classrooms and 4.6 percent in treatment group classrooms. For key subgroups, rates
were 14.6 percent versus 8.4 percent for boys; 12.3 percent versus 6.3 percent for blacks and Latinos;
and 51.2 percent versus 29.4 percent for students who had previously been suspended! Teachers who
received the intervention appeared to interact with students of all backgrounds in ways that avoided

escalation.

There was also an effect on how students perceived teachers. Students in the control group who
had been previously suspended were less likely than their classmates to perceive their teacher as
respectful and felt less respect for the teacher. No such disparity was found for students in the
treatment group.38 Hence, person-environment fit improved for students in treatment classrooms who

had previously been suspended.
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The Person-Environment Fit O
Predicament

To summarize, we can identify three specific points of departure for pathways through which society
generates skill and behavior gaps for BYMOC. | label them Diversity in Preparedness, Power and
Resources, and Societal Stereotypes. Each contributes to the Person-Environment-Fit Predicament in figure
20.

FIGURE 20

The Person-Environment Fit Predicament

Race and gender c » EMLB&M
-« gl BYMOC stereotypes
etesolypee ) e | and cultural mismatches
larger society
: : : Race and gender
Power and Resources ¢ Opportunitytolearn | | disproportionalities
Racial, ethnic, and social | Inconsistent classroom | ‘ tmlt:hsupime and rtacc_c:_ss |4
das's inequities in how B | exposure to effective | W e | tolearning opportunities i
societal resources are il person-environment fit .n AT ,,' ) are causes
a.Ilocated to bgnefit for learning with : Sy o and consequences
children from different teachers and peers | = ] of poor fit
backgrounds \ o -

A

Racial, ethnic, and social class differences in how children from diverse
backgrounds are prepared for school, beginning at birth through age 5

The first point of departure into the predicament is represented by the arrow labeled “A” connected
to the box labeled “Diversity in Preparedness.” We have discussed that BYMOC often arrive at
kindergarten with skills and behaviors that educators are not well-prepared to handle. From the first
day of school, this problem of person-environment fit can place some BYMOC at a disadvantage

compared to their peers and set the predicament cycle in motion.

The second pathway into the predicament is through disparities in Power and Resources,
represented by arrows “B” and “B’.” Power and resources play key roles in determining which children—
and whose children—are or are not effectively targeted for high-quality educational experiences. The
paper asked earlier whether BYMOC have access to the same quality of instruction that white males

receive. Based on students’ own perspectives, | have not found significant differences in how students
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of different racial backgrounds within the same classroom perceive teaching as measured by the Tripod
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7Cs. However, | do find differences between classrooms. It appears that allowing concentrated

disadvantage through racial segregation—with the resulting classroom-management challenges—is the

primary way that power and resources affect the person-environment fit predicament in upper

> B e

elementary schools. Consequently, policy should strive to reduce segregation. While fighting that uphill
battle, policymakers and community stakeholders must not wait to support educators, parents, and

students to perform better and achieve more under still-segregated conditions.

The story is similar at the secondary level. Racial differences in how students in the same classroom

perceive the quality of instruction are minimal, but having higher percentages of students of color

predicts worse behavior and less-effective classroom management. There are small negative effects

along multiple teaching dimensions predicted by higher percentages of students of color, but the effect

—_————

on classroom management is typically four times as large as the effect on any other. Also at the

secondary level, students at schools with higher percentages of students of color feel less safe and treat
A e N e

one another with less respect.

\/\/\—/\/\

Clearly, such conditions are not the direct result of skin color. Instead, they result from st&c_t_ugl
and cu&u_rglconditions correlated with race and poverty and how schools as institutions interaﬁith
race a'rfp’overty and cope under difficult circumstances. Families whose children attend racially
segregated schools have less of the power and fewer of the resources that enable other families to send
their children to better schools. Similarly, as Amanda Lewis and John Diamond (2015) documented in
their book, Despite the Best Intentions, power and resource disparities between parents of color and

white parents can diminish access to high-quality instruction and affect person-environment fit for

“BYMOC compared to white students even inside the same highly resourced school.

The third pathway into the predicament is through SW, represented by arrows “C”
and “C’.” Stereotypes concern the expectations that others have for BYMOC as well as what BYMOC
believe about their own social or racial/ethnic group. They may be grounded in patterns of actual
observed behaviors, but they do not reflect an inevitable reality and are not indicators of group-level
abilities, values, or aspirations. The existence of stereotypes in the broader society contributes to the
isolation of different racial, ethnic, and social class groups from one another. When they are brought
together, the lack of mutual familiarity contributes to various forms of cultural incompetence. The
teacher and student beliefs and behaviors discussed in the context of the Okonofua black escalation
effect were driven by preconceptions that teachers and BYMOC had of one another. The same is true
regarding the disrespect with which teachers and BYMOC often treat one another in secondary school

hallways.
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Researchers who emphasize societal stereotypes as factors affecting BYMOC are very sensitive to
the importance of teacher and student preconceptions, subjective experiences, and emotions as
determinants of the ways that they interact. Central concerns include subtle forms of disrespect and
microaggressions that can damage interracial dynamics and undermine school-based collaboration as
well as how racial stereotypes distort teaching behaviors. This perspective emphasizes the need for

teachers to learn about distinct features of community context and adapt professional practices to fit.

Stereotypes cause mistaken assumptions. Milner (2015) described the cultural mismatch he
observed when a teacher expressed his disappointment to four Latino students for their seeming lack of
effort in his class. The teacher then learned that one student was still learning English and often did not
understand him and that another was frequently tired because difficult circumstances at home
prevented him from sleeping. Milner wants teachers to “understand and develop responsiveness to
students’ experiences, and to use them as guides to create a more equitable curriculum” (Milner 2015,
77). He believes that focusing “on poverty and race and their intersected nature has promise rather
than concentrating exclusively on outcomes—especially test scores—that are separated from the
material realities of those living in poverty...” (Milner 2015, 175). In the latter excerpt, he is concerned

with power and resources as much as he is with stereotypes.

My reading of the evidence is that diversity in preparedness and power and resources are stronger
sources of continuing disparities in educational outcomes for BYMOC than societal stereotypes. If

race/gender stereotypes and cultural mismatches in the classroom are the norm for BYMOC, then the

quantitative evidence from thousands of classrooms should show more within-classroom differences
between BYMOC and their peers in response to items such as “My teacher in this class makes me feel that
s/he really cares about me.” Instead, BYMOC tend to agree with their classmates in how they rate their
teachers. The racially charged dynamics of the OW, while real, do not
appear to dominate the everyday functioning of classrooms. The evidence in this paper indicates that
the greatest inequities in teaching and learning are not experienced between students in the same

classrooms. Rather, they are between classrooms and often between schools. On average, BYMOC

have much less access than white males to orderly, on-task classrooms.

BYMOC who fail to avoid or escape the person-environment fit predicament may be trapped in a

self-reinforcing cycle of underachievement and self-defeating behavior. Their skills and behaviors may

seem to confirm negative stereotypes and justify disciplinary decisions that treat them as the “other”

rather than empathetically as valued members of the community.
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But this is not a story of individuals. Nor is it solely a story about stereotyping of the type that
psychologists sometimes emphasize, though stereotyping is important. Instead, the story entails an
intricate web of conditions involving every aspect of the social ecologies in which young people grow
and develop: their homes, classrooms, and peer groups; the relations that connect these settings to one
another and often present BYMOC with conflicting incentives and expectations; the places where
adults make key decisions affecting how BYMOC will be treated; and the complex belief systems within
which all of these social transactions take place. We have a systemic person-environment fit
predicament affecting BYMOC all over the nation. Breaking it requires systemic solutions in the context
of amovement fueled by a sense of urgency and possibility. Improvements that the movement brings
about may begin as effective programs whose practices then spread to infuse the normal routines of

schooling.
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How Schools Improve for Males of
Color

Programs with the potential to help unravel the predicament, improve person-environment fit, and
bolster educational outcomes for BYMOC, including a number that have been validated by high-quality S

experimental evaluations, are not hard to identify.

§
¢«  The My Teaching Partner program provides one-on-one coaching to teachers. Randomized 7L'
experiments have shown the program can produce achievement gains (Allen et al. 2011) and %

reduce racial disparities in office referrals for misbehavior (Gregory et al. 2015). My Teaching
Partner can be targeted to high-poverty schools where BYMOC are heavily represented. ] a ,

= The Promoting Alternative Thinking Strategies program shows strong results improving both

behavior and achievement in elementary schools (Conduct Problems Prevention Research
Group 2010; Domitrovich, Cortes, and Greenberg 2007). See the section “Evidence from a
Districtwide Behavior-Change Strategy” for an example of a strategy in Cleveland, Ohio, where

the program played an important role.

=  Programming in Chicago public schools that focused on reducing ninth-grade failure rates
helped BYMOC disproportionately (Roderick 2014 et al.).

= Aprogram that combined counseling and tutoring to low-achieving inner-city BYMOC resulted

in higher math scores (Cook et al. 2014).

= New research on the Moving to Opportunity program that moved families from high- to low-

poverty neighborhoods shows the program improved later college attendance and earnings
compared to a randomly selected group of families that did not move (but only if the move was

during the preteen years).39

»  New York City’s Small Schools of Choice Initiative has cut drop-out rates and raised scores

among students, including BYMOC, compared to other schools in the system.*

When researchers look systematically at effective schools, classrooms, and programs such as these,
they find relentless, high-quality implementation of a core set of common principles backed by the skills

and resources to enable implementation.
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Schools most effective at raising achievement levels and narrowing gaps have leaders with clear
ideas about what high-quality instruction entails. Typically, they do not import a school-improvement

O
3

model developed elsewhere. Instead, administrators and teacher leaders are students of the profession.

They study available research and collaborate with colleagues around well-defined priorities for

professional improvement. They work hard to master and apply core principles of effective teaching
that are embedded in the Tripod 7Cs or other teaching frameworks. In addition, they approach quality

teaching as a moral obligation to each student. Most do not use the language of person-environment fit,

but personalization in which adults are warm yet demanding tends to be the norm. Educator,
organizational, and school-community preparation—three of the criteria stipulated at the beginning of
this paper—are nonnegotiable norms. Developing whole systems of such schools should be our goal, but
doing so will require more than an effective program. It will require norms of teacher and administrator
selection, training, and support focused on building a more robust teaching profession as well as the
e e T T e e —e

resources to make these things possible.

I e U

Some Case Studies and their Commonalities

In a variety of context-specific ways, BYMOC in effective programs and classrooms experience
personalized, respectful, culturally sensitive, and intensive time-on-task learning opportunities. These
opportunities have well-defined developmental goals and a focus on continuous, data-informed
improvement. To be most effective at producing targeted developmental outcomes, professionals in
effective learning contexts are willing and able to competently adapt their models and procedures to fit

students’ needs.

To achieve regular person-environment fit in a whole school, school-level structures and routines
must provide teachers with preparation, feedback, and administrative supports to meet students’
academic (and sometimes personal) needs. Key elements of organizational structure and procedure can

be systematically identified through case-study analyses.

The Education Innovation Laboratory at Harvard University transfers lessons from the best charter
schools into regular public schools. This has had strong effects on math scores and worthwhile effects
on reading scores in both experimental and quasi-experimental analyses (Fryer 2014). Initially,
researchers studied what makes some charter schools more effective than others in order to distill
lessons for public schools. Faculty director Roland Fryer and his team conducted extensive on-site

observations and quantitatively coded what they saw. Using statistical methods, they then distilled
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features of schools producing higher test score gains. They identified five elements that predicted score
gains and four that did not. The elements that did not distinguish which charter schools did best were
class size, per-pupil expenditure, teachers with certifications, and teachers with master’s degrees. The

things that did predict success were
=  active and purposeful feedback from administrators to teachers;
= use of data from regular student assessments to drive instructional decisionmaking;
= tutoring for all students and high-dosage tutoring for those who need it;
»  extended time on task, including more time in school; and

« anexplicit emphasis on goals, with frequently-communicated high expectations for achieving
them (Fryer 2012).

Translating this to regular schools was Fryer’s next step, and his efforts have produced impressive
results. However, they have required intensive involvement by him or his agents in places adopting the
approach. In addition, teacher and administrator quality has been improved partly through turnover
rather than broad improvement with the staff already in place.41 Virtually all school-improvement
models and programs tend to be labor intensive, and the scarcest resource is the leadership needed to

achieve effective implementation.

The case studies of gap-narrowing school improvement with which | am most familiar were
instances where leadership’s primary focus was on improving instruction (R. Ferguson et al. _2010).
Initially, political energy inside schools focused on establishing serving every child as a nonnegotiable
goal. Race was sometimes, but not always, an explicit topic of discussion since these were majority
nonwhite schools. The second-year principal at Robert A. Taft High School in Cincinnati, Ohio, told his

teachers not to come back after lunch if they were not on board:

On opening day of the second year, Mr. Smith asked teachers: “Aren't you tired of teaching at the
lowest-performing school in the state?” And they replied, “Yeah, sure we are tired of teaching at
the lowest-performing school in the state.” In response, Mr. Smith said, “Okay, it's time for lunch,
and anyone who does not want to be part of who we are, don't return after lunch—1I'll find new
teachers” (R. Ferguson et al. 2010, 42)

They all returned. Within five years, a school where 95 percent of students were black and 68
percent qualified for free and reduced-price meals was beating the state average for whites in math,

reading, and science.
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Leaders at highly effective public schools assert a moral imperative to teach well. Teachers with low
expectations are shown ways to teach “as if” their expectations were higher. At Brockton High School in
Massachusetts, teachers are required to receive feedback on their grading. A committee of teachers
and administrators decided more than a decade ago that teachers in every subject—including noncore
subjects such as gym, art, and health—would assign academic essays. Teachers submit the graded
essays to supervisors and are evaluated on how well the feedback they provide to their students aligns
with the school’s rubric for student writing. The supervisors in turn receive feedback from the associate

principal.

The rubric was designed by teachers at the school and has been revised several times since 2002.
As the largest school in Massachusetts, with over 4,000 students, three-quarters of whom qualify for
subsidized meals and roughly the same percentage are students of color, Brockton consistently
achieves 8th-to-10th-grade score gains in English Language Arts that rank among the best in the state
and also improved in math gains. Leaders testify that the largest increases in teacher expectations came
though seeing-is-believing experiences after students actually improved. The doubting and resistant
teachers were like the patient who does not believe the medicine will help but takes it anyway and is

pleasantly surprised when they get well.

Brockton High improved with very little teacher turnover. In the years that | studied their data—
2006 through 2008—both black and Latino males cut between half and two-thirds of the gap in English
Language Arts scores—actual scores, not just proficient rates—between themselves and Massachusetts
white males from 8th grade to 10th grade. Certainly, there are high-gain schools like this in every
state—regular public schools that can be models for others. It takes ongoing energy. Brockton remains
above average, but has slipped below the top category and is currently working to regain its exemplary

position in the achievement gain ranking.

Just as Brockton became outstanding in English Language Arts, Tech Boston Academy learned to be
outstanding in math (and also does well in English Language Arts). Tech Boston Academy’s enroliment is
90 percent students of color, almost all of whom qualify for free and reduced-price lunches. Year after
year, Tech Boston Academy takes BYMOC who rank far below the state average as 8th graders and
raises them to near or even above the state average for whites as 10th graders. During a recent two-
year period, black and Latino males rose from -0.89 and -0.36 standard deviations, respectively, below
the state average for whites as 8th graders to -0.03 standard deviations below whites (blacks) and
+0.37 above whites (Latinos) as 10th graders. Case studies of the schools | have cited show that their

methods have much in common with what Fryer and his colleagues found when they studied successful
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charter schools, and with what the New York City Small Schools of Choice and other effective schools

do to achieve strong results.

In arecent report, my colleagues and | used Tripod data to study statistically the relationship of

teaching to student social-emotional skills, success mindsets, and personal agency. The relationship of

the same teaching measures to test score gains had been established in other research (Raudenbush

and Jean 2014; Kane, McCaffrey, and Staiger 2010). The patterns were quite nuanced. | distilled 10

implications for teaching built around the 7Cs components discussed earlier. Here, | have substituted
“BYMOC” for the word “student.”

10.

Care: Be attentive and sensitive but avoid coddling BYMOC in ways that hold them to lower
standards for effort and performance.

Confer: Encourage and respect the perspectives of BYMOC but avoid losing focus on key
instructional goals.

Captivate: Strive to make lessons stimulating and relevant. If some BYMOC seem
unresponsive, seek ways to improve, but also remember that some actively hide their interest
and effort.

Clarify with lucid explanations: Strive to develop clearer explanations, especially for the
material that BYMOC find most difficult.

Clarify by responding to confusion: Take regular steps to detect and respond to confusionin
class, but strike a balance between simply giving BYMOC the answers when they struggle
versus pressing them to take responsibility for their own learning.

Clarify with instructive feedback: Give instructive feedback in ways that provide scaffolding
for BYMOC to solve their own problems.

Consolidate: Regularly summarize lessons to remind BYMOC what they have learned and help
them encode understanding in memory.

Challenge by requiring rigor: Press BYMOC to think deeply instead of superficially about their
lessons. Set and enforce learning goals that require BYMOC to use reasoning and exercise
agency in solving problems.

Challenge by requiring persistence: Consistently require BYMOC to keep trying and searching
for ways to succeed even when work is difficult.

Classroom Management: Strive to achieve respectful, orderly, on task-behavior by BYMOC

through teaching that clarifies, captivates, and challenges rather than intimidation or coercion.
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These are basic propositions about effective teaching, but relentless administrator and teacher
leadership is required to establish them firmly—and apply them to ALL students—in schools or school

systems.

Evidence from a Districtwide Behavior-Change Strategy

In 2008, the Cleveland Metropolitan School District in Ohio adopted an unusually well-conceived and
ambitious strategy: a multipronged approach designed to affect both student and teacher behaviors. As
it was implemented, the school and the district used data to track key indicators of progress and inform
decisions on midcourse corrections. According to a report from the American Institutes for Research,

three essential components of the strategy were

1. anempirically validated social and emotional learning program that helps students in

elementary grades to understand, regulate, and express emotions (Promoting Alternative
Thinking Strategies, or PATHS);

2. Wa widely used planning model for students who exhibit early warning
signs (including those related to attendance and behavior) with a referral process to respond to

student needs in a timely, coordinated, and effective manner; and

3. planning centers, which replaced punitive in-school suspension with a learner-centered
) ‘earner-centere

approach to discipline that focuses on student needs and helps students learn self-discipline,

and aligns with the student support teams and CMSD’s focus on social and emotional learning
(Osher et al. 2013).

The report identified a number of impressive results from the fall of 2008 through the spring of
2011. Among them, the average number of suspendable behavioral incidents per school fell from 233.1
to 132.4. This included reductions from 131.8 to 73.9 incidents of disobedient or disruptive behavior,
from 54.5 to 36.4 incidents of fighting or violent behavior, from 12.8 to 5.6 incidents of harassment or
intimidation, and from 13.3 to 5.8 incidents of serious bodily harm. During this period, out-of-school
suspensions declined by 58 percent. The available data did not allow the authors to determine whether

BYMOC were equally benefitted.

The PATHS, student support teams, and planning centers were all ways of increasing person-

environment fit for students at risk of behaving badly.
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Helping BYMOC Stay on Track after High School

Preparing to stay on track through the next phase of development is an ongoing task in a person-
environment fit strategy. For adolescents, preparing well for the future requires more than simply
avoiding perils and mastering academic skills. It also requires identifying future options for education
and career, learning about the strategies necessary to pursue those options, the availability of
resources to implement those strategies, and the rewards to be expected from making the effort. In

short: information about options, strategies, resources, and rewards.

BYMOC from less-advantaged backgrounds have less access to effective counseling and tend to be
isolated from the information provided by good counselors. In that sense, the systemis biased. The
system would be neutral if children and youth from all backgrounds had access to the same amount and
quality of information to make strategic life decisions and the same amount of support for implementing
those decisions. Here, | briefly cite a few examples where measures to correct such biases have made a

positive difference.

Many families are unaware of how to secure financial aid for college, and if they are aware, they
may be intimidated by or poorly prepared to engage in the process. An experiment involving H&R Block
tax professionals helping low- to moderate-income families complete the Free Application for Federal
Student Aid showed that simply giving families information did not improve application rates (Bettinger
et al. 2009). However, information along with help completing the forms led more students to submit
the aid application and enroll in college the following fall. Other researchers using experimental
methods have found similar effects from providing modest amounts of information and support (Carrell

and Sacerdote 2013).

Another issue is that young people from less-advantaged backgrounds are often unprepared
socially and psychologically for the college and university experience and often feel out of place socially.
Students that feel this way may hold back from seeking support and instead choose to drop out. Social-
psychological interventions using randomized experiments at the time of transition into college have
proven to be effective at improving both performance and persistence. These college-belonging
interventions help students anticipate feeling out of place and accept the feeling is normal, increasing

the likelihood they will persist and succeed (Yeager and Walton 2011).

The college-belonging experiments are one of many social psychological experiments in which small
bits of information, often very subtly conveyed, enhance performance for students of color. A review of

these interventions is beyond the scope of this paper. However, David Yeager and Greg Walton are
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leaders among the researchers conducting such experiments. They explain the essential mechanisms by

which the interventions have their effect as follows:

But when promoting forces are adequate...student success may be held back instead by
restraining forces, such as worries about ability or negative stereotypes. In these cases...one can
remove forces that restrain their learning, allowing students to take greater advantage of
learning opportunities. As a consequence, even a seemingly small intervention but one that
removes a critical barrier to learning [the restraining force] can produce substantial effects on
academic outcomes (Yeager and Walton 2011, 275).

By “promoting forces,” they mean forces that enable success, such as adequate curriculum,

competent teachers, and a positive motivation to learn.

Through words and actions, teachers and other adults can either impose or remove mindset
barriers to performance that restrain Iearning.42 Adults need training to say and do the things that
remove such barriers. Currently, however, it is unclear which modes of training for teachers and other

adults are effective and scalable.

Finally, there is a bias in how we talk to youth about possibilities after high school. Consider a
definition of neutrality in which students are encouraged and allowed to pursue the future options that
best fit their skills and interests. Historically, black and brown children were sometimes actively
discouraged from attending four-year colleges. Partly in response, the four-year college degree is
sometimes the only postsecondary option emphasized even for struggling students of color. Indeed,
some educators fear that advocating anything else invites accusations of racism or elitism. However, we
know that a four-year college degree is a great fit for many but a not-gonna-happen prospect for others.
Most of us have young people in our own extended families for whom we know a four-year college is not
a good fit. We need to familiarize these young people with the many careers that do not require a four-

year degree but nonetheless constitute worthy aspirations (Spaulding et al. 2015).

Given our centuries-long racial history of poor advice, this is not a simple matter. Nonetheless, both
upward and downward bias in current systems for information and assistance is a problem remaining to
be solved. BYMOC in their late teens and early twenties find themselves disproportionately
disconnected from both school and work, unprepared for the options they desire, and lacking positive

contexts for person-environment fit.
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Conclusion: Aiming High
Capacity and Will _

There are many programs and school-improvement approaches that, if implemented well, can improve

educational outcomes for BYMOC. This paper has listed and briefly described some of them. It has also
identified common principles among the most effective approaches: clear goals embedded in

professional development and ongoing feedback to teachers on their performance, personalization and

—

targeted supports for students,vdata-based decisionmaking, high standards, and relentless commitment

to continuous improvement. Thesé principles can form the basis on which additional programs and
approaches can be designed. | submit that the reason such programs and approaches are not more
common is the lack of capacity to mount them effectively and the lack of collective will or ability to

develop that capacity. Impediments to broad-based improvement can be classified four ways:

« Political: Group interests by race, ethnicity, and socioeconomic status affect resource
allocation and residential patterns, which in turn foster differential access to high-quality
learning environments. Inside schools, group interests can affect which children’s needs are

treated as priorities and which are not.

= Sociological: Well-established traditions provide social reinforcement for parenting,
caregiving, teaching, and school management practices that have been handed down over

generations but may need to be updated.

= Psychological: Identity-related beliefs and dispositions affect teaching and learning behaviors.
Among students, the need for belonging (and sometimes physical safety) compels compliance
with destructive peer pressures. Among adults, the need for acceptance, influence, and
perceived competence in the eyes of colleagues leads to complicity in norms and practices that

many know are ill-advised.

» Economic: Financial resources, educator skills, and organizational capacities are key factors

affecting how fairly and effectively schools affect learning for BYMOC and others.

Prescriptions in this paper concerning particulrar programs as well as the general idea of improving
person-environment fit must be supported by both public- and private-sector resources and
implemented through a variety of programmatic interventions and institutional reforms. For most,

there will be no way around doing the politics. At the same time, as we do the politics, let us be certain
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that the reforms we seek are well suited to achieving the outcomes we value. This paper sometimes

affirms and other times challenges conventional wisdom among those of us who advocate.

When Milner (2015) writes about “focusing on poverty and race and their intersected nature” and
“the ways that racism prevents us from addressing the causes of underachievement,” he is echoing the
many scholars and journalists who have documented the poor conditions of high-poverty, racially
segregated schools and declared the injustice of allowing such conditions to persist. Even in racially
integrated schools and districts, addressing the particular needs of BYMOC and other less-advantaged
students can spark opposition. Noguera (2008) and Lewis and Diamond (2015) have written about
upper-middle income, racially integrated schools and the difficulty of making students of color and thefr

academic needs true priorities in the presence of vested interests that favor the status quo.

In the end, building capacity and taking initiative in any community to help males of color excel
requires that stakeholders take responsibility. In many cases, vested interests will perceive change as
threatening, at which point organized stakeholders must do the politics—seeking and securing sufficient
public- and private-sector commitments, including funding, to do the necéssary work. While school
expenditures were not an indicator of success in the charter schools Fryer studied, professional
development supports and supplemental services needed to improve BYMOC outcomes do cost
' money.43 However, money is not enough. Collective will, effective leadership, and high-quality

——

management are required to guide how funds are used. There is no doubt existing funds could be used

more effectively.

Simply providing more formal and informal supports to parents and other caregivers to prevent
males of color from falling behind by age 2 seems likely to make an important difference. As discussed,
several efforts around the nation have launched with just this purpose and, while not yet proven

effective, they seem promising.

D
- Lol
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Appendix A. Some Key Patterns in
National Datz

National summary statistics for black-white and Latino-white achievement gaps are issued by the
Nation’s Report Card (Vanneman, Hamilton, and Anderson 2009; Hemphill and Vanneman 2011). They
show girls and boys within each racial group doing equally well in fourth- and eighth-grade math but not
reading, where a gender gap exists with girls ahead of boys. There are also racial gaps. Within each

gender, whites score better than Latinos, who in turn score better than blacks.

Some good news is that scores in both reading and math have risen. For all racial groups and both
fourth and eighth grades, boys in 2009 approached or slightly exceeded the reading level that girls
achieved in 1990. Math scores in 2009 for black and Latino fourth graders (but not eighth graders)
exceeded where whites were in 1990. Any enthusiasm about progress for fourth and eighth graders is a
bit dampened, however, by the little progress made among 17-year-olds since 1990 (in the National
Assessment of Educational Progress Long-Term Trend Assessment) (NCES 2013). Flat trends since
1990 followed impressive progress for black and Latino 17-year-olds compared to whites during the
1970s and 1980s (R. Ferguson 2001). The best recent news is that, after a long period of stagnation,
high school graduation rates have risen for black, Latino, and white males and females among children
born after 1980 (Murnane 2013).

The most sobering evidence comes from international comparisons. The Program on International
Student Assessment is managed by the Organization for Economic Cooperation and Development. It
issues reading and math assessments to representative samples of 15-year-olds in most of the world’s
developed economies.* White and Asian Americans score at the top of the list in reading. If US Asians
were a nation, they would rank first in the world; whites would rank fourth, behind Korea and Finland.
In math problem-solving, however, US whites and Asians rank only 15th and 17th, respectively. The
results are more disappointing for black and Latino Americans. In math, Latinos rank 30th and blacks
rank 31st, just ahead of Turkey and Mexico. In reading, Latinos rank 33rd and blacks rank 36th. Chile
and Turkey rank 34th and 35th, respectively, and Mexico ranks 37th.

A report from the Social Science Research Council shows that people of color were
overrepresented in 2013 among young men and women disconnected from both work and school.
Among 16- to 24-year-olds, those who were disconnected included 21.6 percent of blacks in the age

group, 20.3 percent of Native Americans, 16.3 percent of Latinos, 11.3 percent of whites,and 7.9
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percent of Asians (Lewis and Burd-Sharps 2015). In another report, the Congressional Research Service
presented data by gender for blacks, Latinos, and whites in 2014 (Fernandes-Alcantara 2015). It shows
that among black, Latino, and white young adults who are not yet parents, males are more disconnected
than females and black males the most disconnected of all.*® Employment discrimination remains one

reason that young people of color have fewer opportunities (Bertrand and Mullainathan 2004), but skill

gaps remain another.*
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Notes

1. Most childrenin the US age 1 and under were people of color as of July 2011, so BYMOC are a growing
percentage of the population. “Most Children Younger than Age 1 are Minorities, Census Bureau Reports,” US
Census Bureau, May 17, 2012, https://www.census.gov/newsroom/releases/archives/population/cb12-
90.html.

2. Astudy of paid family leave law in California found that the program more than doubled the typical length of
maternity leave from around three weeks to six or seven weeks. See Rossin-Slater, Ruhm, and Waldfogel
(2011).

3. According to the National Assessment of Educational Progress Long-Term Trend Assessment. “National
Assessment of Educational Progress Data Explorer,” National Center for Education Statistics, accessed May 9,
2016, https://nces.ed.gov/nationsreportcard/naepdata/dataset.aspx.

4, Alsofromthe NAEP Long-Term Trend assessment. Whites have improved too over the same period, but not by
quite as much as blacks and Latinos.

5. The National Longitudinal Survey of Youth has continued to track the original 1979 cohort.
6. For an excellent source of deep historical detail, at least in relationship to blacks, see Muhammad (2010).

7. Forarecent edited volume covering how many forms of inequity produce unequal opportunities and outcome
disparities, see Duncan and Murnane (2011).

8. ldonotconsider genetic arguments for racial and ethnic differences. | leave that debate to others. For a
perspective consistent with ours, see Nisbett (2009).

9. Many link gender differences to the hormonal environment that girls’ and boys’ brains function in, especially
but not exclusively at puberty; the way that the maternal hormonal environment affects the fetus; brain
morphology itself; and the way that learning differences manifest by gender (especially ADHD). See Reilly
(2012) and Halpern (2012). Halpern proposes the need for a biopsychosocial model to combine the effects of
biology, psychology, and sociology. Thanks to Nan Marie Astone for advising me on this topic.

10. “Head Start Early Learning Outcomes Framework 2015,” Administration for Children and Families, US
Department of Health and Human Services, updated February 1, 2016,
http://eclkc.ohs.acf.hhs.gov/hslc/hs/sr/approach/elof.

11. Ithank William Monson and Julia Gelatt of the Urban Institute for acquiring and organizing the data from
which I constructed these figures. They bear no responsibility for the particular way in which | have used the
data to construct these figures.

12. Perryis afamous preschool intervention that served low-income families using teachers with bachelor’s
degrees and certification in education. Each teacher served five or six children in two-and-a-half-hour daily
classes and visited families weekly. There was an emphasis on supporting children’s self-initiated learning
activities.

13. “Groundbreaking Follow-Up Studies,” The Carolina Abecedarian Project, accessed May 4, 2016,
http://abc.fpg.unc.edu/groundbreaking-follow-studies

14. “Our Mission,” Too Small to Fail, accessed May 4, 2016, http://toosmall.org/mission.

15. “Word Gap Campaigns,” Too Small to Fail, accessed May 4, 2016, http://toosmall.org/community/word-gap-
campaigns.

16. “Boston Basics,” The Boston Basics, accessed May 4, 2016, http://bostonbasics.org/.
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17.

18.

19.

20.

21

22.

23.

24.

25.

26.

27.

The founding organizations of the Boston Basics Campaign are the Black Philanthropy Fund, the Achievement
Gap Initiative at Harvard University (of which this author is the faculty director), the Boston Mayor’s
Education Cabinet, the Pediatrics Department at Boston Medical Center, and WGBH Public Broadcasting.

See the chapter on test scores and earnings in Jencks and Phillips (1998).

Many districts of all sizes now use student surveys for various combinations of evaluation and teacher
feedback. Metropolitan districts that have used Tripod or other student surveys recently for some or all of
their teachers include New York, Dallas, Houston, Hawaii, Los Angeles, Pittsburgh, Nashville, Tulsa, and others.
Several organizations are now in the business of supporting school districts in survey administration,
reporting, interpretation, and professional development applications.

Tripod surveys are delivered through Tripod Education Partners, Inc., a business partnership between this
author and Rob Ramsdell of Cambridge, Massachusetts. The surveys are administered at the classroom level
using online or machine-scorable paper questionnaires. Student responses are anonymous and concern their
perceptions of teaching, engagement, and socioemotional factors in the classroom. Each teacher receives a
personalized online report that helps them learn more about their students’ perspectives and identify areas of
instruction to improve. This author created the first version 15 years ago in work with Northern Ohio school
districts. Now in their 18th generation, the surveys provide feedback to teachers in many districts around the
nation.

The racial mix for upper elementary across all groups was as follows:

Larger sample  Subsample

(N=690,000)  (N=76,000)
Arab 15 7.0
Asian 3.8 1.6
Black 27.2 26.3
East Indian 0.4 1.8
Latino 7.7 8.6
Muiltiracial (checked multiple options) 14.4 16.8
Native American 1.6 0.9
Pacific Islander 24 5.1
West Indian 0.2 0.2
White 26.2 22.9
Other 54 35
Missing 9.1 5.4

The positive differences are very small but statistically significant for confer (0.033 standard deviation),
captivate (0.083 standard deviation), and clarify (0.051 standard deviation). Males of color rate teaching the
same as white and Asian male classmates for challenge and classroom management.

This includes between classrooms in the same school and also in different schools.

The first two items are only available in the subsample of 2,700 classrooms, which is why what follows uses the
subsample.

See Table 15 of R. Ferguson (2015). Captivate and challenge are the strongest predictors of classroom
management, and clarify is the strongest predictor of captivate and challenge.

Most of the schools in this larger sample did not take the version of the survey including self-reports of the
student’s personal behavior used in the analysis above. This is why the analysis above uses only the subsample.

This index is the subjéct of one published study and another that is currently being completed. The published
study is Phillips and Rowley (2015).
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28.

29.

30.
31.

32.
33.

34.

35.
36.

37.

38.

39.

40.

41.

42.

In the top quintiles for both measures, the percentages are (male/female) whites 78/81, blacks 76/81, Latinos
77/83, Asians 64/76, and Native Americans 71/75. In the bottom quintiles, the percentages are whites 44/45,
blacks 43/46, Latinos 42/46, Asians 49/58, and Native Americans 36/36.

By low achieving, | include those with self-reported GPAs of C+ or lower. In other words, low-achieving males of
all racial groups tend to feel equally respected or disrespected. In addition, all feel less respected by teachers
than same-race males with higher GPAs.

Also see findings using the Monitoring the Future Survey reported in Toldson, McGee, and Lemmons (2015).

Though not emphasized below, the academic, attentional, and behavioral issues addressed in this paper are all
important predictors of which students commit the types of infractions that result in disciplinary encounters.
Hence, effective social and academic supports can be considered prevention. Here, however, the question
concerns how young people are treated once accused of an infraction.

See examples in chapter three of Milner (2015).

Unfortunately, much of the evidence on the basis of which bias is alleged is limited by the poor quality of
measures.

The study uses hierarchical linear multinomial logit regressions with the three disciplinary outcomes of in-
school suspension, out-of-school suspension, and expulsion.

The principal’s perspective on exclusion reaches only the 0.10 level of significance.

There was no black-white difference in expulsion before controlling for school-level factors, but one emerged
once school-level factors were controlled with an odds ratio of 1.25. The findings also suggest that expulsions
for a given infraction are more likely at more-advantaged schools. Recall that expulsions are rare in general and
perhaps even more so at more-advantaged schools; in the overall sample, there is about 1 expulsion for every
20 out-of-school suspensions. For all of these analyses, the lack of detail on the nature of the infraction
remains a source of ambiguity. The vast majority of expulsions were for possession or use of weapons, and
exactly what the student says or does with a weapon may vary systematically by race, as can the disciplinary
history of the student with the weapon.

The study does not report on race or gender differences in the offenses for which students are referred to the
office. It does, however, report that males are 68.8 percent of the ODR study population while only 51.3
percent of the state population, students qualifying for free or reduced-price meals are 53.4 percent of the
ODR study population and 37.5 percent of the state population, and blacks are 23.7 percent of the ODR
population while only 12 percent of the state population. See table 2 and text on page 654 in in Skiba et al.
(2014).

Also, among students who had not been previously suspended, there was no treatment-control difference in
perceived respect.

If the move was during the teen years, effects were negative. Results are not reported by gender except for
marriage rates, where the effects were only for females. See Chetty, Hendren, and Katz (2015).

Find several of the evaluation documents on the New York City Small Schools of Choice Evaluation website.
“New York City Small Schools of Choice Evaluation,” MDRC, accessed May 4, 2016,
http://www.mdrc.org/project/new-york-city-small-schools-choice-evaluation#overview.

In Houston, all of the principals and 53 percent of the teachers were replaced, some compensated financially to
leave. Hiring of new principals and teachers focused on educators who understood that their students came
from difficult circumstances and who believed that avoiding failure was the teacher’s responsibility. These are
the same qualities that Milner advocates.

Yeager and Walton caution that the experiments are more nuanced than they may first appear and that quick
and superficial applications of the ideas are unlikely to work if implemented incorrectly or under the wrong
conditions.
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43.

44,

45.

46.

Recent evidence indicates that, other things equal, increasing school spending tends to produce at least
modest improvement in learning outcomes. See Jackson, Kirabo, and Persico (2015).

“Overview,” Program for International Student Assessment, accessed May 4, 2016,
https://nces.ed.gov/surveys/pisa/.

In addition to neither.working nor being in school, the CRS definition of disconnectedness requires that the

person has not worked during the previous year for reasons other than going to school (Fernandes-Alcantara

2015). For each racial/ethnic group, males without children are more disconnected than females without
children. However, when females with children are included, females overall are more disconnected than
males for whites and Latinos. This is not true for blacks. According to the CRS report, the disconnection rate
for black 16- to 24-year-olds in 2014 was 13.1 percent for males and 8.6 percent for females. Rates for Latinos
and whites were 5.3 and 4.6 percent for males and 7.0 and 5.4 percent for females, respectively.

Indeed, even with regard to skills, statistical discrimination is when employers guess incorrectly that an
individual person from group A is less skilled than an individual person from group B based on correct
knowledge of average differences between the groups that may not be true for many individuals.
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