DEVELOPMENT OF A DISCIPLINE POLICY

1 .

POLICY FORMAT
Make decisions about the format the policy is going to
take .
The one used throughout this process is designed under
the following headings :
need of our school?

CONTEXT :

What are the special

RATIONALE :

School

GENERAL'AIMS :

What the school
achieve .

METHOD :

Classroom strategies teacher employ in
next aiming discipline .

RESOURCES :

Both human and material aids to support
discipline policy .

ORGANIZATION :

How the school organizes to maintain
discipline .

EVALUATION :

How the school monitors how well
achieving its aims in terms of

beliefs/philosophy are discipline .
is realistically to

a)

disciplinary infractions .

b)

pastoral care and preventive
discipline .

it is

The Process

STEP1 :

CONTEXT
i .e .

WHAT ARE rHE PARTICULAR NEEDS AND
CIRCUMSTANCES OF OUR SCHOOL :

Information needs to be gathered and shared in relation to
the school context so that everyone has a shared framework
in which torexamine school practice .

To gather such
to consider :s

information the following areas may be useful

Records of disciplinary action,

Teacher perceptions
School

profile information
and contact

Parental

Support

Parental

opportunities in school

Student records
Student attitude inventories

9

Information from these sources can be summarised and copies be
distributed to all participating members .

Decisions, therefore,
i .

have to be made about ;

What we need to know

ii .

How we will

get the information

iii .

How we will

present it

iv .

Resources we can use

STEP 2 :

01A N0S I S
i .e .

'4~AT IS ~APPEN1NG NCW?

A policy should both reflect practice and the ideal and
therefore it is important that there is shared knowledge
of the state in which the school currently finds itself
in relation to :Rationale
General Aims
Xethods
Resources
Organisation
Evaluation
to gather information about this the following questionnaire
has been used successfully by our schools .
This questionnaire
can be distributed to each staff member OR be used as the
focus of small group discussions .

The school will be embarking upon formulating a new discipline
All members of staff will be given the opportunity to be
involved in this process .

policy .

A policy acts as a framework of reference or the setting for
It is a guideline which aims at co-ordinating
school practice .
planning, practice and evaluation .
As such it generally contains information related to the
following :How we believe

discipline is maintained .

achieve with respect to student behaviour
(General Aims)
How we aim to keep order (Method)

a

What we aim to

a

How we organise for the above (Organisation)

a

How we know how well the

students are behaving
(Evaluation)

Should there, however, be other areas that you consider
important for inclusion, please note these in the space
provided in the questionnaire .
In formulating our new policy, we will be using a strategy
that allows us to reflect upon our present practice in relation
to some standard or framework i .e . syllabuses & needs of our
school .
In order to streamline the process the following questionnaire
has been designed to gather information about a practice that
will be used as the starting point in formulating our policy .
We would be grateful, therefore, if you could complete the
following and return to the office by

QUESTIONNAIRE :

RATIONALE :

1 .

'That do you believe school discipline is?

AIMS :

2.

Generally what principal behaviour do you expect from
your students?

l
:METHOD :

3.

a)

How do you teach to prevent disciplinary problems?

b~)

How do you maintain discipline?

c)

How do you cater for problem students?

a)

What access do you feel you have to resources for
maintaining discipline?

b)

Do you have any support e .g . Teacher Aide, Parents,
Remedial teacher, withdrawal room, etc .

RESOURCES :

4.

ORGANIZATION :

5.

How do you follow up on problem students/

EVALUATION :

6.

How well do you think you and your students are
achieving the aims/objectives you set with respect
to their behaviour?
How do you know?
'

Collated information is t^en r-?cor~ed in the first column of
a sheet outlined oelcw :

COL t;?" N 1

CC L'.;'^N

WHAT'S HAPPENING NCW

COL'S'"N III

II

'4HAT OTHERS ARE

DOING

I

DECISIONS

i

RATIC(VALE
AIMS
f

METHOD

RESOURCES

ORGANISATION

EVALUATION
i

STEP 3 :

ALTERNATIVES
i .e . WHAT ARE OTHERS DOING

Before deciding on policy it is important that schools are aware
of alternative approaches so that they make the 'best' decisions
for their pupils .
Ways that schools have organised for this to take place are as
follows :syllabus & notes

1 .

Using abstracts of Departmental

2.

Visiting speakers to address staff at staff meetings

3.

Films, videos etc .

4.

Readings

Information gathered from this step can be recorded in
COLUMN II on the sheet above .

STEP 4 :

OEC I S I CNS

i . e.

W1-'AT STALL ',iE
OUR POLICY

I'1CCRPCRA 1 E

Cecisions to be made consider all
of :-

71"1

the issues

Context
Diagnosis
Alternatives
Participants together decide upon items for inclusion
These are recorded in COLUMN III
into their policy .
of the sheet outlined on previous page .

STEP 5 :

POLICY

DRAFT

POLICY

STATEi,IENT & PRACTICE .
The diagram below illustrates this process .

Drafting the policy from Decision

E
Returned to
be redrafte

a

Presentation of the Draft (To whom it may concern)
for the APPROVAL/NON APPROVAL

Implementation

Review of Policy

e

Implementation and review of the policy are vital to the process
for without evidence of the policy being put into effect there is
no purpose in the exercise .

Yearly reviews are being undertaken by some of our
schools .
Staff .-eetings are set up to read the docu,ent and discuss the question
"ODES THIS STILL APPLY?"

Modifications or a repeat of the process may then
occur .

Finding out what is happening now .

STEP 1 :

PROCESS :

Sending out a questionnaire
to all members of staff
others considered relevant .

SEE SAMPLE

Collate information under headings
nominated in questionnaire on a sheet of
paper divided and headed as such
Fill in column 1 .

STEP 2 :

WHAT IS HAPPENING NOW
Beliefs about how
language is learned

'WHAT SYLLABUS/DEPT SAYS

avnaT

SHALL '4E

General Aims
methods
Resources
Organization
9 Evaluation

STEP J :

What the syllabus/Dept has to say and how does
it suit the needs of our school?
PROCESS :

" 14 staff meeting in conjunction with
subject advisory .
' Use Dept . extracts (see samples) to
discuss and record factors that are
important to your school .

STEP 4 :

Collate information in the second column of
the divided proforma .

STEP S :

What do we want to happen for our school?
PROCESS :

S'_EP 6 :

" 14 staff meeting with facilitator
to discuss and make decisions
about what will feature as policy
for the school
'

Presentation of draft policy .
PROCESS :

' Hand out to staff prior to an
extended recess or lunch time
meeting .
" Clarify and make alterations based
on staff reaction .

STEP 7 :

Final policy to be implemented .
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Pressures of

the moment often require school officials to spend such tine and energy on

the more serious offenses, and hence on the worst offenders .

But research shows that

more positive approaches to behavior, taken with the school ad s whole in mind, are more
likely to succeed with more students .
good behavio : unless they want to .

In a word, students will not show consistently

The problem lies in helping them want to .

PRLORIrIES IN ScHOOL DISCIPLINE
Every school finds it necessary to use punitive measures occasionally, despite agreement
that more positive approaches are generally more effective and therefore preferable .
Experience shows that even judicious use of punishment, especially corporal punishment,
suspension, or expulsion, can bring problems upon

he school in the form of outraged par-

ents, bad publicity, and lawsuits .

in this section of the Handbook can

help to avoid such problems .

The guidelines

Once school officials have decided that punishment

is ap-

pruprlate in a particular case, it should be imposed in accordance with the law and with
due regard for the imdurtance of good relations with parents and the community .

At

the

same time, the need to impose punitive sanctions routinely may indicate that school officials ought to

rethink their disciplinary policies .

In order of priority,

the aims of school discipline are,

conducive to learning and, second,

Punishment is properly a last resort ;
first two

uals .

first, to promote an atmosphere

to make disruptive behavior undesirable to students .
its frequent use suggests failure in attaining the

Sometimes Lh%_ punishment

with programs using in-school suspension .

itself can serve to further other goals,
(See section

1 .3 .)

as

But as a rule, positive

sLt,is taken before the offense occurs will be much more effective than punishment afterwards .
[HE HOLE OF

ME PH LNiC I t'Al .

Researchers have observed that good discipline Lends to appear throughout entire schools,
not

lust individual classrooms .

neighborho.)ds

Yet many of the must successful schools are located in

l,,ng associated with school disciplinary problems .

Many research groups

Lrvdit Lhcse successes to principals and their individual styles of good management .
example, k)ne

large study on "school crime" conducted by the National

Lion concluded, "We were constantly

impressed with the fact

For

Institute of Educa-

that the 'turn-around'

point

in schools which were once considered to have been unsafe and out of control was the arrival of a new principal . . . . rhe
-il

fact,)r

in

LL , .clf

the studies have been

leadership style of

the principal appears to be a criti-

in differentiatLng safe schools from those having trouble ."
less clear in establishing what factors make some principals more

sii,ck'ssful than others at maintaining discipline .

The following have emerged as
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possibilities :
The effective principal is rarely a strict "disciplinarian ."

More often,

orderly schools have principals who are liked and respected but not feared .
2.

Respect for the principal comes in part from his or her willingness to impose punis-ent when necessary .
firm, and consistent .
confident

3.

But is doing so the principal must be fair,

Punishment is far more effective when students are

that it will nct be arbitrarily or unfairly applied .

What tae principal does seems le ;s
A broad range of

important than how he or she does it .

approaches seem to work well, in the hands of the right

people .
y.

Students and teachers describing effective principals often refer to personality characteristics rather than particular methods or programs :

"You get

the feeling he cares about every kid in the school," or, "When you're sent
to the cffice,

it's like you let her down ."

The principal's relationship with teachers in disciplinary matters is especially important .

Successful principals are often cited as involving

teachers in the development of discipline programs, as compared with those
who merely ;land down instructions

to be

implemented .

rEACHERS
Day-to-day school discipline depends more on teachers than on other adults In the building,

simply because teachers have the greatest contact with students .

cally

Thus it

impossible for a discipline program to succeed unless teachers give it their whole-

hearted support .

The best way to assure teacher cooperation is to involve teachers

totmulating a discipline program from the outset .

in

Teachers have to implement much of

program themselves and have certain legitimate requirements of their own
hand,

is practi-

the

On the other

involving every teacher at every stage of development is likely to be awkward .

One

workable compromise is a "discipline policy committee" consisting of the principal, assistant principal(s), and representative teachers .
representative

in the group to anticipate any objections from that quarter

The committee is
tions,

It may be useful to include a union

responsible for formulating disciplinary policy,

procedires, and appeals .

later on .

including rules,

The committee can also recommend changes

sanc-

in curriculum

and in extracurricular activities that may promote more positive student attitudes
toward school generally .
circulate

When the committee has finished its work, its findings should

in draft form to all teachers

for comment .

No teacher should be asked to im-

plement a policy until he or ! :he has the opportunity to make input .
moreover, must be considered seriously .

A handful of disgruntled

Teacher's comments,

teachers may be enough
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to undermine even the most carefully thought-out policy .
Meaningful teacher education should be considered as a part of every discipline program .
Ordinarily, one or two half-day workshops a year are insufficient, especially in a school
with chronic discipline problems .

Research shows that proper educatioa of

bring about major improvements in almost my school .
terms of

teachers pan

The training can be expensive in

released time, and so district offices are sometimes unwilling to provide it .

But it can lead

to substantial savings in the lon g run, both in money and in educators'

peace of mind .
STUDENT CODES AND HANDBOOKS
in order to obey the rules, every student must first understand exactly what the rules
Sometimes school officials attempt to enforce rules that students did not know ex-

are .
isted .

Much more often,

students plead ignorance as an excuse even when the challenged

behavior is obviously contrary to good order .

The promulgation of clear rules eliminates

any questions as to this defense and makes the imposition of sanctions fairer for all
concerned .
A ~tudent code of

rules should specify the following :

1.

Behaviors that are prohibited

2.

For each such behavior,

the maximum penalties for first,

second, and subse-

quent offenses
3.

Procedures that the school will follow in imposing each penalty (For the
rules of due process imposed by law, see section 2 .2)

4.

The student's

right

to appeal

the penalty,

if any, and the procedures for

doing so .
Many schools have found it useful to incorporate the code of rules in a student handbook .
The handbook can also contain a variety of material designed to help students gain a positive att .tude toward the school, and other useful items as well .
1.

Studont rights

2.

The kinds of

information contained in student

For example :

records, its purposes, and

the people who have access to it
3.

School policies on searches of students'

4.

Academic and grading policies

5.

Procedures

lockers, handbags,

for obtaining letters of recommendation,

pockets,

etc .

transcripts, and other

documents from the school
b.

Procedures by which students can bring complaints against otner students
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or, in appropriate circumstances, against staff
7.

Suggestions for proper dress in the absence of rules

S.

School policies toward students who are married or pregnant .

Student handbooks are most effective when students contribute to the contents .
ample, a student committee can review the policies and procedures,
rules, and

recommend changes .

For ex-

including the code o

(Often students seek to stiffen some rules .)

Any material

not of an official nature may be written by students in the first place .
Every student must
sign a receipt,

receive a copy of the handbook .

Some schools require each student to

so there can be no question later on as to whether the student was in-

formed of the rules .

With younger students,

it may be appropriate for the teacher to go

over the rules with them to be sure they understand each one .
The student government can help to prepare and dis'ribute the handbook anu can also be of
assistance in implementing the policies it describes .

But

to have the respect of the

student body, the student government must be properly elected and fairly representative .
Student governments under the control of a small faction may b e seen as either agents or
enemies of the school administration, and hence will be less effective in influencing
student behavior .
PARENTS AND THE COMMUNITY
Surveys show that school discipline is a matter of intense interest to parents and to the
community at large .
about education .

Along with academic standards,

Students, moreover,

elsewhere in the community .

it is one of the main public concerns

acquire many of

their behavior patterns at home and

It is relatively- easy for parents, In particular, to under

mine the school's best efforts toward discipline .

For all of these reasons,

wise to involve parents and others in developing and

it is usually

implementing discipline programs .

Parent groups are generally supportive of efforts to improve school discipline .

Many par-

ents have practical suggestions--some know the problems well--and will often provide useful services to the school at no cost .

It is ' .Aportant, however, to include parent

groups early in the development process, bgfore plans are firm .
vent

the system,

they will support

it all the more vigorously .

If parents help to inConsultation with parents

can take time, and a certain amount of wrangling may be inevitable .
support

is usually worth the trouble .

their children begin to encounter disciplinary trouble in school .
when they hear nothing until the child is suspended .
meeting among the principal,

But the iutcome 1n

.ndividual parents need tc be told early whenever

classroom teacher,

Parents rightly object

Ordinarily, the best forum is a

stclent,

and parents--both parents when
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The meeting should cunzlude With specific

possible, even if they are not living together .

courses of action for parents and student and a clear understanding of
e
should the unwanted behavior r-_cur .
Principals also need a good working relationship with the police .

the consequences

Together,

they should

establish guidelines and prccedures to cover any situation in Wiich the police zre likely
to enter school property .

It is especially important to reach consensus .n when and in

what ways the police shall enter uninvited--to make drug searches,
,wer complaints that bypass the principal's office .
principal, not the police department,
Local homeowners'

and tenants'

school discipline .

for example,

or to an-

Students mist understand that the

is in charge of what happens in the school .

associations may also oe persuaded to take an interest

in

The boisterousness of young people sometimes makes local residents,

especially older people, apprehensive of

their safety .

Involving local people

in the for-

mulation of discipline plans can help to allay these fears, and residents may welcome the
opportunity to take an active role .
if

they notice

Simply giving nearby residents a phone number to call

'he school building after hours can be useful

intruders in

in deterring

vandalism .
Community service organizations may be willing to print student handbooks,
provide speakers and films,

and otherwise help with the incidental activities of

menting a discipline program .
gal advice,

produce posters,

It

imple-

is also worth asking professional groups to provide le-

psy-hological and medical guidelines,

and other professional services that the

program may require .
Publicity through local newspapers,
if

it arouses community support .

understand

that what

they do

radio,

and teievision can be very htlpful, especially

As one side effect, the publicity will help students to

in school is

important to others .

RECO,T-tENDAT IONS
l .

Consider school discipline from the broadest possible perspective,
ing If possible all of the elements mentioned
school

in this section .

lacks a comprehensive discipline policy,

a set of

rules,

includ-

If your

something more than merely

begin the process of formulating one .

The task may

require

several weeks or months .
1.

Co help in the process of making or
tr .ILhers,

students,

parents,

^evicwing policy,

ind perhaus

local

form committees of

residents .,

rhese groups

should be truly representative .
3.

Produce and distribute

.1

stud .-tit handbook that describes the discipline
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program and includes a 'code of
ence,

rules .

Because it is for permanent refer-

the handbook should be prufcsrionall) printed and bound, nut run off

on the office duplicat ng machine .

Expect

to revise the handbook from time

to time as circumstances change .
4.

Arrange for teacher education programs that address disciplinary Issues
and methods .

Try to provide a variety of approaches,

particularly

in class-

room management, and ensure that all teachers participate .
5.

Involve existing parent groups

in issues of

school discipline .

groups already available are disinclined to participate,
a new one for the purpose .

If the

consider forming

The parent Committee suggested in ReCOmmenda

tion (Z) above mignt serve as a nucleus .
6.

Establish and maintain

liaison with police,

local re>idents, newspapers

and electronic media, and community groups as described above. .
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1 .2

ASSERTIVE DISCIPLINE

SUMMARY
When teachers know in advance how they are going to deal with mieheha~ior, and when star
dents know what to expect when they misbehave,

disruptive behavior is likely to decrease .

A variety of schoolwide discipline approaches that iucorpotate this principle are available .

Assertive discipline, a technique that has received widespread attention recently,

is discussed here as one example of a consistent approach to disciplining students .
the references for others .)

(See

Part of a school's overall discipline ptogram, assgrtive dis-

cipiine is a set of preventive discipline techniques that forestall disruptive benavior
in the classroom so as to maintain an effective learning atmosphere .
BACKGROUND
Studies show that children in the typical classroom spend less than half of their time
'' on task ."

In consequence,

the school day is cut effectively in half .

Some of the wasted

time is spent in disruptive behavior, most often talking to other childr ;
around the room .

or wandering

The teacher devotes a disproportionate share of time and attention to

the di-,orderly minority, at the expense of other students .
GOALS OF ASSERTIVE DISCIPLINE
l.

To

increase students'

time on task

2.

To minimize distracting and disruptive behavior

3.

To

4.

To minimize the teachers effort

5.

To achieve these goals with the least possible use of serious punishment .

reduce the likelihood of more seriou- disciplinary problems
in ciaintaining discipline

PRINCIPLES OF ASSERTIVE DISCIPLINE
1.

All studentu must know which behaviors are forbidden .

2.

Students must know Lhat repeated misbehaviors will result

in a fixed se-

quence of increasingly unpleasant responses from the teacher .
3.

Because teacher

response

is highly predictable, students discover early

that misbehavior never pays off .
b.

Rather than invoke the later, more serious responses that are certain to
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propram and includes a code of rules .

Herause it

is for permantnt refer-

ence, the handbook should be prufrssionally printed and bound,
on the office duplicating machine .

Expect

not

run off

to revise the handbook from time

to time as circumstances change .
4.

Arrange for teacher education programs that address disciplinaty
and methods .

Try to provide a variety cf approaches, particularly in class-

room management,
5.

issues

and ensure that all teachers participate .

Involve existing parent groups

in issues of school discipline .

If

the

groups already available are disinclined to participate, consider formlug
a new one for the purpose .

The parent. committee Suggested in Recommenda

tion (1) shove might serve as a nucleus .
6.

Establish and maintain liaison with police,

local re " idcnts, newspapers

and electronic media, and community groups as described above .
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follow, students ccAm to cease their misbehaviors at the very start of the
sequence .
WHAT RULES ARE APPROPRIATE?
Rules should be few in number, and the students should have a part in establishing them .
The rules should focus at firnt on misbehaviors that distract the class most often-perhaps talking,

leaving one's seat, passing notes, etc .

But the teacher should set

only rules that he or she is prepared to enforce every time, without exception .
WHET A CHILD MISBEHAVES
teacher response must be immediate .

Waiting in hopes that

the misbehavior will stop by

itself only encourages it to continue .
The sequence cf

responses should always be the same .

wil! ~e easy for the teacher to use
primary method tf keeping order .

It should begin with responses that

later on, once the pat_ern

is

established, as the

Fur example :

in the eye .

1.

Look the child silently

:.

Say the child's name once, firmly .

3.

"".owe to the child's desk ; stare him or her ir. the oye without speaking .

4.

Sand down

i.

Using, a quiet,
two words .

6.

LC

tie child's level,
insistent voice,

ev :ball to eyeball .
order the child back to work in just

Remain in position until the child obeys .

Sand up and move back li bit when the ch :.ld complies,
"Thanrc you," in a sincere

then smile sad say,

tone of voice .

After a short acclimation period,
initial

)ne or

the full sequence will rarely be necessary .

Just the

look in the eye will usually be enough .

WHEIN A CHILD CONTINUES TO MISBEHAVE
Every student
who du not

in the class - lust know that misbehavior can never succeed .

the methods above will need a further sequence of escalating dis-

respond to

ciplinary measures .

Thus, students

Again,

these must be highly predictable ;

that is,

they must be used

every time they are necessary until the child's behavior improves .
Teachers should understand, however,

that chronic disruptive behavior almost always

stems from some cause .

It may be trouble at home, such as parental illness or separa-

tion, or it may be that

the child feeis the classroom rules are unfair .

Whatever the

reason, understanding it will help the teacher to improve the child's behavior .
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The following disciplinary sequence has proved itself
1.

in practice :

Warn the child during class that further disruption will not be tolerated ;
write his or her name on the chalkboard to show the child you are serious
and not

2.

likely to forget the misbehavior .

Confer with the child in private, on the child's own time (recess,

lunch,

explain why improved behavior is essential ; attempt to

or after school) ;

deLLrmine reasons for the ongoing disruption .
).

Take away a privilege briefly

(such as leaving the room at recess)

the child that further sisbehavioi will
4.

Send the child to the principal, or remove him or her from the classroom
for a short time

5.

cr tell

require a conference With the parents .

In some other way .

Use one or more of

the following measures,

chosen in light of any under-

lying problems :
Arrange

for counseling

Confer with the parents
rake away all privileges (free time at lunch,
activities, etc .)

recess,

special

for three to five days

Rcmuve the uisraptive student from the classroom via

in-school

suspension
As a last
Again,

resort, suspend the student from school (see section 2 .2) .

break the sequence and resume friendly relations as soon as the child's behavior

improves .
R r:?L"S
1.

Despite the need for consistency, departures from these sequences will occasionally be justified .

Reasonable flexibility in response to particular

children's needs will not
2.

impair the program .

The teacher's actions should clearly reflect rejection
ruptive behavior, near of the child .

)nly of the dis-

Ideally the teacher will convey that

he or she wants the behavior to improve out of liking and respect

for the

child .
FOR MORE INFORMATION
The techniques of assertive discipline are discussed at greater length in "The Gentle
Art of Classroom Discipline," by Frederic H .
Behavior," by Lee Canter,

both in i'rincipal

Jones, and "Taking Charge of Student
58 (June 1919) :

26-36, 41 .

See also Assertive
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IN-SCHOOL SUSPENSION

SL24ARY
In-school suspension is often a useful disciplinary alternative to exclusion from school
via suspension or expulsion .

Compared with full suspension,

its advantages

include un-

interrupted pro4ision of educational and social benefits to the student and less stringent
due process requirements for school officials .
ESSENTLALS OF IN-SCHOOL SUSPENSION
:n-school suspension is a mechanism for isolating dijruptive students
vironment that

in a supervised en-

requires behavioral change and encourages attention to schoolwork .

The

suspension can range from a few class periods to several days, though it most typically
extends for about three to five days .
the

isolation is expected to last .

Physical arrangements depend largely on how long

The following arrangements have been successful

in

practice :
l .

For a
is

few hours'

isolation, almost any supervised location where traffic

light will do .

desk and chair,

A quiet corner in the school office,

is one option .

furnished with a

Some schools maintain a special "time-out

room" staffed by a teacher aide .
L ;olations for a day or more generally require a special

facility .

Must com-

monly used is a "suspension room" supervised by a teacher or a teacher aide .
3.

Some schools find it practical
classroom-equipped trailer .

to maintain a separate building,

While less convenient for staff and relatively

expensive unless the facility is already available,
:minimize

this arrangement helps to

the contact between suspended students and others .

Most advocates of
without

such as a

in-schor

suspension recommend the greatest degree of isolation possible

inconvenience to staff and other students .

Thus it

i-- common practice to exclude

suspended students from assemblies and extracurricular activities and to have them eat
lunch apart from other students .
Students can be committed to in-school suspension for a predetermined period of time .
Alternatively,

their return to the :egular classroom may be conditioned on completing par-

ticular tasks,

such as academic assignments,
1 .13

or on noticeable

improvements in attitude and
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behavior .
WHEN TO CONSIDER IN-SCa00It SUSPENSION
Many school districts use in-school suspension when the student's offense is relatively
minor, not involving injury to persons or dan.age to property .

In-school suspension,

rather than full suspension or expulsion, may be especially useful fur offenses such as
truancy and class-cutting, as full suspension in these cases would merely "reward" the
student with the same absence from school that
ADVA .NTAGES OF

the student sought

illegitimately .

IN-SCHOOL SUSPENSION

Proponents of

:n--school suspension argue the following benefits in contrast with exclu-

sion from the schoolThe student's edu ,-ation continues with

little or no

interruption .

Due to

the relative lack of distraction and the increased task concentration of
in-school suspension, many students make better academic progress over the
few days of

isolation than they woulc : in the regular classroom during the

same period .

By comparison,

removal from school nearly always exacerbates

any existing academic problems .
The

isolation allows

wise be possible .

for closer observation of the student than might other-

The observation can help to

identify students who need

special attention such as tutoring or psychological counseling .
3.

Once stadents who need special help have been so identified,

the isolated

environment otiers a good occasion to begin tutoring or counseling .
4.

When the student's return to the regular classroom is conditional on the
completion of certain assignments,

the promised "reward" of rejoining friends

is often a strong motivating factor .
5.

Parents may be more supportive of

in-school suspension than of exclusion

from school because they need not worry about the child's activities in the
street or elsewhere .
6.

The social stigma is also

reduced .

Suspension from school for even a few days requires certai- due process
procedures .
question,

(See section 2 2 .)

Though the courts have nut yet ruled on the

it seems likely that in-school suspension will not be subject to

the same requirements .
With the most disruptive students out of the classroom, other students have
a better environment

in which to work .

RECOMl1EN DAT I UN S
1.

Examine the physical

plant

to see whether an isolated suspension room is
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practical .

If possible,

the room should be

located away from parts of

the

building most usually frequented by students .
1.

Determine whether staffing needs and resources can pcrmit a teacher to supervise the suspension room, or whether an aide can be hired or reassigned .
is most important

I.

It

that the suspension room never be left unsupervised .

Consider in-school suspension for those offenses that might justify suspension or expulsion tut are not so serious as to suggest that the student
poses a danger to persons or property .

The suspension room should not,

ever, become a "dumping ground" for students who are merely troublesome
the regular classroom .

how
in

In-school suspension can never be an effective substi-

tute for ordinary classroom management .
r.

In-school suspensions (beyond "time-outs" lasting only a fe, . hours) deserve
some if the formalities that ordinarily attend suspension and expulsion .
signments to "_he suspension room should
principal,

As-

involve the principal or assistant

in addition to the classroom teacher .

The student will better ap-

preciate the gravity of the offense if he or she understands that in-school
suspension is a last resort before suspension or expulsion .
5.

Minimal due process--such 3s notice to the student of the offense and a "corridor , conference" to hear 'he student's side of the story--is strongly recommended,

6.

though not yet required by the courts .

Notify parenrs promptly in writing when a student is assigned to in-school
suspension .

The notice should specify the offense and should explain the

sanction as an alternative to full suspension or expulsion .

If

the student's

release from in-School suspension requires some action or change of behavior
on the student's part, that information should also be part of
1.

When possible, schedule a conference with the parents and student before the
student

8.

the notice .

returns

to class .

Before instituting in-school suspension, be sure that teachers understand its
advantages and the extra work it may involve .
that

For example, it is important

the classroom teacher supervise the student's academic work while he or

she is outside the regular program .

Ideally,

the classroom teacher will work

closely with the teacher or aide in charge of the suspension room .

The class-

room teacher should draw up daily assignments,

receive the completed work reg-

ularly, and recommend tutoring as appropriate .

Students are entitled to full

credit for work completed during the suspension .
9.

If

t,e student's behavior suggests that psychological counseling may be ap-

propriate, it should begin during the suspension,
10 .

if possible .

Consider adopting "behavior contracts" as part of the in-school suspension
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procedure .

In such contracts, the student typically agrees to make certain
e
improvements in behavior or academic work as a condition for return to the
regular classtion .

The contract should also specify the sanctions to be ap-

plied if the student fails to meet the goals or repeats the offense .

It is

usually best to draw up the contract in a meeting that includes the principal,
classroom teacher, parents, and student .
with no option but

to sign is not

A contract imposed on the student

likely to be effective .

Draf ting a Code of Discipline :

The Eleven F's

In our litigious age, court cases control much of life . This is especially
true in the field of school discipline where court decisions dictate and
define the dimensions and directions of discipline codes . School administrators who undertake to rewrite their disciplinary policies must be cognizant
of constitutional considerations and schooled in education law . To be sure,
student rights must be respected . But because the"constitutional requirements
are "rudimentary," there is much lawful leeway in -,-he drafting of discipline
codes . Guided by the oosistitutional requirements," school administrators can
do much to eliminate the ambiguity and arbitrariness that have been associated
with school discipline in the past .
Fairness
The first and foremost factor in any discipline code (and in the imposition
of discipline) is fairness . Goss v. Lopez requires school officials to
"follow fundamentally fair procedures to et~,mine whether the misconduct
has occurred" and to avoid "unfair or mistaken exclusion from the educational
process ." Fairness i s required not only in the procedures of notice and a
hearing prior to disciplinary exclusions, but also in the penalties to be
imposed. Code provisions, procedures,and penalties should be strictly
scrutinized for their fairness . Fairness means impartiality, reasonableness,
even-handedness,and nondiscrimination .
The code! should provide that the administrator holding the hearing and imposing
the disciplinary sanction shall be impartial and free from bias . Witnessing
the conduct forming the basis of the charge does not necessarilydfsqualify
the disciplinarian from deciding the case . But he should be clear and
certain that he is raking an objective disciplinary decision based on the
facts of the case and not just on his feelings toward the student .
Fact-Finding
This brings us to the second critical dimension of codes of disciplinefact-finding. The discipline code should provide for a feat-finding procedure
whereby the administrator conducts whatever investigation he deems necessary
to ferret out the facts and make sense of disputed evidence and eAplanations .
He should hear both sides of the story, speak to the witnesses and participants.
and then make an informed decision based on the results of his investigation .
The fact-finding process need not be lengthy or overly involved as in the
taking of sworn statements . The nature, extent,and timing will depend upon
the situation, the seriousness of the in'raction,and number of persons involved .
Full Information
Fullness of information is another characteristic . The code should provide
that the student be "fully informed" of the disciplinary charges and given
an explanation of the evidence the school officials have against the student .
Goss v . Lopez and Board of Curators ofit he University of Missouri v . Morowitz .
1978) .
TNT.7.
The disciplinary charges sho-ild be specified in as much det-ail as possible .
Time, place-and manner should be included . Such terms as "misconduct,"
"horseplay," or "disruption" should be avoided as ambiguous, va ue,and
meaningless . So lin v . Kauffman, 418 F . 2d 163 (7th Cir ., 1969 . Full
disclosure and compete documentation should be the norm so that the student
is given sufficient information to prepare his defense or explanation in
mitigation . The more serious the charges and the more severe the sanction,
the more detailed and documented the notice should be . There should be no

withholding of information unless there
as bona fide wear
o
personal
safety or retaliation (See DeJesus v . Penbert hy,34-47. Supp. 70 [D.Conn .,
19721, Smith v. Miller, 51
. 2d 31' [Kan . 19131, Tibbs v. Board of Ed .
e code
of the Towns
o
ranklin, 59 N .J . 506, 284 A . 2d
can specify under what circumstances and conditions witnessing students or
staff will be compelled to testify and be cross-examined or when fear of
physical reprisal, revenge, or retaliation justifies nondisclosure . In some
cases what is not disclosed may not be used to support a disciplinary
exclusion .
Frankness
Closely related to disclosure is the requirement of frankness . School officials
should be open, honest,!truthful, candid and forthright in dealing with and
disciplining students . Dishonesty and nondisclosure will only come to haunt
administrators . Since students have a federal statutory right to see their
school records ("The Family Educational Rights and Privacy Act" 20 U.S .C .
s 12328), and many states have similar statutes, officials many be in for another
round of l i ti-yeti on if- they deliberately fail to deliver - relevant documents . A
code of discipline may even provide for penalties for school officials who
fail to abide by the disclosure provisions . Where both students and 'staff
are bound by the terms of the code, then may be greater compliance and
respect on the part of all parties .
Flexibility
Flexitility is an important factor in the framing of disciplinary procedures .
The Supre+ae Court in Goss v . Lopez stressed that the very nature of due process negates rigidity an inflexibility-which serve neither the schools'
nor the students' interests . No single set of procedures have been judicially
mandated and the administrator's flexibility to deal with emergencies and unusual situations remains intact . Codes should incorporate the "flexibility"
factor into their procedures so as to provide administrators with the necessary
room to respond to the myriad of situations that arise in a school .
Just as the Court in Goss stressed fl exib ;lity, the Court took great pains to
repeatedly point out tF"informality" of the "rudimentary" requirements . The
Court refers to t,)e "informal hearing" as an "informal discussion)" and "informal
give and take" between the disciplinarian and the student . The Court was concerned with "further formalizing the suspension process and escalating its
formality" and specifically ruled out "truncated trial type procedures" for
short suspensions of ten days or less .
Firmness
While informality surely promotes positive rapport and relationships between
students and administrators, it should not be used as an excuse to circumvent
constitutional requirements . This is where the characteristic of firmness
comes in . Informality is fine, but discipline should be firm as well ; it should
not become an excuse for permissiveness . Disciplinary firmness means consistency,
evenhandedness, nd unifomity of application . Students should know that when
they break a reasonable rule they will suffer the consequetices . It means that
the code is to be taken seriously and that infractions will not be ignored . One
of the biggest problems with school discipline today is that too many infractions
are ignored or go undisciplined . Too often students who get caught cry "unfairness" because they know of other students who got away with the same offense .
Administrators must use great care not to single out students and punish them as
examples . But if a code provision is violated and the student is found, after
hearing, to have committed the violation, he should be appropriately disciplined .
If the code violation is not worth disciplining, it is not worth being in the
code in the first place . Undisciplined violations breed disrespect and noncompliance .

Fitness
Codes of discipline should be concerned with disciplinary fitness . That is,
the procedures and punishment should be tailored to fit the offender and the
offense .
Penalty proportionality promotes the overall fairness of the code .
As one court put it, the "severity of the punishment . . . (should be) commensurate
with the severity of the acts committed ." Rh ne v . Childs, 359 F . Supp . 1085
(N .D. Fla ., 1973) .
The criminal law principle that punishment should fit the
crime (and the criminal) may b? appropriately adapted to school discipline .
Major penalties such as long-terms suspensions or expulsions should be reserved
for major violations and grievous wrongs . This may be one of the most delicate
and difficult characteristics to incorporate into a code and an administrator's
disciplinary practice .
Many administrators desire to keep all disciplinary
options open when disciplining a student . While this enhances individualized
treatment, it leaves too much to the individual discretion of the disciplinarian .
Ranges of penalties for categories of offenses is the best solution, but the
determination of the ranges and the placement of the offenses into the categories
will surely test the educator's capacity to develop fair disciplinary policies .
Fraternity
The factor of fraternity should be considered in the drafting of discipline
codes .
Fraternity, or the compatibility, commonality,and coincidence of school
and student interests received enthusiastic support in Justice Powell's dissent
in Goss v . Lopez . Justice Powell was concerned that constitutionalizing the
school
scip nary process would destroy the collegiality and nonadversarial
nature of the normal educational relationship between a student and his school .
Whatever one's view as to educational effects of the limited procedural protections mandated by the Doss v . Lopez decision, a discipline code should
recognize that students, teat ers,an administrators have an ongoing relationship that will continue after the fact of suspension .
Feasibility
The feasibility of carrying out code procedures and provisions is an important
dimension in terms of implementation .
Careful consideration should be given
to the practical and operational effects of certain procedures before incorporeting them into a code .
The Court made clear in Goss that the tier g and
nature of the informal hearings would depend to some degree upon considerations
The Court even provided for emergency
o0practicality, cost,and efficacy .
suspensions where a student's presence poses a continuing danger to persons
or property and an ongoing threat of disrupting the academic process in which
the necessary notice anarudimentary hearing would follow as soon as "practicable ." . It 'makes no sense to impose procedures that cannot be feasibly implemented .
Such procedures will be disregarded and will only lead to disrespect
for other code provisions as well .
Frugality
A code should contain only that which is necessary to the maintenance of discipline .
FruFrugality does not mean brevity, although verbosity is not favored either .
gality means the employment of procedures and sanctions only to the extent that
school objectives cannot be otherwise accomplished .
If a child's misconduct can
be cured or corrected with the disciplinary measure short of suspension, then
the lesser penalty should be used . The least restrictive alternative approach
is consistent with the frugality concept as recommended by the Juvenile Justice
Standards Project of the Institute of Judicial Administration and American Bar
Bollinger Publishing Co ., 1977 .)
Association . (Cambridge, Mass . :
Faithfulness
This is probably the most important characteristic of discipline and of discipline
codes .
School officials know that they have a good faith defense to civil right:
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Five central questions help frame this discussion of school
discipline, discipline policies, and policy alternatives . First,
what are the purposes of discipline policies-why do they
exist? Second, who determined discipline policies? Third,
what is the content of discipline policies? Fourth, how is
discipline policy implemented? Fifth, what is the politicaleducational context of discipline policy? If we understand
these things we will understand what alternatives make sense.
The purposes of discipline policies as they are established
and operate in schools are primarily oriented toward maintaining order. Moreover, they help maintain a kind of order that
preserves professionals' rights to control the organization of
schooling and the patterns of interaction that occur in schools.
In this way, they help socialize young people into relatively
conforming postures consistent with nonparticipatory, obedient, and passive future roles in our political' system and
economy.
Who determines discipline policies? It seems clear that
discipline policies are determined by school managers and
educational leaders. For the most part, these powerful people
are a special kind of adult-they are professionals-they reEDUCATION AND URBAN SOCIETY, Vol. I I No . 4, August 1979 496-510
© 1979 Sage Publications, Inc.
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ceived special training and/or are seen as experts in caring for
and providing services to our young. As a result of professional
training, they have particular prerogatives and privileges in
making and implementing public policy . They also are by and
large white and male, especially the higher up they are in the
managerial system .
What is the content ofdiscipline policy? To a certain extent
the content follows the purposes and people who do the determining . We should expect the content to reflect, at least to
some degree, the cultural norms and standards of people who
are adult, professionals, and by and large white and male. We
should not expect the content to reflect the moral standards,
educational goals, lifestyles, and cultures of people who are
nonadult, nonwhite, nonmale, and nonprofessional. Discipline
policies also focus on a relatively narrow spectrum of behavior
in schools, behavior that might4hreaten educators' definitions
of order. Discipline policies generally do not focus overtly
on educational principles, nor on the prerequisites for order
as experienced by the young, the poor, and other low power
groups .
How is discipline policy implemented? Discipline policy
is implemented by teachers and administrative officials, usually
with a great deal of discretion . The discretion educators exercise is not just individual in nature, it is socially patterned
discretion. This discretion supports current patterns of power,
and the prevailing culture ofthose people who exercise control.
What is the organizational context ofdiscipline policy? We
would like to try to establish that context below by emphasizing the political and educational issues we think are really at
stake in our nation's schools. Some of these issues undergird
basic school problems, of which discipline is a symptom . This
is not to say that discipline is not an appropriate and critical
concern, but that we need to look at the political and edu-
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cational context within which any particular set of discipline
policies and/or problems rest .
ALTERNATIVE PERSPECTIVES
ON SCHOOLS AND DISCIPLINE'
There are several different ways we can begin to look at
schools and problems in school discipline. Alternative assumptions about school purposes, what holds them together, and
what they are like make a great deal of difference . Our own
ideas of the way things are have profound effects on the kinds
of variables we look at, on the conceptions of social justice
and educational practice with which we operate, and certainly
on our notions of appropriate remedies or solutions for any
problems .
Some people look at the nature of social systems and the
nature of our society or community through a consensus set
of eyeglasses . Here the world operates, or ought to operate,
in a natural social harmony. According to a consensus view,
Americans agree on the basic goals of society and basic norms
or appropriate ways of behaving and carrying on our lives.
Conflict is seen as unnatural, a result of mistakes or errors .
According to this view, the basic "glue" that holds organizations together is trust. We need to trust one another to do the
things we promise to do, and to treat each other with respect
and dignity. Rules and regulations are seen as reflections of
our common values and norms, as guides to the good life . In
this view, schools generally promote equality of opportunity
and help overcome the inequalities of birth that exist in this
society. Pluralistic values and styles are cherished in schools
and, in fact, schools are seen as instruments for integrating
diverse cultural traditions into an overarching normative
consensus . Relations between different groups are open, with
the school encouraging cross-class and cross-race friendships
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and teamwork . Educational authorities generally are trusted
to make wise decisions that benefit all school clients/consumers .
Others view the nature of society through a conflict set of
eyeglasses. This perspective argues that social systems or
schools primarily are organized on the basis of natural and
enduring conflicts of interest and values . As a result, there
is an ongoing contest over basic values and resources, between
rich and poor, young and old, black and brown and white,
male and female, and the like . According to this view, there
are few clear goals to which we all owe allegiance, but people
in different sectors of society, with differential access to wealth
and privilege, have different goals and values and different
resources with which to pursue their goals. Consensus is
illusory or temporary: it is a myth that masks natural conflict
and helps make everyone feel good . In the conflict view the
basic glue that holds systems together is power. Power is
generated by people getting together and collectively advancing their own interests. Each group must generate enough
power to prevent other groups from oppressing them, because
they cannot assume good will and trust would prevent that
from happening otherwise. Rules and regulations are seen as
guidelines made up by authorities in order to keep the system
operating in the ways with which they agree, and in the ways
that maintain their positions of power and privilege. In this
view, schools generally promote and maintain patterns of
inequality in the society. Since it is in the interest of powerful
groups in the society to maintain inequality (or at least their
own privileged positions), these groups make sure schools
more or less overtly sustain and promote these patterns .
Schools are seen to use racial and economic criteria to sort
students into differential opportunities, and to maintain distance (and even antagonisms) between different groups through
formal tracking and informal segregation. Minorities' cultural
traditions generally are devalued, and are not utilized as contributions to dominant white and affluent standards and styles .
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THE NATURE OF SCHOOL DISCIPLINE

According to the consensus view, disciplinary rules and
regulations reflect commonly agreed-upon ways people should
relate to one another. They represent the traditions of the
community and its notions of appropriate and decent behavior . Disciplinary codes and regulations are seen to regularize justice and insure fair play, and to provide an orderly
basis for the conduct of education . Part of the reason for
codifying rules is so that everyone can see them and they can
be administered evenly, not arbitrarily. Of course, there may
be accidents: the consensus view makes it clear that there are
times when rules do not work out fairly, but those are seen as
errors in an otherwise just system .
From a conflict point of view, disciplinary rules and regulations reflect the norms of ruling groups and their attempts
to socialize other people into dominant cultural patterns. They
are not reflections of common norms; in fact, the greater the
number and specificity of rules and punishments, the clearer
it is that trust in institutional norms is failing and that coercion
may reign. Thus, they are seen to represent the arbitrary exercise of power that seeks to keep some people in positions of
privilege and other people in positions of disadvantage. Rather
than provide an orderly basis for education, rules are part of
the technology of social control. Such control is implemented
further in schools through surveillance, private conferences
and conversations about students, and informal informer
networks .
EXAMPLES OF CURRENT POLICY

To be more concrete, it is useful to examine portions of the
Detroit Code of Uniform Student Conduct.z In 1975, Judge
Robert Demascio, who at that time was presiding over Detroit
desegregation litigation, ordered the school board to come
up with a code of school conduct. He and others assumed that
desegregation would proceed more peacefully if there was a
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clear code of student responsibilities that could be distributed
to everyone in the system . The Detroit school board submitted
a code that the Detroit Federation of Teachers called softminded and wishy-washy. Judge Demascio sent it back to the
school board to be tightened up . The Detroit Federation of
Teachers approved a revised version and Judge Demascio
ordered its implementation in December 1975. Thousands of
copies were distributed to students, parents, and educators
throughout the system .
The code prohibits student behaviors such as "insubordination," "verbal abuse," and "disruptive behavior." But, to
refer to our earlier question, who defines or determines insubordination, verbal abuse, and disruptive behavior? Whose
values about insubordination are to' be implemented? The
answer to both is that educational officials determine when
insubordination has taken place . What is insubordination? If
one student were to ask another student to leave the room and
the second student told the first to "stuff it" or "go to hell" the
student would not be insubordinate, but offensive or obnoxious or even disruptive . If a principal told a teacher to "go to
hell," the principal would not be called insubordinate either .
Insubordination is reserved to describe the words or acts of
people who have less power than others and who have violated
the rules for how powerless people should behave toward the
powerful . That is what makes them in/subordinate-anti/
subordinate. They have denied, in some way, the reality of
their low power relationship . Thus, the students can be "insubordinate" to teachers, or teachers to principals-but not the
other way around, and not to peers of equal status! Moreover,
insubordination generally refers to verbal exchanges or symbolic gestures among people . Physical attack or abuse is not
insubordination: it is violence . Why do people worry about a
symbolic verbal challenge from someone who has little power?
Educational officials must feel their ability to rule schools is
fragile, and therefore often overreact to minor infractions and
challenges, such as insubordination.
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The Detroit Code also says students shall have rights to
"Freedom of Expression and Publication, Dissent and the
Right to Petition" grievances . This freedom of expression is
limited appropriately by the laws of libel and concerns about
risk to health and safety . But the code also limits this freedom
by any threat to disrupt normal and orderly school processes.
What is the meaning of dissent if it is not allowed to disrupt
the "normal" process? Then it is no longer dissent; it is more
like an appeal or a request for input. Moreover, what is the
normal and orderly school process? There is an assumption
in most codes that the normal and orderly process which
schools enforce is good for learning and should be protected
and preserved. What if it is not good for learning, but what
if "order" exists as an end independent of educational growth?
Ought it still to be protected and preserved? There is nothing
wrong with orderliness, per se, but is it worth preserving at
any cost? Suppose the order we have created in our schools can
be preserved only by suppressing protest? What then?
The code says: "Students have the responsibility to participate fully in the serious business of learning." Nowhere in the
code does it say that schools have the responsibility to particiis
pate fully in the serious business of learning . The point here
this
not to debate phraseology; disciplinary rules often have
unilateral component. The responsibility for appropriate behavior is laid unilaterally on one group in school and is not
seen as a bilateral of multilateral contract among various
of
groups . The code also remains unclear as to the meaning
even
full participation in the business of learning . One might
in
assume this is an open invitation for student involvement
it
is
not!
school policy-making : of course
Students also "have the responsibility of showing respect
code
for the knowledge and authority of their teachers ." The
does not say that teachers have the responsibility of showing
process.
respect for their students . Once again-a unilateral
the
knowledge
respect
for
What happens if students don't have
and authority of their teachers? Should they show it anyway?
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What if their teachers don't merit their respect? What should
students do? The requirement that students show respect for
teacher authority often amounts to training in passive and
obedient acceptance of adult professionals' definitions of who
should be respected, who has authority, and how others without authority should behave . Learning is confused with following orders ; and order, rather than education or even honest
response, becomes the school standard .
Finally, the code says, "The teacher's authority in his or her
classroom is undermined when pupils discover that he/she has
little or no administrative backing in discipline . Where a
principal is unwilling or unable to support teachers in maintaining school discipline, the principal's superiors shall counsel
with him/her and in the event his/her performance is not
improved further appropriate actions will be taken ." This does
not reflect a concern for due process or fair play, but a concern
to preserve the united front of authority against all challenges .
It is a clear call for a coalition ofadults against the young. How
can any principal be fair in her/ his actions toward students
when that line appears in a code? When the principal knows
that if he/she does not back up the teacher, the teacher can go
to the principal's superiors, how can he/she ever decide a
grievance in favor of students?
The sheer logistics of making concrete definitions for these
terms, as well as cultural disagreements about their value/
disvalue, means the school administration has enormous
discretion in deciding what behavior to prosecute and what
behavior not to prosecute. Of course, this discretion always
existed; but now we have a systemwide code that encourages
and expands its breadth without significant definition, check,
or accountability .
These quotations are from a grievously poor code. But the
Detroit Code is no more infamous or bizarre than other codes
around the country. Moreover, it has not been quoted unrepresentatively.
Underlying much of this discussion are questions about the
meaning of "fair discipline," and of "equitable" or "just"
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disciplinary rules and regulations . There is no argument about
the necessity of rules or discipline for the effective operation
of any social organization-schools included . But there is
substantial question about the nature and purpose of school
rules and their implications for various forms of discipline and
disciplinary policy . Does fair discipline mean fairness to all
students regardless of their racial, sexual, and class characteristics? If so, rules would have to reflect the pluralism of goals
and norms that exists throughout the entire society. Rules
could not assume there is a single norm for appropriate behavior that people of all races, sexes, classes, and ethnic groups
should be expected to exhibit. Do most school rules reflect
and promote culturally plural notions of good behavior? Does
fair discipline mean fairness to allpeople in the school regardless of their status as young or old? If so, rules would reflect
similar (not identical) citizenship roles and responsibilities for
younger people as well as for older people, for educators as
well as students . If rules are not solely an instrument of adult
control, and if discipline is not solely an attempt to regulate
and justify control of the young, then fair discipline would
mean similar rules, enforcement procedures and punishments
for adult violators of students' rights and organizational
norms, as well as the reverse.
POLICY OPTIONS

Three principles stand out as guides to alternative disciplinary policies and programs . (1) We must think clearly about
the kind of order we wish to maintain in schools. We need to
be clear about whether the order is to be based on the coercive
rules of the powerful or the mutual satisfaction and consent
of governors and the governed . (2) We must try to avoid creating organizations that are even more oppressive, not just to
the young, but to all who work with them . Our discussion so far
has focused on the ways in which young people experience
schooling, but teachers and administrators also often find
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schools unpleasant and oppressive places in which to work .
(3) We must treat discipline issues in the context ofthe political
and educational apparatus of the school and community.
Discipline policies fit within the general power structure and
educational program of the school, and we must root our
policy options in these realities or they will be fantasiesdreams (or nightmares) incapable of implementation .
RETRAINING EDUCATORS AND STUDENTS

One policy option is to retrain educational administrators
in the skills of organizational management and leadership .
Most principals explain they were not chosen or trained for
their jobs on the basis of management expertise or experience .
As a result, many have little ability in running an organization,
let alone a democratic and innovative one. We could try to
increase educators' skills by supplying them with diagnostic
information about the environment in which they are working,
or about others' reactions to their policies . In the spirit of this
article, we also could try to alter educators' ideologies and
assumptions about the purposes of discipline .
Better school administration might increase students' own
senses of satisfaction with what happens in school . It also
might help lower the defensiveness, adversariness, and needs
for control that so often mark the behavior of educational
officials. A high degree of rancor and adversariness is not
necessary; it usually is a product of isolation, misinformation,
and inadequate engagement of the total institution in the
discussion of its common life . It could be reduced.
A second option would be to retrain students to play active
roles in the organization of schooling. For instance, we know
-from research and our own experiences-that the most
potent learning environment includes learning from peers.
At the same time, most classrooms are organized in ways that
deny and frustrate the possibilities of peer instruction and
exchange . We could train students to teach others, to advocate
their own interests in the overall direction and governance
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of the school, and to generate discipline policies and programs
that meet their own needs for order in education .
NEW SERVICES AND SUPPORT SYSTEMS

Another option is to build a more supportive and intimate
infrastructure of relationships among all people in the school .
That may mean smaller classrooms, or creating schools within
schools . It may mean using ombudspeople who will watch out
for and support others who feel aggrieved . It may mean using
counselors as advocates of youth rather than as therapists or
junior principals . It also may mean working differently with
the community, trying to mobilize community resources in
support of educational innovations .
Generally, discipline policies focus on order and compliance
and not on those school and societal conditions that often give
rise to failure, frustration, and eventually disorder. This is a
natural focus, since problems of disorder generally create
the concerns that generate new policies . But in overlooking
contextual and environmental conditions, the school ignores
core realities of youth-especially minority youth-experience . Once again, the poor, the young, and the minorities are
asked to obey and adjust to an unjust and disorderly environment. Problems of unemployment, poor housing conditions,
inadequate recreational facilities, and neighborhood deterioration have serious effects on youth and affect their orientation
toward school . If educators make meaningful attempts to address these issues, they may be able to forge more effective
coalitions with youth . Even ifwide-ranging community changes
do not result, the coalition itself may generate new patterns
of mutual support among youth and adults in school .
A MORE PLURAL CULTURE

Attempts to pluralize the culture of the school are shorthand
for confronting the racial, class, sexual, and age biases of
current school organizations . Communities involved with
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school desegregation have generated many new efforts in
multilingual multicultural curricula, staffing, procedures and
norms, ethnic fairs, and so on . These programs try to make the
school a home for people of different cultures, not just a
colonial preserve of the ruling white, affluent majority . A
number of studies and informal reports suggest that either or
both the substance and administration of codes result in a
disproportionate number of minority suspensions, expulsions,
and other punishments . Thus, minority people suffer in extraordinary ways from unfair rules and from the unfair administration of rules associated with school discipline policies.
Pluralizing the culture of the school means making sure rules,
regulations, and disciplinary policies reflect and respect the
cultures of all people in school .
MULTILATERAL POLICIES AND ACCOUNTABILITY

Disciplinary policies must deal with both student and faculty
rights and responsibilities . The school must be seen as an institution where various people can be involved in designing and
governing their own and others' behaviors. If accountability
is not reciprocal, one class of people essentially is guarding
another class, with lower-power groups unilaterally accountable to powerful groups for their behavior . That is a prescription for protest, disruption, and disaster. Everything we know
about efforts to create a democratic society suggests that
unilateral rules of behavior and unilateral divisions of power
are, in themselves, demeaning and destructive .
A student should be able to complain about a teacher in the
same way a teacher can complain about a student . Students
who are not allowed to smoke find it absurd to sit and watch
a faculty member smoking up a storm . Regardless of how you
feel about smoking, the obvious difference is one of those
grinding, demeaning realities that destroy good relations
among people. Multilateral accountability can be aided by a
decision-making system that decentralizes power and diffuses
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it broadly among the teaching faculty and the student body.
To do so requires new skills in decision-making and new
images of a shared decision-making structure. We are not talking here about participation, input, advice, and counsel ;
rather, we mean shared control of local decision-making by
all local parties. That includes shared student decision-making
about discipline policies, curriculum, staff evaluations, and
so on-at least significant steps in this direction .
Community monitoring is another component of multilateral options . We already have developed the technology to
help community groups diagnose school disciplinary matters,
monitor progress on these issues, provide input to program
development, and perhaps even hold various parties accountable for making changes. However, we operate most schools in
ways that ignore or deny this technology, that keep the local
community ignorant of internal conditions and that buffer the
professional educational apparatus from external inspection
and/or challenge. In so doing, we also deprive the school of
the tremendous resources of the community and frustrate any
possibilities of community-school partnership .
CHANGE TACTICS RELEVANT FOR
THESE OPTIONS
It does not seem enough for us to talk about policy options ;
we must address the change tactics that might be used to reach
them . Two basic groups of change tactics we could explore
include : (1) consensus tactics that mirror the assumptions of
the consensus view of schools, and (2) conflict tactics that
mirror the alternative view.
Consensus tactics generally suggest an appeal to the good
will of senior educational officials. Essentially, they count
on managers ruling in the interest of all their clients. Making
requests, communicating openly, or sharing information with
managers means we assume they will act on it in productive
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ways . Trust also can be built by meeting important people at
cocktail parties, golf courses, workshops and retreats, or
wherever people talk about what matters. The assumption is
that by breaking down barriers of distance we communicate
more and relate better with one another. Careful planning
together, based on shared information about problems, should
lead to new and mutually agreeable solutions. This approach
generally assumes and tries to implement a rational, collaborative, problem-solving process.
Conflict tactics usually suggest you cannot count on interpersonal trust when genuine differences of interest and value
are present. Rather, the low power group or oppressed community must generate enough power to balance the power of
educational authorities. One way to do this is by making
threats-credible threats that challenge authorities' capacities
to rule or to maintain order: "If you don't stop doing X we will
hurt you by doing Y." If threats alone do not work, they may
have to be actualized in disruptions such as boycotts, strikes,
and nonviolent demonstrations . When authorities are prepared to respond seriously, you can move into multiparty
collective bargaining . Collective bargaining is different than
problem-solving : problem-solving assumes that we can identify
a common problem and reach common solutions; collective
bargaining assumes fundamental differences that must be
adjudicated and compromised so we can survive with one
another.
The answer to the question of which set of tactics might
work best depends in part on the overall perspective (conflict
or consensus) taken. But in addition, it depends on the situation, as well as the resources available. For instance, if the
school administration appears to be on your side and is prepared to advocate equitable disciplinary policies and forwardlooking school programs, it makes sense to collaborate with
them in a consensus approach . Even if you have minor disagreements this approach might work best. On the other hand,
a conflict approach is likely to make the most sense if you and
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the school administration have major and irresolvable disagreements, or if they are unwilling to negotiate or compromise
with you . Your resources also matter : by and large it takes
more energy, people, and money to threaten than to appeal .
A group with few resources probably cannot afford to adopt
a conflict strategy in the long term; they are more likely to be
effective working from a consensus approach . On the other
hand, a well-organized and powerful community movement,
with effective coalitions among different race and age groups,
may be able to demand change, and to back up their demands
with the power to alter recalcitrant school leaders. A conflict
strategy may fit their needs and resources much more adequately .
As we have noted at the outset of this article, each person
or group's perspective on the nature of our society and our
schools helps determine the policy options they prefer . They
also determine our preferences regarding how new policies
and programs can or should be brought about.

NOTES
1 . The reality of social and educational life is not as neatly divided as the ensuing
discussion may suggest. But these competing idea systems and diagnoses do exist and
may
do affect our thinking and planning . Posed here as "ideal types," their comparison
programs
.
syntheses
and
suggest
new
help illustrate common approaches and
Detroit Public
2 . All quotations are taken from the code as published by the
Schools.

EXPLORING REMEDIES
FROM WITHIN
ELLEN JANE HOLLINGSWORTH

Institute for Research on Poverty,
University of Wisconsin-Madison

This article discusses at some length two types of remedy
systems fairly widely utilized in American public school
systems. Although these remedy systems have many targets,
they are often devised with particular reference to discipline
problems . As I discuss these "systems," both their potentialities
and their liabilities, I want to be clear about the standards of
measurement that apply. The best mousetrap, I contend, is the
one that does two things-it is most efficient in handling
individual complaints and grievances and, at the same time,
uses those grievances to generate enough system "noise" to
have conditions changed. Disputes in schools, by these standards, should be used as inputs that bring about system change .
To handle individual grievances fairly and efficiently is hard
enough; to utilize grievances and disputes to change systems
is even harder. The sociological literature on organization
resistence to change is vast and the shortcomings attributed
to that literature usually are that it does not adequately address
all the complexities of organizational resistance to change
(Argyle, 1967 ; Gross, 1977 ; Kirst, 1976). Still, it is obvious
that however powerful the factors reducing change orientation
in organizations, there is change, and its rates and direction
are at least marginally open to manipulation . (Argyris, 1971).
Schools, as Dan Lortie has brilliantly shown in Schoolteacher: A Sociological Study (1975), are institutions which
may lie at an extreme so far as change acceptance is concerned .
The recruitment, socialization, and reward processes all place
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CODES OF DISCIPLINE
Developments, Dimensions,
Directions
ARTHUR H. GOLDSMITH
Goldsmith, Little & Guisbond
Boston

Written codes of student conduct are fairly recent phenomena .
Their appearance on the school scene coincides with the rash of
student rights cases that flooded the federal courts in the late
1960s and early 1970s . This short history does not, however,
suggest a scarcity of issues surrounding the codes. Corporal
punishment, hair and dress regulations, and suspension and
expulsion are as controversial and unsettled as ever after years
of litigation . While these issues still constitute the central components of any code, how they get resolved is more a question
for educators than lawyers or judges .
It is important at the onset to make two distinctions : one,
between discipline and codes of discipline and, two, between
legal necessity and educational desirability .
What is legally necessary may not be educationally desirable, whereas what is educationally desirable may not be legally
necessary. This distinction is often blurred and confused .
While there is much debate concerning the educational desirability of corporal punishment, there is no question as to its
legality. The constitutionality of corporal punishment has been
affirmed by the U.S . Supreme Court in Ingram v. Wright, 430
U.S . 651 (1977) .
Educators remain free to make their uniquely educational
decisions about the desirability of diverse disciplinary devices.
So long as the minimal constitutionally (and statutorily) manEDUCATION AND URBAN SOCIETY, Vol, 14 No. 2, February 1982 185-195
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dated procedures are followed, the substance of disciplinary
policy is wide open. It is a fallacy to think that the courts have
taken away disciplinary discretion . Only when rights are implicated, and when educators abdicate their legal (as distinguished from educational) responsibility, are the courts compelled to act. The reluctance and restraint with which courts
intrude into the academic realm is cited in every major decision
involving education.
The distinction between discipline and codes of discipline is
often not fully appreciated . Schools have always had (or
lacked) discipline. Administrators, acting in loco parentis or
pursuant to state enabling statutes, possessed sufficient authority to discipline disruptive, disobedient, or disrespectful students. What constituted disruption or disobedience or disrespectfulness was left to the sole, if not also sound, discretion of
those entrusted with the maintenance of the schools and management of the students . There was no legal necessity for
written rules . As late as 1970, a Massachusetts District Court
judge (the same one to become intimately involved in the
lengthy and still-ongoing Boston desegregation suit) held that
students could be punished and excluded from athletic participation for coming to a school dance with beer on their breaths
even though there was no prior published rule prohibiting such
behavior (Hasson v. Boothby, 318 F. Supp . 1183, 1187 [D .
Mass, Garitty, J .]). The court recognized the "desirability" of
written rules, but affirmed school authority to discipline student offenders without them . Discipline depended upon the
student's knowledge of the wrongfulness of his conduct, the
clarity of the public purpose served, the potential for chilling
effect on constitutionally protected activities, and the severity
of the penalty imposed . In 1972, however, Massachusetts
approved a state law requiring its school committees to publish
and file with the Education Commissioner their rules and
regulations pertaining to student conduct (St. 1972, c. 467,
M .G .L ., c . 71 § 37H) . Unpublished and unfiled rules have no
legal effect (at least in Massachusetts), but the mere publica-
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tion and filing do not necessarily make the rules legally effective. The disciplinary rules themselves must be constitutionally
and statutorily valid. That is, they must meet the test of reasonableness and must serve a legitimate, school-related function .
The actual writing of the rules was never the true test of the
teacher's or school's control over pupils . The jurisdiction of a
school to punish a student extended to the point where the
student's misbehavior had a direct and detrimental tendency to
injure the welfare and well-being of the other students in the
school . The exclusion of a minor female for engaging in a
continued course of open and notorious familiarities and
actual illicit intercourse with a man outside the school and not
during school hours was nonetheless upheld in Sherman v.
Inhabitants of Charlestown (62 Mass. [8 Cush] 160 1851) in
order to protect the purity of the school and the other students
from injurious influence . Nor did the absence of written rules
preclude the corporal punishment or personal chastisement by
a teacher of a student who was habitually refractory and
disobedient (see Sheehan v. Sturges, 53 Conn. 481 [1885] or
O'Rourke v. Walker, 102 Conn. 130 [1925]) concerning the
corporal punishment of students for frequently assaulting,
annoying, and abusing small girls on their way home from
school after school hours .
Such out-of-school conduct had a direct and immediate
tendency to adversely affect school conduct, operations, and
usefulness and was properly punishable without prior published rules.
The late 1960s and early 1970s saw school board authority
over students being called into question . Constitutional challenges, as reflected in Tinker v. Des Moines Independent Community School District (398 U.S. 503 [1969]) and in the
numerous hair and dress cases tested the limits of disciplinary
decision making (see generally, Ladd 1973).
Issues of procedural due process increasingly came before
the courts and culminated in the Supreme Court's decision in
Goss v. Lopez (419 U .S . 565 [1975]), setting constitutional
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standards for suspending students . The school's response was
to redefine and redraft their outdated student handbooks into
codes of student discipline .
In the past, student handbooks listed what few rules the
schools had . These rules were sp?rse, vague, overly broad, and
general . They left so much room for administrative interpretation and discretion that the school official alone determined
what constituted a violation and what penalty was to be
imposed . The student handbook served the administrator's
purpose of being the authority to cite and support disciplinary
action . The handbooks gave little if any guidance to students in
defining what conduct was prohibited and punishable.
In our litigious age, court cases control much of life . This is
especially true in the field of school discipline, where court
decisions dictate and define the dimensions and directions of
discipline codes. School administrators who undertake to rewrite their disciplinary policies must be cognizant of constitutional considerations and schooled in education law . To be
sure, student rights must be respected . But, because the constitutional requirements are "rudimentary," there is much lawful
leeway in the drafting of discipline codes. Guided by the constitutional characteristics of codes of conduct, school administrators can do much to eliminate the ambiguity and arbitrariness
that has been associated with school discipline in the past.
The first and foremost factor in any discipline code (and in
the imposition of discipline) is fairness . Goss v. Lopez requires
school officials to "follow fundamentally fair procedures to
determine whether the misconduct has occurred" and to avoid
"unfair or mistaken exclusion from the educational process ."
Fairness is required not only in the procedures of notice and a
hearing prior to disciplinary exclusions but also in the penalties
to be imposed . Code provisions and procedures and penalties
should be strictly scrutinized for their fairness . Fairness means
impartiality, reasonableness, even-handedness, and nondiscrimination.
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The code should provide that the administrator holding the
hearing and imposing the disciplinary sanction shall be impartial and free from bias. Witnessing the conduct forming the
basis of the charge would not necessarily disqualify the disciplilarian from deciding the case. But, he should be clear and
:ertain that he is making an objective disciplinary decision
)ased on the facts of the case and not on his feelings toward the
student .
This brings us to the second critical dimension of codes and
A discipline-fact-finding . The discipline code should provide
.or a fact-finding procedure whereby the administrator conlucts whatever investigation he deems necessary to ferret out
he facts and make sense of disputed evidence and explana.ions. He shall hear both sides of the story, speak to the
vitnesses and participants, and then make an informed deci,ion based on the results of his investigation . The fact-finding
)rocess need not be lengthy or overly involved as in the taking
)f sworn statements. The nature, extent, and timing will
lepend upon the situation, the seriousness of the infraction,
tnd the number of people involved .
Fullness of information is another characteristic. The code
~hould provide that the student be "fully informed" of the
lisciplinary charges and given an explanation of the evidence
he school officials have against the student (Goss v. Lopez and
Board of Curators of the University of Missouri v. Horowitz,
i35 U.S. 78 [1978]) .
The disciplinary charges should be specified in as much
letail as possible . Time, place, and manner should be included.
;uch terms as "misconduct," "horseplay," or "disruption"
hoald be avoided as ambiguous, vague, and meaningless
Soglin v . Kauffman, 418 F . 2d, 163 [7th Cir., 1969]) . Full
lisclosure and complete documentation should be the norm,
o that the student is given sufficient informationto prepare his
lefense or explanation in mitigation. The more serious the
;harges and the more severe the sanction, the more detailed
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and documented the notice should be. There should be no
withholding of information unless there is a bona fide fear of
personal safety or retaliation (see DeJesus v. Penberty, 344 F.
Supp. 70 [D . Conn., 1972]; Smith v. Miller, 514 P. 2d. 377
[Kan., 1973] ; or Tibbs v. Board of Education ofthe Township
of Franklin, 59 N .J. 506, 284 A . 2d . 199 [1977]) . The code can
specify under what circumstances and conditions witnessing
students or staff will be compelled to testify and be crossexamined or when fear of physical reprisal, revenge, or retaliation justifies nondisclosure . In some cases, what is not
disclosed may not be used to support a disciplinary exclusion .
Closely related to disclosure is the requirement of frankness.
School officials should be open, honest, and forthright in
dealing with and disciplining students . Dishonesty and nondisclosure will only come to haunt administrators . Since students
have a federal statutory right to see their school records, and
since most states have similar statutes, officials may be in for
another round of litigation if they deliberately fail to deliver
relevant documents ("The Family Educational Rights and Privacy Act," 20 U .S .C. § 12328) . A code of discipline may even
provide for penalties for school officials who fail to abide by
the disclosure provisions . Where both students and staff are
bound by the terms of the code, there may be greater com-.
pliance and respect on all parties' parts.
Flexibility is an important factor in the framing of disciplinary procedures. The Supreme Court in Goss v. Lopez stressed
that the very nature of due process negates rigidity and
inflexibility-which serve neither the schools' nor the students'
interests . No single set of procedures has been judicially
mandated, and the administrator's flexibility to deal with
emergencies and unusual situations remains intact . Codes
should incorporate the flexibility factor into their procedures
so as to provide administrators with the necessary room to
respond to the myriad of situations that arise in a school.
Just as the Court in Goss stressed flexibility, the Court took
great pains to repeatedly point out the "informality" of the
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"rudimentary" requirements . The Court refers to the "informal
hearing" as an "informal discuss[ion]" and "informal give and
take" between the disciplinarian and the student . The Court
was concerned with "further formalizing the suspension process and escalating its formality" and specifically ruled out
"truncated trial type procedures" for short suspensions of . 10
days or less .
While informality surely promotes positive rapport and
relationships between students and administrators, it should
not be used as an excuse to circumvent constitutional requirements. This is where the characteristic of firmness comes in.
Informality is fine, but discipline should be firm as well. This is
not a problem of permissiveness . Disciplinary firmness means
consistency, evenhandedness, and uniformity of application.
Students know that when they break a reasonable rule, they
will suffer the consequences . It means that the code is to be
taken seriously and that infractions will not be ignored . One of
the biggest problems with school discipline today is that too
many infractions go undealt with and undisciplined. Too
often, students who get caught cry "unfairness" because they
know of other students who got away with the same offense.
Administrators must use great care not to single out students
and punish them as examples . But if a code provision is violated and the student is found, after hearing, to have committed the violation, he should be appropriately disciplined. If the
code violation is not worth disciplining, it is not worth being in
the code in the first place . Undisciplined violations breed disrespect and noncompliance.
Codes of discipline should be concerned with disciplinary
fitness. That is, the procedures and punishment should be
tailored to fit the offender and the offense . Penalty proportionality promotes the overall fairness of the code. As one court put
it, the "severity of the punishment . . . [should be] commensurate with the severity of the acts committed" (Rhyne v . Childs,
354 F. Supp. 1085 [N .D . Fla., 1973]) . The criminal law principle that punishment should fit the crime (and the criminal) is
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appropriately adapted to school discipline . Major penalties
such as long-term suspensions or expulsions should be reserved for major violations and grievous wrongs . This reserve
may be one of the most delicate and difficult characteristics to
incorporate into a code and an administrator's disciplinary
practice . Many administrators desire to keep all disciplinary
options open when disciplining a student. While this enhances
individual discretion of the disciplinarian, ranges of penalties
for categories of offenses are the best solutions; but the determination of the ranges and the placement of the offenses into
the categories will surely test the educator's capacity to develop
fair disciplinary policies .
The factor of fraternity should be considered in the drafting
of discipline codes. Fraternity-or the compatibility, commonality, and coincidence of school and student interestsreceived enthusiastic support in Justice Powell's dissent inGoss
v. Lopez. Justic Powell was concerned that constitutionalizing
the school disciplinary process would destroy the collegiality
and nonadversarial nature of the normal educational relationship between a student and his school . Whatever one's view as
to educational effects of the limited procedural protections
mandated by the Goss V. Lopez decision, a discipline code
should recognize that students, teachers, and administrators
have an ongoing relationship that will continue after the fact of
suspension .
The feasibility of code procedures and provisions is an
important dimension in terms of implementation. Careful consideration should be given to the practical and operational
effects of certain procedures before incorporating them into a
code. The Court made clear in Goss that the timing and nature
of the informal hearings would depend to some degree upon
considerations of practicality, cost, and efficacy . The Court
even provided for emergency suspensions where a student's
presence poses a continuing danger to people or property and
an ongoing threat of disrupting the academic process and in
which the necessary notice and rudimentary hearing would
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follow as soon as "practicable ." It makes no sense to impose
procedures that cannot be feasibly implemented . Such procedures will be disregarded and will only lead to disrespect for
other code provisions as well.
Frugality is a principle that should guide code drafters. The
code should contain only that which is necessary to the maintenance of discipline. Frugality does not mean brevity, although
verbosity is not favored either. Frugality means the employment of procedures and sanctions only to the extent that school
objectives cannot be otherwise accomplished . If a child's misconduct can be cured or corrected with a disciplinary measure
short of suspension, then the lesser penalty should be used. The
least restrictive alternative approach is consistent with the
frugality concept recommended by the Juvenile Justice Standards Project of the Institute of Judicial Administration and
American Bar Association (see Goldstein 1977: 123).
Finally, probably the most important characteristic of discipline and of discipline codes is faithfulness. School officials
know that they have a good-faith defense to civil rights actions
(Wood v. Strickland, 420 U.S. 309 [1975]) . But, good faith is
more than the mere absence of actual malice . Ignorance or
disregard of settled, indisputable law and ofclearly established
constitutional rights are no longer valid legal excuses. A school
official must act sincerely with a belief that what he is doing is
right and reasonable.
"Good faith" cannot be drafted into a code, but it pervades
the entire disciplinary process . The fair-minded and fair-acting
administrator has nothing to worry about, legally. Such an
administrator does not need a code of discipline to cite, or rely
or fall back upon to justify his decisions and actions .
It is doubtful that full-fledged discipline codes (as opposed
to compliance with constitutional procedures) will bejudicially
mandated. No court has actually ordered a code of discipline,
although some have come awfully close (see Mills v. Board of
Education of District of Columbia, 348 F. Supp. 866 [D.C.
Dist. Col ., 1972], and General Order on Judicial Standards of
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Procedure and Substance in Review of Student Discipline in
Tax Supported Institutions ofHigher Education, 45 F. R .1) . 13
[D.C. Missouri 1968]) .
In Boston, for example, a code of discipline was developed
in 1970 following litigation challenging corporal punishment.
New guidelines for implementation were administratively
adopted in early 1975 following Goss v. Lopez . Then, in partial
response to one aspect of the Boston desegregation suit challenging racial discimination in disciplinary penalties, a new
code was drafted over the spring and summer of 1975 by a
committee on which the-author served as legal consultant . This
1975 code was enjoined from implementation in September of
1975 .
The parties to the desegregation then attempted to arrive at
an agreed-upon code, but these efforts proved unsuccessful .
After a year of hearings, and two years after the injunction, it
was thought that the Court would issue its own code, but none
was forthcoming . An August i978 Superintendents' Task
Force on Discipline recommended development of a new code
of discipline, as did a 1979 Middle School Task Force . In the
spring of 1979, a new committee began the process ofdrafting a
new code. As of December 1979, the new code remained in
draft and unapproved form.
Legal mandate and necessity aside, most educators today
recognize the educational desirability, if not legal advisability,
of codes. Codes enable students (and school staff and the
public) to know the disciplinary consequences of misconduct .
This is crucial from both a constitutional and pedagogical
perspective . And the future will surely see more sophisticated
and technical-legal documents drafted with the assistance of
attorneys .
The problem is that school discipline depends more upon
personnel (the principal, students, and staff) and educational
environment than upon any single document. A school with
even the most enlightened code may be beset with discipline
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problems, whereas a school without written rules may be wellrun and well-disciplined .
Discipline codes are difficult to draft, as anyone who has
participated in the development of a code can readily attest .
The advantage of them is that the drafting process forces
educators to come to grips with discipline problems, focus hard
thinking about educational, policies, and test the educational
rationality of their positions. For these reasons alone, it is well
worth the extensive effort for schools to write and rewrite their
codes.
Educators must fully realize that discipline codes alone will
not solve the problems of school discipline . A code is but one
critical component of discipline. Rules, written as well as
unwritten, are a far more intangible and important ingredient .
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There eight factors make up the living curriculum of the
School ; they convey to everyone in the school "how we behave
around here." They show how an individual fits into the school
every minute of the day, how he or she will be rewarded, and how
to behave to receive those rewards. Improving discipline in a
school can best be achieved by examining these eight factors and
by taking action to make them cause the behavior desired .

The Discipline Context Inventory*
Introduction : This inventory is neither a "score card" nor an objective test. It is a working guide for use by school personnel, students, and
parents to analyze programs and to identify problem areas on which
they wish to work to reduce disruption and to improve dis : spline in their
schools .
Directions: Circle a number to rate your school on a scale of 0 to 5
with a rating of 0 indicating that the statement is not at all true of your
school and a rating of 5 indicating that the statement is clearly true of
your school .
1 . The way people work togetherfor problem solving and decision making. Generally, more open and widespread participation is related to

fewer disruptive behaviors and great "r feelings of responsibility among
teachere and students .
1.1

0 1 8 3 4 5

Faculty meetings are for staff development and
problem solving .

1.2

0 1 8 3 4 5

Faculty members communicate concerns about
district policies to central administration and
modify those policies for their students benefit .

1 .3

0 1 2 3 4 5

A sense of direction and mutual purpose is shared
among a significant nu.nber of staff, students,
and, to some extent, parents . They can describe
goals and achievements in specific, understandable terms .

'Copyright ©1977 William W . Wayson . Revision copyright 1979. Permission granted to Phi Delta Kappa to reprint in Handbook for
Developing Schools With Good Discipline . Any school that wishes to
reproduce this Inventory for use in local staff development programs is
granted permission to do so.
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1.4

0 1 2 345

The school district central administration expects
problems to be solved by local staff and community .

1.5

0 1 2 345

Problems do not fester ; they are identified and
resolved . The attitude, "What can we do?"
replaces the attitude, "It can't be do.ie ."

1 .6

0 1 23 4 5

The school district provides time and consultants
to aid in solving problems .

1.7

0 1 2 345

Adults in the school recognize their own respon.
sibilities for handling situations or for solving
problems that affect themselves or the students .

1 .8

0 1 23 4 5

A large number of the staff are involved in planning and in implementing school activities . Participation is high and widely distributed .

1.9

0 1 2 3 4 5

Staff and students feel that the school belongs to
them and that they can make a difference in it.

1 .10

0 1 2 3 4 5

Staff exhibit a sense of accomplishment, giving a
positive tone to the climate of the school .

1 .11

0 1 2 3 4 5

Staff recognize their own problems and don't take
them out on the students.

1 .12

0 1 2 3 4 5

Staff communicate openly and frequently with
one another about significant educational matters.

1 .13

0 1 2 3 4 5

Staff are relaxed and not afraid of their students .

1 .14

0 1 2 3 4 5

Staff know how to prevent discipline problems
caused by adults, by school procedures, or by the
school org ..nization.

2 . The distribution of authority and status . Generally, when there are

fewer barriers to communication, more involvcment in exercising
authority, and fewer status differences, the rrsi, lt is a more widespread
sense of responsibility and a greater commitment among staff and
students.
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2.1

012345

Status differences among various staff groups are
eliminated.

2.2

0 12345

No one ignores problems, refuses to do what
needs to be done, or says "It's not my job ."

2.3

0 1 2 345

Administrators' expectations are clearly communicated.

2.4

0 1 2 345

Staff members generally agree on what principals, teachers. aides, etc., are expected to do in
given circumstances .

2.5

0 1 2 3 4 5

Teachers are able to communicate concerns,
questions, or constructive ideas to "superiors ."

2.6

0 1 2 3 4 5

Each person accepts criticism from those who
receive his/her services .

2.7

0 1 2 3 4 5

School secretaries, aides, custodians, bus drivers,
and other school staff participate in faculty
meetings and inservice sessions.

2.8

0 1 2 345

2.9

0 1 2 345

Parents participate in classrooms and school activities and are represented in most faculty
meetings and inservice sessions.
Teachers help one another solve problems rather
than criticize other teachers or students.

2.10

0 12345

Respop oilities and "territories" are shared
respected ; people are not possessive nor are
fearful that someone will "take over" their
space, or materials . They say "our school"
"our students" not "mine ."

2.11

0 1 2 3 4 5

Status differences among student groups that
segregate or limit communications are
eliminated .

and
they
job,
and

3 . Student belongingness . Students feel that the school serves their
needs, is a safe and happy place to be, treats them as valued individuals,
and provides ways in which student concerns are treated fairly . When
students feel supported and are :nvolved in the life of the school, fewer
disruptions or irresponsible behaviors will occur .
3.1

0 1 2 3 4 5

Students participate in solving the problems of
the classroom and the school .
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3.2

0 12345

A large number of the students are involved in
planning and implementing the school's activities. Students feel that the school belongs to
them and that they can make a difference in it .

3.3

0 1234 5

Students exhibit a sense of accomplishment, giving a posi ive tone to the climAte of the school .

3.4

0 1 2 345

Teachers know the names of their students, not
only those in their classrooms but others in the
school .

3.5

0 1 2 3 4 5

Students take responsibility for enforcing the
agreed-on rules and procedures with their peers
and with teachers and administrators .

3 .6

0 1 2 345

When making school policy decisions, the educational growth of students takes priority over concorns such as adult convenience, pleasing
superiors, saving face, or maintaining tradition.

3 .7

0 1 2 345

Students take responsibility for their actions .

3 .8

0 1 2 345

Students are included as members of the school .

3.9

0 1 2 345

Students' work is displayed in classrooms, display
cases, corridors, and cafeterias .

3 .10

0 12345

Students are involved in planning school decorations .

3 .11

0 1 2 345

Students feel responsible for keeping the school
environment attractive and clean .

3.12

0 1 2 345

Studems may use the facilities freely as long as
there is consideration for other students and for
adults .

3 .13

0 1 2 3 4 5

When necessary, basic needs of students from
poor families are met through whatever resources
are available without "spot-lighting" them .

3.14

0 1 2 3 4 5

Children with special problems are diagnosed and
help is provided in a manner that does not
stigmatize them or separate them from normal
school activities.

3.1!

0 1 2 3 4 5

Teachers respect the students' language and
culture .

rr .~
~ 1J
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3.16

0 12345

Each student has at least one contact on the faculty, who serves as an advocate .

3.17

012345

Students believe the school offers what they need
and find school interesting.

3.18

0 1 2 345

All students are included in all classroom and
school activities, regardless of sex, race, religion,
socio-economic status, or academic ability .

4 . Procedures for developing and implementing rules . Generally, when
rules are made by the people involved and when expectations are clearly
understood, there are fewer transgressions . The more nearly rules are
derived from principles of learning and of normal human behavior, the
more effective they are . The more the school operates like a community, as opposed to a prison or army, the fewer the problems .
4 .1

0 12345

Rules and expectations are clearly defined,
stated, and communicated so that people know
what to do.

4.2

0 1 2 345

Students are involved in rule making .

4.3

0 1 2 3 4 5

Rules are made by the people who must enforce
them .

4.4

0 1 2 345

Disciplinary techniques are used to, teach positive
ways of behaving, not to punish or to teach blind
obedi_nce .

4.5

0 12345

A few good rules are made and enforced rather
than having too many rules that are not enforced.

4.6

0 1 2 3 4 5

Rules are enforced in a way that will reinforce the
behavior that is desired .

4.7

0 1 2 345

Unenforceable rules are eliminated.

4 .8

0 1 2 345

Due process is applied before punishment .

4 .9

0 1 2 3 4 5

Students and others are assumed to be innocent
until proven guilty of infracti -ins .

4.10

0 1 2 345

A complete description of what transpired during
any discipline incident is expected from adults
and students .

4 .11

0 1 2 3 4 5

Teachers are not assumed to be "right" all the
time.
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4 .12

0 12345

Students are not punished if such punishment has
no positive educational outcome .

4.13

0 12345

Rules and disciplinary procedures are examined
and revised to prevent negative educational outcomes such as lower self-respect, dislike for
school, lack of responsibility for one's own
behavior, sense of helplessness, etc .

4.14

0 1 2 3 4 5

Rules apply only to behavior that has a direct effect on the school or classroom, not to matters
that are trivial or highly personal .

5 . Curriculum and instructional practices . A curriculum that emphasizes learning that is appropriate for the students served and that
provides a greater variety of materials and activities tends to reduce
discipline problems .
5.1

0 1 2 3 4 5

The :urriculum is viewed as more than the content to be taught in subject matter classes .

5 .2

0 1 2 345

Administrative procedures are related to the explicit curriculum goals of the school .

5.3

0 1 2 3 4 5

Field trips, outside speakers, and other good
practices are seen as ordinary teaching methods
that teachers may utilize without excessive administrative procedures.

5.4

0 1 2 3 4 5

A variety of teaching styles is evident among
faculty members .

5.5

0 1 2 3 4 5

Individual differences and differences in learning
styles are respected and accommodated .

5.6

0 1 2 3 4 5

Students may transfer from one teacher to
another, or one program to another, depending
upon their learning styles and their particular
educational goals .

3.7

0 1 2 3 4 5

Teachers choose the methods and materials that
serve best for achieving their goals .

5.8

0 1 2 3 4 5

Teaching methods and instructional materials
build on what the student already knows.

5.9

0 1 2 3 4 5

Students have
assignments .
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5.10

0 1 2345

The curriculum includes teaching students how
to snake choices .

5 .11

0 1 2 345

T!aching methods provide for active learning
and are neither boring nor frustrating .

5.12

0 1 2 345

Counterproductive practices are changed or
eliminated as speedily as alternatives can be
dev-loped .

5.13

0 1 2 3 4 5

The student/teacher ratio is reasonably low .

5.14

0 1 2 3 4 5

Playgrounds, school ouses, cafeterias, and
hallways, are viewed as places where students
learn ; teachers design and implement curriculum
for those areas .

5.15

0 1 2 345

Students are frequently involved in learning activities outside the classroom and in the community.

5.16

0 1 2 3 4 5

Some failure is accepted as a natural part of
learning and growth.

6. Processes for dealing with personal problems . Generally, practices
that help people cope with their lives outside the school and with problems that are not directly related to school matters stimuk .te greater
commitment to participate fully in the work of the school .
6.1

0 1 2 3 4 5

Before rushing to solve a problem, people clarify
whether there is a problem and define what it is .

6.2

0 1 2 3 4 5

Individual and cultural differences are respected
and valued and are allowed to be openly expressed in the school .

6.3

0 1 2 3 4 5

Staff and students recognize that even "good"
students and "good" ;eachers have problems.

6.4

0 1 2 3 4 '

Students are permitted to have "low days."

6.5

0 1 2 3 4 5

Teachers are permitted to feel angry, to have
"low d.-, ,s,- or to make mistakes .

6.6

0 1 2 3 4 5

Staff understand student behavior and avoid
causing problems when there are none.

6.7

0 1 2 3 4 5

Students do not try to manipulate adults .
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6.6

0 12345

Minor student misbehavior does not warrant undue attention .

6.9

0 12345

Teachers are able to discern when a discipline incident is over .

6.10

0 1 2 345

Staff do not get distract-d from what they want
the students to do.

6.11

0 1 2 3 4 5

Teachers do not escalate small problems into
larger ones.

6.12

0 1 2 345

Staff and students express and discuss problems as
they arise rather than tucking them away .

6.13

0 1 2 34 5

If a person has a problem with -nother, he or she
discusses it directly with that person.

6.14

0 1 2 3 4 5

When dissat :airc,: w .th their own performance,
people focus on growing and do not punish
themselves for ' "eing short of perfection .

6 .15

0 1 2 3 4 5

Both ::,:dents and staff can give tangible examples of growth that has occurred in adults or
students.

6.16

0 1 2 3 4 5

All people in the school recognize and celebrate
(even in small ways) when one of them achieves
something good.

6.17

0 1 2 3 4 5

People help one another in ways that help them to
become independent .

6.18

0 1 2 3 4 5

7.1

0 1 2 3 4 5

Teachers and administrators frequently participate in groups and organizations within the
community that can offer support to students and
to the school .

7 .2

0 1 2 3 4 5

Tea-hers know the students' parents, homes, and
community and frequently interact .vith them .

Teachers and stadeatss admit feelings that are
causing them to behave inappropriately, but do
not blame others for their own feelings .
7. Relation ;htps wt,'h parents and other community members. Generally, taore open relationships with, arents and other community members
result in better achievement and behavior in the school Close home
and community contacts also enhance the students' sense of belonging .
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7 .3

0 12345

Teachers know the neighborhood, the street
names, the stores, and the places of entertainment of their students .

7.4

0 12345

Teachers recognise they may huld stereotypes
about some students and parents as individuals
and try in various ways to break down their
stereotypes .

7 .5

0 1 2 345

Teachers and other school
students' homes frequently .

7.6

0 1 2 345

Each teacher visits the home of every homeroom
student (or advisee) early in the school year before
any problem can ariw.

personnel

visit

8. Physical environment . Generally, environments that are pleasant for

adults and students to work in and that reflect the interests, culture,
and values of students encourage good behavior. The more the school
environment ' -' like a workshop, a library, a restaurant, or a conference center and less like a prison or institution, the fewer the problems.
8.1

0 1 2 345

Meeting and social areas are not crowded .

8.2

0 1 2 3 4 5

Adequate materials are available and they are
organized for easy access and clean-up .

8.3

0 1 2 3 4 5

The physical environment is welt organized in
order to permit a maximum of student independence and behavior.

8.4

0 1 2 3 45

Necessary space and adequate
available for student work.

8 .5

0 1 2 3 45

The schoo' plant is well- planned to accommodate
easy movement within and between classrooms
and large group areas .

8.6

0 1 25 45

The cafeteria has places where %mall groups can
sit, eat, and talk quietly together.

8.7

0 1 234 5

There are several "nooks and crannies" where individuals may be alone to think, read, or work .

8 .8

0 1 234 5

Places at,- designed where small groups can work
together without having to talk loudly to be
heard .

_7g_

facilities are

u attractive

8.8

0 1 :, 3 4 0

The school

and inviting.

8.10

0 1 2 34 5

Staff feel responsible for keeping the school environment attractive and clean .

1{ .11

0 1 2 3 4 5

Staff and students are able to analyze "trouble
areas" in the environment and make provision to
solve problems.

8 .12

0 1 2 3 4 5

The environment is well-designed acoustically .

8.13

0 1 2 3 4 5

Traffic patterns are analyzed to eliminate causes
of discipline problems.

Using the Inventory for Problem-Solving Meetings
The Inventory may be used with faculty or parent groups to
identify problems in the school and to establish goals for solving
those problems. The following procedure is suggested, but adaptations may be made to suit local conditions .
Step 1. Begin by selecting only one of the eight sections in the
Inventory for rating your school . The selection may be made by
asking the faculty to rank the eight areas to determine which one
they would be most interested in working on or which one needs
most attention in the school . Or the principal or other party
could decide which one needs most attention . Sometimes a recent incident in the school might detet .niae on which one to

focus.

Step 2. Involve staff early in the process prior to the faculty
meeting . Through informal conversations with staff, present the
ideas in tl.e Inventory and get their suggestions about which ones
need attention .
Distribute an open-ended questionnaire
soliciting the staffs ideas about the major causes cf discipline
problems (or other problems) in the school . Distribut ." evidence
of problems such as achievement test results, or suspension rates,
or incidence of some disruptive behavior, then use the Inventory
os suggested to get at the causes .
Step 3. Use only one of the eight sections of the Inventory for
the content of a staff rn°eting . Staff meetings are too short to
deal with the entire range of items included in the Inventory . The
staff might be overwhelmed or become frustrated if presented
with too many items .
Step 4. Divide the staff into groups of five , consisting of
members from different deharttneno, different status levels on-
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clude noncertified personnel), different grade levels, different
sexes, and different races . Have them seat themselves in circles so
as to facilitate direct eye coata ;ct and discussion .
Step S Give,, eac -n group sheets of chart paper, a marker, and
some masking tape for harming the charts on the wall .
Step 6. Have each person rate the school on all of the items in
the sec.ion that has been selected for the meeting . The rating can
be done btfore the meeting starts, at the beginning of the
meeting, or just after the small groups have been assigned in Step
4 . The rating shoa!d be done indivur,ially and with no discussion
among the group .
Step 7. Ask the staff to read the introduction to the Inventory
so they will understand why they are doing the next steps. Encourage the staff to discuss the introduction to clarify their thinking or to voice their disagreements . Try to get all staff to participate and avoid letting one person act as the "expert" on the
inventory and the rationale behind it.
Step 8. Have each group discuss their ratings; then list on the
chart the th:ce or four items that have the highest ratinjza- and the
three or four that have the lowest ratings in their group .
Step 9. Have the whole staff look at the charts showing the
strongest and weakest items for the school ; then the whole group
should develop a list of the items that most need attention . Items
for the list should be selected through consensus, not through
voting . Consensus requires that all disagreements are stated,
heard, and considered, and that all participants agree before
final action is taken . Voting divides groups into "winners" and
"losers" and red-aces feelings of responsibility for carrying out the
decision.
For more on consensus, consult " ' echniques to
FaciLtate Consensus." in R . A . Schmuck, and P .j . Runkel,
Handbook of '_'rgamzacron Development .n Schools. (Eugene,
Oregon : University of Oregon, Center for Advar)red Study of
Educational Administration, 1972), pp . 259-60 ; or Second Handboon ofOrganization Development tn Schools. (Palo Alto, Calif. :
Mayfield Publishing, 1977), pp . 325-925, 344-'352 .
Step !U . Using the list deve-lopel by the whole group 'Step 9),
have each individual categorize the items by using the following
quest i ms :
1 . Which items do you think yeu cannot do anything about?
2 . Which items do you not want to do anything about?
3 . Which items do you think you could do something about
and want to do something ..bout?
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