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The National Comprehensive Center for Teacher Quality (TQ Center)
TQ Center is funded by a contract awarded by the U.S. Department of Education to the American Institutes for Research.  to serve as the premier national resource to which the regional comprehensive centers, states and other education stakeholders turn for strengthening the quality of teaching—especially in high-poverty, low-performing and hard-to-staff schools—and for finding guidance in addressing specific needs, thereby ensuring highly qualified teachers are serving students with special needs. The goals of the TQ Center are to promote successful implementation of the teacher quality requirements of the No Child Left Behind (NCLB) Act by disseminating critically reviewed research, strategies, practices and tools; ensure a highly qualified teacher workforce by developing needs-based solutions; broaden the understanding and use of successful models and practices relating to teacher quality; and galvanize public and policymaker support to meet the demands of NCLB related to teacher quality.  To reach these goals, the TQ Center analyzes research and identifies proven and promising policies, strategies, models and practices; disseminates information on these proven policies, strategies, models and practices; develops useful products and tools related to teacher quality; trains regional comprehensive center staff using face-to-face facilitation and online technology; convenes clusters of regional comprehensive center staff and host an annual "What Works" conference; coordinates work with complementary efforts of other content centers; and consults in areas of expertise. For additional information on the Center, visit its Web site at http://www.tqsource.org/. 

The National Evaluation and Technical Assistance Center (NDTAC)
The National Evaluation and Technical Assistance Center for the Education of Children and Youth Who Are Neglected, Delinquent, or At-Risk (NDTAC) is funded by a contract awarded by the U.S. Department of Education to the American Institutes for Research. The mission of NDTAC is to improve educational programming for youth who are neglected, delinquent or at-risk of academic failure. NDTAC’s mandates are to provide information, resources and direct technical assistance to States and those who support or provide education to youth who are neglected or delinquent, develop a model and tools to assist States and providers with reporting data and evaluating their services and serve as a facilitator to increase information-sharing and peer-to-peer learning at State and local levels. For additional information on NDTAC, visit the Center’s Web site at http://www.neglected‑delinquent.org.   

The Safe and Supportive Schools Technical Assistance Center (SSSTA)
The Safe and Supportive Schools Technical Assistance Center is funded by a contract awarded by the U.S. Department of Education’s Office of Safe and Healthy Students to the American Institutes for Research.  Its mission is to improve schools’ conditions for learning (CFL) through measurement and program implementation, so that all students have the opportunity to realize academic success in safe and supportive environments. The Center works with a team of specialists and/or experts in the field to provide training and technical assistance on developing and managing school climate surveys and their data and selecting and implementing appropriate strategies, interventions and/or programs identified by data.  It uses face-to-face and web-based meetings (webinars), products and tools to assist in creating a safe and respectful school environment and to disseminate the latest research findings about school climate’s role in improving academic success for all students.  The Center serves State grantees funded under the Safe and Supportive Schools Program, other State administrators, district and school administrators, teachers, school support staff, communities, families and students. For more information on the Safe and Supportive Schools TA Center, visit the Center’s Web site at http://safesupportiveschools.ed.gov/index.php?id=01.
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Introduction
Teachers, principals and other school-based personnel play a vital role in stopping the school-to-prison pipeline. Through their interactions with children, youth and their families, educators can ameliorate (or exacerbate) the impact of factors—such as poverty, discrimination, trauma and lack of appropriate health care, among others—that can lead to learning and behavioral problems, delinquency, arrest, incarceration and recidivism.[endnoteRef:1] When educators have the competencies and capacity—the knowledge, skills, beliefs, values, attitudes, experiences and supports—to effectively address the diverse academic, social and emotional learning needs of all students and to build positive conditions for learning, they not only can begin to redress the overrepresentation of students of color in the pipeline to prison but also put more students on paths to successful futures. Ensuring that educators have this capacity is critically important and requires focused attention on each aspect of the educators’ career continuum—recruitment, preparation, induction and ongoing professional learning and development.  [1:  D. Osher, M. M. Quinn, J. R. Poirer, & R. Rutherford, “Deconstructing the pipeline: Using efficacy and effectiveness data and cost-benefit analyses to reduce minority youth incarceration” New Directions in Youth Development, 99 (2003), 91–120; D. Osher, D. Woodruff, & A. Sims, “Schools make a difference: The relationship between education services for African American children and youth and their overrepresentation in the juvenile justice system,” pp. 93–116, in D. Losen (Ed.), Minority issues in special education. (Cambridge, MA: Harvard Education Publishing Group, 2002).] 

In this paper, we—a group of experts from three federally funded educational technical assistance centers housed at American Institutes for Research (AIR)[endnoteRef:2]—describe educators’ role in the school-to-prison pipeline and detail the competencies necessary to promote the kinds of positive interactions with children, youth and their families that will help block the pipeline. We then describe promising approaches to enhancing those competencies and capacities among educators throughout their career continuum. Examples of successful research-based initiatives for each approach are included. [2:  The National Comprehensive Center for Teacher Quality (TQ Center); National Evaluation and Technical Assistance Center for the Education of Children and Youth who are Neglected, Delinquent, or At-Risk (NDTAC); and the Safe and Supportive Schools Technical Assistance Center. ] 


P-12 Educators’ Role in the Pipeline
Educators—teachers and school administrators—can affect children’s trajectory into and through the pipeline to prison in at least four ways: (1) through their relationships with children and youth, (2) through their attitudes and social emotional competence, (3) by contributing to the conditions for learning and (4) through their responses to student behavior. Although these factors are analytically distinguishable, they interact. And although we cite the empirical literature, our recommendations are also consistent with focus groups and interviews we have conducted with students, teachers and families, across the country. Each of these four ways is explored in turn. 
Educator–Student Relationships
Findings from developmental science repeatedly show that positive teacher–student relationships in schools are central to positive academic and social outcomes for students[endnoteRef:3] and therefore can help prevent entrance into the pipeline. Similarly, positive relationships with teachers are associated with reductions in dropping out, delinquency and other high-risk behaviors.[endnoteRef:4]  [3:  C. Bergin & D. Bergin, “Attachment in the Classroom,” Educational Psychology Review 21,2 (2009): 141–170; J. Cornelius-White, “Learner-Centered Teacher-Student Relationships Are Effective: A Meta-Analysis.” Review of Educational Research 77, 1 (2007): 113–143; B. K. Hamre & R. C. Pianta, “Early Teacher–Child Relationships and the Trajectory of Children’s School Outcomes Through Eighth Grade,” Child Development 72, 2 (2001): 625-638; K. R. Wentzel, “Are Effective Teachers Like Good Parents? Teaching Styles and Student Adjustment in Early Adolescence,” Child Development, 73,1 (2003), 287–301; D. L. Roorda, H. M. Y. Koomen, J. L. Spilt, & F. J. Oort, “The Influence of Affective Teacher-Student Relationships on Students’ School Engagement and Achievement: A Meta-Analytic Approach,” Review of Educational Research, 81,4 (2011), 493–529; J. Wu, J. Hughes, & O. Kwok, “Teacher–Student Relationship Quality Type in Elementary Grades: Effects on Trajectories for Achievement and Engagement,” Journal of School Psychology, 48,5 (2010), 357–387; K. Fredriksen & J. Rhodes, “The Role of Teacher Relationships in the Lives of Students,” New Directions for Youth Development (2004), 45–54; B. K. Barber & J. A. Olsen, “Assessing the Transitions to Middle and High School,” Journal of Adolescent Research 19,1 (2004), 3–30; S. H. Birch & G. W. Ladd, “The Teacher-Child Relationship and Children’s Early School Adjustment,” Journal of School Psychology, 35,1 (1997), 61–79.]  [4:  Croninger, R. G. and Lee, V. E.  “Social Capital and Dropping Out of High School: Benefits to At-Risk Students of Teachers’ Support and Guidance.”” Teachers College Record, 103, 4 (August 2001): 548-581; M. Resnick, P. Bearman, R. Blum, K. Bauman, K. Harris, J. Jones, et al., “Protecting Adolescents From Harm: Findings From the National Longitudinal Study on Adolescent Health,” Journal of the American Medical Association, 278,10 (1997), 823–832, doi:10.1001/jama.278.10.823; L. G. Colarossi & J. S. Eccles, “Differential Effects of Support Providers on Adolescents’ Mental Health,” Social Work Research, 27,1 (2003), 19–30; D. R. Hoge, E. K. Smit, & S. L. Hanson, “School Experiences Predicting Changes in Self-Esteem of Sixth- and Seventh-Grade Students,” Journal of Educational Psychology, 82,1 (1990), 117–127; J. N. Hughes, T. A. Cavell, & T. Jackson, “Influence of Teacher-Student Relationship on Childhood Conduct Problems: A Prospective Study,” Journal of Clinical Child Psychology, 38, (1999), 173–184; J. Kesner, “Teacher Characteristics and the Quality of Child-Teacher Relationships,” Journal of School Psychology, 28,2 (2000), 133–149; R. C. Pianta, B. Hamre, & M. Stuhlman, “Relationships Between Teachers and Children,” pp. 199–234 in W. M. Reynolds & G. E. Miller (Eds.), Handbook of Psychology, vol. 7: Educational Psychology (New York: Wiley, 2003).] 

These relationships, which appear to be particularly important for students who are at risk,[endnoteRef:5] can have a long-term impact as well. Hamre and Pianta, for example, found that negative relationships marked by student-teacher conflict and student dependency on teachers in kindergarten were positively related to negative academic and behavioral outcomes in eighth grade. And, other longitudinal research shows the protective function of school connectedness.[endnoteRef:6] [5:  B. K. Hamre & R. C. Pianta, “Can Instructional and Emotional Support in the First-Grade Classroom Make a Difference for Children at Risk of School Failure?” Child Development, 76,5 (2005), 949–967; M. Lynch & D. Cicchetti, “Maltreated Children’s Reports of Relatedness to their Teachers,” pp. 81–107 in R. C. Pianta (Ed.), Beyond the Parent: The Role of Other Adults in Children’s Lives (San Francisco: Jossey-Bass, 1992); M. Lynch & D. Cicchetti, “Children’s Relationships With Adults and Peers: An Examination of Elementary and Junior High School Students,” Journal of School Psychology, 35 (1997), 87–100; D. M. Decker, D. P. Donna, & S. L. Christenson, “Behaviorally At-Risk African American Students: The Importance of Student–Teacher Relationships for Student Outcomes,” Journal of School Psychology, 45, (2007), 83–109; Jan Hughes & Oi-man Kwok, “Influence of Student–Teacher and Parent–Teacher Relationships on Lower Achieving Readers’ Engagement and Achievement in the Primary Grades,” Journal of Educational Psychology 99,1 (2007), 39–51.]  [6:  B. K. Hamre & R. C. Pianta, “Can Instructional”; Cairns R. B. & Cairns B.D. Lifelines and Risks: Pathways of Youth in our Time. (New York, NY: Cambridge University Press; 1994:91);  M. E. Ensminger & H. S. Juon, “Transition to adulthood among high-risk youth,” pp. 365-391, in R. Jessor (Ed.), New perspectives on adolescent risk behavior, (New York: Cambridge University Press. 1998); M. E. Ensminger, S. G. Kellam, & B. R. Rubin, “School and family origins of delinquency: Comparisons by sex,” pp. 73-97, in K. T. Van Dusen & S. A. Mednick (Eds.), Prospective studies of crime and delinquency, (Boston: Kluwer-Nijhoff Publishing Co, 1983).] 

Educator Attitudes and Social Emotional Competence
Teacher attitudes include their expectations for student success, their sense of individual and collective accountability for and efficacy in realizing high expectations for students and the relational trust that they have for each other, administrators, families and students. Educators’ high expectations for students also have repeatedly been shown to positively influence student outcomes,[endnoteRef:7] particularly among students who are at risk.[endnoteRef:8] Unfortunately, despite good intentions, many educators have low expectations for students whom they perceive as being at-risk. These low expectations reflect the interaction of experience, deficit-oriented thinking, unconscious prejudice and the lack of peer and institutional support. Similarly, teachers’ sense of responsibility for student outcomes, their belief that they are able to realize these aspirations and the relational trust they have with students, their family and the community are all linked to positive and negative student outcomes (e.g., whether students attend school, maintain effort on difficult learning tasks, improve academically).[endnoteRef:9] Research suggests that staff in schools that work well with students who are at risk of poor outcomes share a sense of mutual trust and collective efficacy that can help them implement student-centered approaches that reduce disciplinary problems.[endnoteRef:10] [7:  E. Pedersen, T. A. Faucher, & W. E. Eaton, “A New Perspective on the Effects of First-Grade Teachers on Children’s Subsequent Adult Status,” Harvard Educational Review, 48,1 (1978), 1–33.]  [8:  J. B. Hinnant, M. O’Brien, & S. R. Ghazarian, “The Longitudinal Relations of Teacher Expectations to Achievement in the Early School Years,” Journal of Educational Psychology, 101,3 (August 2009), 662–670.]  [9:  A. S. Bryk & B. Schneider, Trust in schools: A Core Resource for Improvement. (New York: Russell Sage Foundation, 2002); R. D. Goddard, W. K. Hoy, & A. W. Hoy, (2000). “Collective teacher efficacy: Its meaning. measure and impact on student achievement.” American Educational Research Journal, 37, 2 (2000), 479–507; P.T. Ashton & Webb R.B.  Making a difference: Teachers’ sense of efficacy and student achievement (New York: Longman, 1986).]  [10:  A. S. Bryk & B. Schneider, 2002; D. Osher, S. Sandler and C. Nelson, “The Best Approach to Safety Is to Fix Schools and Support Children and Staff,” New Directions in Youth Development, 92 (2001), 127–154.] 

The issues here are not just attitudinal. Teaching is a demanding and stressful job, particularly in environments where there is a high level of student need and a low level of institutional support.[endnoteRef:11] Navigating the profession’s role demands depends in part upon teacher competence. Jennings and Greenberg have synthesized literature that suggests teachers’ social and emotional behaviors can affect student outcomes as well.[endnoteRef:12] Their observations are consistent with critical incident interviews that AIR staff have conducted with teachers. Teachers’ social and emotional behaviors set the tone for a classroom climate that can facilitate desired student outcomes or exacerbate poor student outcomes.[endnoteRef:13] Moreover, teacher stress and burnout, which can result from teachers’ inability to cope with the emotional demands of teaching, can negatively affect student outcomes by contributing to poorer teacher attendance and more teacher attrition.[endnoteRef:14]  [11:  E. Allensworth, S. Ponisciak, & C. Mazzeo. (2009). The Schools Teachers Leave: Teacher Mobility in Chicago Public Schools (Chicago: Chicago Consortium for School Research, 2009). Retrieved January 4, 2012, from http://ccsr.uchicago.edu/content/publications.php?pub_id=134; D. Boyd, P. Grossman, M. Ing, H. Lankford, & J. Wyckoff, “The Influence of School Administrators on Teacher Retention Decisions,” American Educational Research Journal, September 14, 2010 (online).]  [12:  M. T. Greenberg & P.A. Jennings. The prosocial classroom: Teacher social and emotional competence in relation to student and classroom outcomes. Review of Educational Research, 79, 1 (2009), 491-525. ]  [13:  Greenberg & Jennings, 2009; K. M. La Paro, R. Pianta, & M. Stuhlman. “The classroom assessment scoring system: Findings from the prekindergarten year.” Elementary School Journal, 104, (2004), 409–426.; R. J. Marzano, J. S. Marzano, & D. J. Pickering, Classroom Management That Works (Alexandra, VA: Association for Supervision and Curriculum Development, 2003); ]  [14:  M. L. Chang. “An appraisal perspective of teacher burn¬out: Examining the emotional work of teachers” Educational Psychology Review, 21(3) (2009), 193–218; Greenberg & Jennings, 2009; Kesner, 2000.] 

Ensuring Conditions for Learning
Teachers play a key role in building conditions for learning, both in their classes and in the school. Research suggests that safety, student social-emotional competence, support and the experience of meaningful challenge are proximally related to learning[endnoteRef:15] and that these conditions are particularly important for students who are disengaged or at risk of school failure[endnoteRef:16] These conditions are interdependent and reinforce each other.  [15:  J. A. Durlak, R. P. Weissberg, & M. Pachan. “A meta-analysis of after-school programs that seek to promote personal and social skills in children and adolescents” American Journal of Community Psychology, 45 (2010), 294–309; Fredricks, Blumenfeld, & Paris, 2004; Goodenow, 1993; D. Osher & K. Kendziora. Building Conditions for Learning and Healthy Adolescent Development: Strategic Approaches in B. Doll, W. Pfohl, & J. Yoon (Eds.) Handbook of Youth Prevention Science (pp 121-140). (New York: Routledge, 2010).]  [16:  D. Osher, A. Sidana, & P. Kelly. Improving conditions for learning for youth who are neglected or delinquent. (Washington, D.C.: National Evaluation and Technical Assistance Center for the Education of Children and Youth who are Delinquent, Neglected, or at Risk, 2008).] 

Safety. Safety includes physical and emotional safety. When students feel physically unsafe, they respond in a variety of ways that interfere with learning and place them at additional risk of involvement with juvenile justice—staying home, carrying weapons, joining gangs, acting tough, or coming to class late and/or hyperaroused and/or with a level of anxiety that interferes with learning. When students do not feel emotionally safe, they may exhibit similar avoidance behaviors. In addition, they may become less likely to take the risks that are associated with learning and thinking creatively. Adults can create a physically and emotionally safe environment by the policies they create, the way they implement the polices (e.g., addressing bullying when they observe it), by listening to student safety concerns and responding in what they perceive to be a helpful manner, by engaging students in the solutions and by modeling and reinforcing appropriate behavior and emotional control.[endnoteRef:17] [17:  D. Osher, G. G. Bear, J. R. Sprague, & W. Doyle, “How Can We Improve School Discipline?” Educational Researcher, 39, 1 (2010), 48–58.] 

Social and Emotional Learning (SEL). Student social competence contributes to safety as well as the student’s ability to focus on and persist in learning. Although all students need to build their social and emotional competence, this need may be particularly critical for vulnerable students who have experienced trauma or have had other adverse childhood experiences. SEL is a process through which children and youth (as well as adults) learn to understand and manage their emotions and relationships. SEL helps create a positive school environment, setting the foundation for academic achievement, maintenance of good physical and mental health, parenting, citizenship and productive employment. Evidence demonstrates that when schools effectively implement efficacious SEL programming and teachers promote and facilitate social emotional learning in classrooms, both students’ social and academic outcomes improve.[endnoteRef:18] [18:  M. A. Bracket & N. A. Katulak, “Emotional intelligence in the classroom: Skill-based training for teachers and students,” pp. 1-27, in J. Ciarrochi & J. D. Mayer (Eds.), Applying emotional intelligence: A practitioner's guide. (New York: Psychology Press, 2007); Elias, M. J., & Kress, J. S., A comprehensive skill building approach to Jewish values: Social and emotional learning and caring early childhood classrooms. (New York: Coalition for the Advancement of Jewish Education, 2004); M. T. Greenberg, R. P. Weissberg, M. U. O’Brien, J. E. Zins, L. Fredericks, H. Resnik,  & M. J. Elias. “Enhancing school-based prevention and youth development through coordinated social, emotional and academic learning” American Psychologist, 58(6/7) (2003), 466–474.; J. Patti & J. Tobin. Smart school leaders: Leading with emotional intelligence. (Dubuque, IA: Kendall-Hunt, 2006); J. E. Zins, M. J. Elias, & M. T. Greenberg, “School practices to build social-emotional competence as the foundation of academic and life success,” pp. 79-94, in R. Bar-On, J. G. Maree, & M. J. Elias (Eds.), Educating people to be emotionally intelligent (Westport, CT: Praeger, 2007); J.A. Durlak, & R. P. Weissberg. A major meta-analysis of positive youth development programs. Presentation given at the Annual Meeting of the American Psychological Association (2005, August). Washington, DC.] 

Challenge. The experience of meaningful challenge involves energizing and supporting student engagement in the educational process. This dimension has academic, behavioral, cognitive and psychological components, which are enhanced when the other conditions for learning are present. Educators are able to engage and challenge their students when the learning activities they design and implement are culturally competent, build upon the student’s strengths and interests and are perceived by the student and people who are significant in his or her life as being relevant to the student’s future.[endnoteRef:19] Unfortunately, many students who are at risk of school failure and involvement with juvenile justice attend schools where adults have low expectations for them and fail to engage their interests or provide effective support for learning.[endnoteRef:20] Challenge and engagement often depend upon the capacity of educators to promote and support learning and are enhanced by the students’ experience of support within a disciplined learning environment.[endnoteRef:21]  [19:  S. M. Keeley, K. M. Shemberg, B. S. Cowell, & B. J. Zimbauer, “Coping With Student Resistance to Critical Thinking: What the Psychotherapy Literature Can Tell Us,” College Teaching 43,4 (1995), 140.]  [20:  Osher, Cartledge, Oswald, Artiles, & Cointinou, 2004; M. Haberman “The ideology of star teachers of children in poverty” Educational Horizons, 70(3) (1992), 125–129; M. Haberman “Selecting “star” teachers for children and youth in urban poverty” Phi Delta Kappan, 76(10) (1995), 777–781; A. S. Bryk, P. B. Sebring, E. Allensworth, S. Luppescu, & S. Q. Easton. Organizing Schools for Improvement: Lessons from Chicago. Chicago: University of Chicago Press, 2010.]  [21:  D. Osher & K. Kendziora, 2010.] 

Support. Support includes the availability of educators who can help to meet students’ social, emotional, behavioral and academic needs. Support also refers to students’ sense of connection and attachment to adults in school and of being cared about and treated well and respectfully by them. Optimizing support requires creating caring connections with adults who can offer encouragement, support and nurturing and who are significantly involved in students’ lives. Students learn and achieve more when they feel that their teachers treat them with care and support.[endnoteRef:22] Again, these caring connections are preventative of negative outcomes. Too often, students who need support do not receive it or perceive its availability. While in part this is a function of organizational capacity and student perception, it is a function of building and sustaining the capacity of teachers to develop supportive relationships with students. [22:  Osterman, 2000; Wentzel, 1998.] 

Educator Approaches to Discipline
The fourth, and perhaps most important, role that educators play in stopping the pipeline to prison involves how they prevent and respond to problem behavior. The issue here also involves policy and institutionalized practices, which often focus on punishment, exclusion and external discipline.[endnoteRef:23] The individual and collective behaviors of the school staff, however play powerful roles in shaping student behavior. This is particularly important, because educator practices often contribute to students’ indiscipline and oppositional behavior.[endnoteRef:24]  [23:  Osher, Bear, et al.]  [24:  D. A. McFarland, “Student Resistance: How the Formal and Informal Organization of Classrooms Facilitate Everyday Forms of Student Defiance” American Journal of Sociology 107 (2001), 612–667; Mayer, C. R., Mitchell, L. K., Clementi, T., & Clement-Robertson, E., “A dropout prevention program for at-risk high school students: Emphasizing consulting to promote positive classroom climates” Education and Treatment of Children, 16 (1993), 135–146.; Mayer, G. R. “Behavioral strategies to reduce school violence” Child and Family Behavior Therapy, 24 (2002), 83-100.] 

Unfortunately, too many educators lack skills and knowledge in this important area. For example, in a recent nationwide poll of teachers, 95 percent of respondents reported that “ensuring that students who are severe discipline problems are removed from the classroom and placed in alternative programs more suited to them” is a “very effective” or “somewhat effective” strategy for improving teacher effectiveness (68 percent and 27 percent respectively).[endnoteRef:25] This strategy was deemed more effective than the other options presented, such as reducing class size and improving professional development among others. In a 2004 Public Agenda survey, a similar percentage of teachers thought that establishing and enforcing zero-tolerance policies so that students would know they will automatically be expelled from school for serious violations would be “very effective” (70 percent) or “somewhat effective” (23 percent) as a solution to the discipline and behavioral problems found in the nation’s public schools.[endnoteRef:26] [25:   J. G. Coggshall & A. Ott, Convergence and Contradictions in Teachers’ Perceptions of Policy Reform Ideas (Washington, DC: Learning Point Associates and Public Agenda, 2010), retrieved January 4, 2012, from http://www.learningpt.org/expertise/educatorquality/genY/Convergence_Contradiction.pdf]  [26:  Public Agenda & Common Good, Teaching Interrupted: Do Discipline Policies in Today’s Schools Foster the Common Good? (New York: Author, 2004), retrieved January 4, 2012, from http://www.publicagenda.org/files/pdf/teaching_interrupted.pdf.] 

These attitudes are prevalent despite research that finds a link between the types of punishment associated with zero-tolerance policies, including suspensions and expulsions and a variety of negative outcomes.[endnoteRef:27] A new groundbreaking statewide study followed nearly 1 million Texas public secondary school students for at least six years using school and juvenile justice system records found that when students are suspended or expelled, the likelihood that they will repeat a grade, not graduate, or become involved in the juvenile justice system increases significantly.[endnoteRef:28] This finding is especially significant because of the extent to which educators suspend and expel students and the rationale educators invoke for those punishments.[endnoteRef:29] For example, Fabelo et al. found that almost 60 percent of the million students in their study were either suspended or expelled at least once between seventh and 12th grades.[endnoteRef:30] [27:  J. E. Davis, & W. T. Jordan, “The Effects of School Context, Structure and Experiences on African American Males in Middle and High School,” Journal of Negro Education, 63 (1994): 570–587; L. M. Raffaele Mendez & H. M. Knoff, “Who Gets Suspended From School and Why: A Demographic Analysis of Schools and disciplinary Infractions in a Large School District.” Education & Treatment of Children, 26 (2003), 30–51, R. Balfanz, & C. Boccanfuso, Falling off the Path to Graduation: Middle Grade Indicators in Boston (Baltimore, MD: Everyone Graduates Center, 2007); R. Skiba, & M. K. Rausch, The Relationship Between Achievement, Discipline and Race: An Analysis of Factors Predicting ISTEP Scores. (Bloomington, IN: Center for Evaluation and Education Policy, 2004), R. Skiba, & M. K. Rausch, “Zero Tolerance, Suspension and Expulsion: Questions of Equity and Effectiveness,” pp. 1063–1089 in C. M. Evertson & C. S. Weinstein (Eds.), Handbook of Classroom Management: Research, Practice and Contemporary Issues (Mahwah, NJ: Lawrence Erlbaum Associates, 2006), Osher, Bear, et al.; A. Gregory, R. Skiba, & P. Noguera, “The Achievement Gap and the Discipline Gap: Two Sides of the Same Coin,” Educational Researcher, 39 (2010), 59–68; Justice Policy Institute.]  [28:  T. Fabelo, M. D. Thompson, M. Plotkin, D. Carmichael, M. P. Marchbanks, & E. A. Booth, Breaking Schools’ Rules: A Statewide Study of How School Discipline Relates to Students’ Success and Juvenile Justice Involvement (Lexington, KY: Council of State Governments; College Station, TX: Public Policy Research Institute, 2011).]  [29:  D. J. Losen, & R. J. Skiba, Suspended Education: Urban Middle Schools in Crisis (Montgomery, AL: Southern Poverty Law Center, 2010), retrieved January 4, 2012, from http://www.splcenter.org/get-informed/publications/suspended-education; A. Ciolfi, C. Shin, & J. Harris, Educate Every Child: Promoting Positive Solutions to School Discipline in Virginia (Washington, DC: Legal Aid Justice Center’s JustChildren Program, 2011).; Fabelo et al.]  [30:  Fabelo et al.] 

The factors leading to these attitudes include a lack of understanding of students’ developmental needs and how factors such as culture, trauma and health (including mental health) affect student behavior. This lack of understanding, particularly when coupled with rigid behavioral expectations,[endnoteRef:31] can contribute to misinterpreting the behavior of students who are frequently harder to reach and in need of more supportive connections than their peers.[endnoteRef:32] A belief in the power of punishment and a confounding of high behavioral expectations with low thresholds for triggering punitive sanctions, together with a lack of skill regarding how to respond to problematic behavior, can allow small incidents to grow into bigger ones, unnecessarily escalating problem behaviors and contribute to students’ subsequent involvement in the justice system. These challenges are manifested within classrooms, other parts of the school and in how administrators and specialists respond to troubled students of color. This lack of capacity helps explain the overrepresentation of students of color in the pipeline to prison.[endnoteRef:33] [31:  M. M. Gerber & M. I. Semmel, “Teacher as Imperfect Test: Reconceptualizing the Referral Process,” Educational Psychologist, 19 (1984), 137–148. ]  [32:  Bergin & Bergin.]  [33:  D. Osher, G. Cartledge, D. Oswald, A. J. Artiles, & M. Coutinho, “Issues of Cultural and Linguistic Competency and Disproportionate Representation,” pp. 54-77,  in R. Rutherford, M. Quinn, & S. Mather (Eds.) Handbook of Research in Behavioral Disorders. (New York: Guilford Publications, 2004); Osher, Woodruff, & Sims, 2002; Skiba, R., Eckes, S., Brown, K. African American disproportionality in school discipline: The divide between best evidence and legal remedy. New York Law School Law Review, 54 (2010), 1071-1112.] 



Necessary Educator Capacities/Competencies to Stop the Pipeline
In light of the four ways that educators can influence the school-to-prison pipeline, it is critical that effective approaches be developed and implemented to enhance educator capacities and competencies to close the pipeline. These competencies are as follows, organized by role:
· Educator–student relationships 
· The ability to establish supportive and productive relationships with students and their families in a cultural and linguistically competent manner
· Educator attitudes and social emotional competence
· The ability to maintain and demonstrate abiding high expectations
· The ability to model social emotional competence and integrate social emotional learning strategies/activities/programs and other restorative justice initiatives into the academic curriculum throughout the school year 
· The ability to identify students’ academic as well as social emotional strengths and needs on the basis of discussions with students, other educators and data
· Ensuring conditions for learning
· The ability to provide a safe and supportive learning environment 
· The ability to implement developmentally appropriate, engaging, effective and challenging instruction
· Educator approaches to discipline 
· The ability to use positive behavioral approaches as opposed to reactive or punitive approaches that may create or escalate problem behavior
· The ability to partner with other educators to coordinate instruction, programming and school climate improvements using a tiered approach
Current ongoing work that AIR is conducting in collaboration with the American Federation of Teachers, the National Association for the Advancement of Colored People and the League of United Latin American Citizens aims to develop a measure of teachers’ social emotional competence to be used both as a tool for research and professional development.[endnoteRef:34] [34:  S. Francois, Y. Li, T. Salinger, D. Osher, & D. Norris, Conceptualizing and Measuring Teacher Social and Emotional Capacity (Unpublished manuscript, n.p., n.d.).] 


Approaches to Enhancing Educator Capacity 
Across the Career Continuum 

Ensuring that educators have the necessary capacity to work effectively with at-risk children and adolescents cannot be done piecemeal. As those seeking to improve teacher quality and effectiveness have learned, managing educator performance requires attention to each aspect of an educator’s career—from recruitment through retirement.[endnoteRef:35] Although the approaches we describe tend to focus on enhancing teacher capacity, because school leaders often come from the ranks of teachers (in fact 90 percent of principals have four or more years of teaching experience[endnoteRef:36]), these approaches will support all educators. [35:  S. Laine, E. Behrstock-Sherratt, & M. Lasagna, Improving Teacher Quality: A Guide for Education Leaders (San Francisco: Jossey-Bass, 2011).]  [36:  National Center for Education Statistics, “Number and Percentage Distribution of School Principals, by School Level, School Type and Selected Principal Characteristics: School Years 1999–2000 and 2007–08,” Table A-33-1 in The Condition of Education (website), retrieved January 4, 2012, from http://nces.ed.gov/programs/coe/tables/table-pal-1.asp.] 

Comprehensive Recruitment
Recruiting more educators of color is imperative and requires a comprehensive approach. Nationally, the ethnic and racial diversity of the educator workforce does not reflect the diversity of the student body. Although nearly one half (45 percent) of the 49 million public school students in the United States are students of color, only 18 percent of public school teachers, 20.5 percent of public elementary school principals and 16 percent of public high school principals are of color.[endnoteRef:37] This mismatch between educators’ backgrounds and the backgrounds of the students they work with is problematic because a lack of understanding and separation from the out-of-school lives of students and their families can hinder educators’ capacity to establish positive, caring relationships with their students, to have abiding high expectations for students of color and to implement culturally relevant practices.[endnoteRef:38] Moreover, although the exact mechanisms are not known, emerging research suggests that, all things being equal, teachers of color are more effective with students of color in promoting student academic achievement than their white counterparts.[endnoteRef:39]  [37:  “Characteristics of School Principals” in S. Aud, W. Hussar, G. Kena, K. Bianco, L. Frohlich, J. Kemp, et al., The Condition of Education 2011 (NCES 2011-033) (Washington, DC: U.S. Department of Education, National Center for Education Statistics, 2011), retrieved January 4, 2012, from http://nces.ed.gov/programs/coe/pdf/coe_pal.pdf; “Characteristics of Full-Time Teachers,” in ibid., retrieved January 4, 2012, from http://nces.ed.gov/programs/coe/pdf/coe_tsp.pdf; “Racial/Ethnic Enrollment in Public Schools,” in ibid., retrieved January 4, 2012, from http://nces.ed.gov/programs/coe/pdf/coe_1er.pdf.]  [38:  A. Villegas, & J. Irvine. “Diversifying the teaching force: An examination of major arguments.” Urban Review, 42, 3 (2010), 175–192; P. A. Noguera “A tale of two cities: School desegregation and racialized discourse in Berkeley and Kansas City.” International Journal of Comparative Race and Ethnic Studies, 2(2), (1995), 48–62.]  [39:  T. S. Dee. “Teachers, race and student achievement in a randomized experiment,” The Review of Economics and Statistics, 86, 195; B. C. Clewell, M. J. Puma, & S. A. McKay, Does It Matter If My Teacher Looks Like Me? The Impact of Teacher Race and Ethnicity on Student Achievement (paper presented at the annual meeting of the American Education Research Association, Montreal, 2005); D. W. Pitts, “Representative Bureaucracy, Ethnicity and Public Schools: Examining the Link Between Representation and Performance,” Administration & Society, 39,4 (2007), 497–526; C. T. Clotfelter, H.F. Ladd and J.L. Vigdor, “Teacher credentials and student achievement in high school: A cross-subject analysis with student fixed effects.” Journal of Human Resources, 45, 3, (2010), 655-681.] 

Unfortunately, school systems have difficulty recruiting educators of color for a number of reasons. For example, young people of color do not often see the teaching profession as attractive because it does not pay as well as other jobs, they often have negative experiences from their own PK–12 schooling, they lack ongoing support to be successful in college and they may have difficulties with English.[endnoteRef:40] In a vicious cycle, the lack of teacher role models that look like these students and the lack of inspiring teachers who are well prepared to meet the needs of diverse learners also play important roles in the lack of interest among students of color to enter teaching and subsequently school leadership.  [40:  M. Landis, A. Ferguson, A. Carballal, W. Kuhlman, & S. Squires, “Analyzing an Urban University’s Diversity Dilemma,” Teacher Education Quarterly, 34,4 (2007), 121–136.] 

One promising approach to recruiting educators of color is through comprehensive recruitment programs, sometimes called “grow-your-own” programs. These programs seek out promising middle school or high school students of color and provide them with college visits, experience working with children, college-level coursework in high school, scholarships and coaching and other supports to be successful in college.[endnoteRef:41] For example, one recently developed program in Denver engages high school students with a teacher preparation program that is part of a career- and college-readiness concentration. Students exploring an interest in teaching can preview college courses that address teaching special needs students as well as reading skills. They also can enroll in courses taught on college campuses and fulfill their service requirement working alongside early education teachers at an onsite childcare center. A small number of similar programs exist around the country, including the Montclair Teacher Education Advocacy Center (TEAC) based at Montclair State University[endnoteRef:42] and Project FUTURE at Texas Tech, but these are far too few. States and school districts need to put increasing pressure on institutions of higher education to enhance their efforts at comprehensive recruitment. [41:  A. M. Villegas & D. E. Davis, “Approaches to Diversifying the Teaching Force: Attending to Issues of Recruitment, Preparation and Retention,” Teacher Education Quarterly, 34,4 (2007), 137–147.]  [42:  J.A. Robinson, F. Paccione, & Rodriguez (2003). “A place where people care: A case study of recruitment and retention of minority-group teachers,” Excellence and Equity in Education, 36, 3, (2003).] 

Clinical Preparation
Increasing teacher diversity through improved recruitment practices will have some impact on stopping the school-to-prison pipeline, but as Villegas and Davis point out, although teachers of color have “insider experiences” and unique knowledge and insight about the lives of their students, they often need to be taught to draw on that knowledge in order to build bridges for their students to learning.[endnoteRef:43] Such skills are not a given and teachers of all backgrounds need solid preparation, induction and ongoing support to ensure that they have the necessary capacities to block the pipeline.  [43:  Villegas and Davis.] 

Selecting for and building such capacities—like social-emotional competence, knowledge of child development, the ability to establish supportive relationships with students and their families and the ability to implement positive behavioral approaches—in teacher candidates is challenging and few educator preparation programs have traditionally focused on fostering these capacities. Teaching (and by extension instructional leadership) is a clinical practice profession in which client/practitioner relationships are central, ongoing professional learning is an imperative and standards of practice are followed.[endnoteRef:44]  As such, the effective preparation of educators requires a much more practice-based approach that not only supplies candidates with contemporary knowledge of child and youth development, but also provides them opportunities to learn how to apply that knowledge in the classroom.[endnoteRef:45] In clinical preparation, teacher candidates learn directly from their practice by working in real classrooms (or in laboratories that approximate real classrooms) with real students and interpreting real data under the guidance of experts.[endnoteRef:46]  [44:  J. Alter & J. G. Coggshall, Teaching as a Clinical Practice Profession: Implications for Teacher Preparation and State Policy (Washington, DC: National Comprehensive Center for Teacher Quality and the New York Comprehensive Center, 2009), retrieved January 4, 2012, from http://www.tqsource.org/publications/clinicalPractice.pdf; American Association of Colleges for Teacher Education (AACTE), The Clinical Preparation of Teachers: A Policy Brief (Washington, DC: Author, 2010), retrieved January 4, 2012, from http://aacte.org/pdf/Government_Relations/Clinical%20Prep%20Paper_03-11-2010.pdf. ]  [45:  National Council for the Accreditation of Teacher Education, The Road Less Traveled: How the Developmental Sciences Can Prepare Educators to Improve Student Achievement (Washington, DC: Author, 2011).]  [46:  AACTE, Clinical Preparation; National Council for the Accreditation of Teacher Education (NCATE), Transforming Teacher Education Through Clinical Practice: A National Strategy to Prepare Effective Teachers (Washington, DC: Author, 2011), retrieved January 4, 2012, from http://www.ncate.org/LinkClick.aspx?fileticket=zzeiB1OoqPk%3D&tabid=715.] 

Given the centrality of relationships in clinical practice professions, as well as what we know about the power of positive educator-student relationships, educator preparation programs must support the development of cultural competence among candidates so that they can work effectively with students at risk of entering the pipeline-to-prison. This kind of preparation requires close school-university partnerships and a new way of organizing teacher and leader education and although many preparation programs are expanding their own capacity in this direction, others have a long way to go.[endnoteRef:47]  [47:  American Association of Colleges for Teacher Education (AACTE), Reforming Teacher Preparation: The Critical Clinical Component (Washington, DC: Author, 2010); A. Levine, Educating School Teachers. (New York: Education Schools Project, 2006); NCATE, Transforming.] 

A promising approach to improvement in clinical preparation is the development of teacher residency programs. Residencies are intensive, extended one-year preparation programs modeled after medical residency training. An example of this approach is the Urban Teaching and Education Academy in a Clinical Home (UTEACH) program at California State University–Long Beach. In UTEACH, all content area methods courses and student teaching take place in urban elementary schools. Candidates and university faculty are embedded in these complex urban environments, becoming members of the school community and school faculty see them as partners for supporting students who come from high-poverty communities and are limited English-proficient. Indeed, initial evidence suggests that achievement has risen among students in the partner schools.[endnoteRef:48] Thanks in part to federal funding, the number of urban teacher residencies with similar models is increasing.  [48:  AACTE, Reforming.] 

High-Quality Induction
Recruiting and preparing candidates with the necessary capacity to stop the pipeline must be followed up by high-quality, comprehensive induction supports so that such educators can persist and be effective in high-need schools. High-quality, comprehensive new teacher induction is a multi-year process and includes a thorough orientation to the school and community, common planning time with more expert teachers, high-quality mentorship or coaching, release time to observe more expert teachers and a reduction in teaching loads.[endnoteRef:49] Although the evidence from research is mixed, the preponderance suggests that comprehensive induction supports improve teacher retention and are associated with improvement in instructional practices like adjusting learning activities to meet students’ interests and creating a positive classroom environment.[endnoteRef:50] Improvements in retention will moreover help increase educator diversity, as the turnover rate among teachers of color is higher than among white teachers, adding to the recruitment burden.[endnoteRef:51]  [49:  T. M. Smith, & R. M. Ingersoll, “What Are the Effects of Induction and Mentoring on Beginning Teacher Turnover?” American Educational Research Journal, 41,3 (2004), 681–714.]  [50:  R. M. Ingersoll, & M. Strong, “The Impact of Induction and Mentoring Programs for Beginning Teachers: A Critical Review of the Research,” Review of Educational Research, 81,2 (2011), 201–233.]  [51:  R.M. Ingersoll & May, H. The minority teacher shortage: Fact or fable? Phi Delta Kappan 93, 1 (2011) 62-65.] 

Comprehensive induction, however, is not often available in large urban or small rural systems, particularly for teachers that start in the middle of the school year.[endnoteRef:52] Although many systems provide mentors for new teachers, these mentors often are not prepared to help novice teachers learn in and from their practice,[endnoteRef:53] and mentoring programs are too often incoherent, lack follow-up and sometimes merely ask mentors to check in with their mentees a couple of times a semester.[endnoteRef:54] Induction that can support teachers in blocking the pipeline–to-prison provides more than the prevailing and largely ineffective one-on-one mentoring that many districts offer, but rather supports teachers’ entry into a professional learning community at every school.[endnoteRef:55] [52:  S. M. Johnson, S. Kardos, D. Kauffman, E. Liu, & M. Donaldson,, “The support gap: New teachers' early experiences in high-income and low-income schools.” Education Policy Analysis Archives, 12, 61 (2004), retrieved January 5, 2012 from http://epaa.asu.edu/ojs/article/view/216.; Smith & Ingersoll.]  [53:  C. L. Carver & S. Feiman-Nemser, “Using Policy to Improve Teacher Induction: Critical Elements and Missing Pieces,” Educational Policy 23,2 (2009), 295–328.]  [54:  Alliance for Excellent Education, Tapping the Potential: Retaining and Developing High-Quality New Teachers (Washington, DC: Author, 2004).]  [55:  K. Fulton, I. Yoon, & C. Lee, Induction Into Learning Communities (Washington, DC: National Commission on Teaching and America’s Future, 2005), retrieved January 4, 2012, from http://www.nctaf.org/documents/NCTAF_Induction_Paper_2005.pdf.] 

School leader induction tends to be composed primarily of mentoring and principals rank mentor programs among the most important components of their preparation and induction into their leadership roles.[endnoteRef:56] Research suggests that to be effective, principal mentoring must be standards-based, with careful attention to mentor pairing.[endnoteRef:57] Research and practice suggests, moreover, that grouping new principals into cohorts and providing authentic opportunities for them to solve problems they face together is an effective induction practice.[endnoteRef:58] [56:  G. Bloom, D. L. Danilovich, & J. Fogel, “Passing the Baton,” Leadership, 35,1 (2005), 30–33.]  [57:  P. Hall, “Building Bridges: Strengthening the Principal Induction Process Through Intentional Mentoring,” Phi Delta Kappan, 89,6 (2008), 449–452; J. Spiro, M. C. Mattis, & L. D. Mitgang, Getting Principal Mentoring Right: Lessons From the Field (New York: Wallace Foundation, 2007).]  [58:  S. Davis, L. Darling-Hammond, M. LaPointe, & D. Meyerson, School Leadership Study: Developing Successful Principals (Stanford, CA: Stanford Educational Leadership Institute, 2005).] 

Effective Ongoing Opportunities to Learn
To continually enhance and sustain educator capacity to ameliorate factors that lead some students to involvement in the justice system, educators need effective opportunities to learn and grow throughout their career. Concomitant with the notion that teaching and instructional leadership is essentially a clinical practice, the most effective professional development opportunities are practice-based, job-embedded professional learning activities that involve teachers’ active engagement, are collaborative and provide teachers feedback on their practice,[endnoteRef:59] such as collaborative coaching or lesson study. These activities are often done as part of professional learning communities. This type of professional learning supports educators in understanding the needs of their students and the short- and long-term impact of their instruction on students’ learning and engagement and in understanding how to adapt their instruction as a result of these understandings.[endnoteRef:60]  [59:  L. Desimone, A. Porter, M. Garet, K. Yoon, & B. Birman, “Effects of Professional Development on Teachers’ Instruction: Results From a Three-Year Longitudinal Study,” Educational Evaluation and Policy Analysis, 24,2 (2002), 81–112; J. R. Lockwood, J. S. McCombs, & J. Marsh, “Linking Reading Coaches and Student Achievement: Evidence From Florida Middle Schools,” Educational Evaluation & Policy Analysis, 32,3 (2010), 389–406; D. R. Powell, K. E. Diamond, M. R. Burchinal, & M. J. Koehler, “Effects of an Early Literacy Professional Development Intervention on Head Start Teachers and Children,” Journal of Educational Psychology, 102,2 (May 2010), 299–312; B. K. Hamre, L. M. Justice, R. C. Pianta, C. Kilday, B. Sweeney, J. T. Downer, et al., “Implementation Fidelity of My Teaching Partner Literacy and Language Activities: Association With Preschoolers’ Language and Literacy Growth,” Early Childhood Research Quarterly, 25,3 (2010), 329–347; R. C. Wei, L. Darling-Hammond, A. Andree, N. Richardson, & S. Orphanos, Professional Learning in the Learning Profession: A Status Report on Teacher Development in the United States and Abroad. (Dallas: National Staff Development Council, 2009), retrieved January 4, 2012, from http://www.nsdc.org/news/NSDCstudytechnicalreport2009.pdf.]  [60:  A. Croft, J. G. Coggshall, M. Dolan, & E. Powers, Job-Embedded Professional Development: What It Is, Who’s Responsible and How to Get It Done Well (Washington, DC: Mid-Atlantic Comprehensive Center and National Comprehensive Center for Teacher Quality and Oxford, OH: National Staff Development Council, 2010), retrieved January 4, 2012, from http://www.tqsource.org/publications/JEPD%20Issue%20Brief.pdf; Wei et al.; W. Hawley, & L. Valli, “The Essentials of Effective Professional Development: A New Consensus,” pp. 127–150 in L. Darling-Hammond & G. Sykes (Eds.), Teaching as the Learning Profession: Handbook of Policy and Practice (San Francisco: Jossey-Bass, 1999.
] 

Conclusion
In sum, if educators are empowered with the core capacities described in this article, they can help eliminate the school-to-prison pipeline. These capacities, however, are not built in a day and must be nurtured throughout educators’ careers—through comprehensive recruitment, clinical preparation, high-quality induction and significant ongoing opportunities to learn. Although these approaches are generally not undertaken with the express purpose of redressing the school-to-prison pipeline per se, they hold great promise for doing so.
It is important to note, however, that individual educator capacity is limited by school capacity. In other words, educators who are culturally competent and have the disposition and knowledge to establish supportive relationships with students and utilize positive behavioral approaches also must be given the time, structures and cultures to enact those critical capacities. For example, many high school teachers have teaching loads of more than 130 students. They may have the social-emotional competence to block students’ entry into the pipeline, but giving adequate support to 130 diverse students would take a superhuman effort. Another aspect of schools that can restrict educator capacity is new educator evaluation systems that privilege student academic achievement over other important outcomes for children and youth. As states and districts design and implement educator evaluation systems, they must do so in a way that is supportive of the educators’ capacities presented in this article and help end the school-to-prison pipeline once and for all. 
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