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The Children’s Defense Fund’s (CDF) Leave No Child Behind® mission is to ensure every child a healthy
start, a head start, a fair start, a safe start and a moral start in life, and successful passage to adulthood
with the help of caring families and communities. CDF-New York’s unique approach to improving
conditions for children combines research, public education, policy development, community organizing
and statewide advocacy activities, making us an innovative leader for New York’s children, particularly in
the areas of health, education, early childhood and juvenile justice. Through CDF’s Cradle to Prison
Pipeline® Campaign – a national initiative to stop the funneling of thousands of children, especially poor
children and children of color down life paths that often lead to arrest, conviction and incarceration – CDFNY works to replace punitive school discipline and safety policies in New York City schools with social
and emotional supports that encourage a positive school climate.
Thank you to Chair Dromm and to the members and staff of the City Council Committee on Education for
the opportunity to testify before this oversight hearing examining the Department of Education’s (DOE’s)
current Career and Technical Education (CTE) programs and policies. We understand that the academic
life of a school and the capacity for meaningful, authentic instruction is strongly linked to the social and
emotional climate of the school,1 and that student perceptions of a positive school climate are associated
with higher academic achievement.2 When reviewing plans for and progress towards expanding and
improving CTE programs we recommend that attention be paid to school climate and progressive
approaches to classroom management. While CDF-NY supports the intent of Intro 1099, a CTE reporting
bill, we ask that the Council incorporate available school discipline data into the demands of the bill to
strengthen and create a more holistic annual report of CTE programming.
Overview
This school year marks year two of the City Council’s Restorative Justice Initiative, a pilot program
whereby 15 schools across the five boroughs are resourced with a full-time school-based restorative
justice coordinator and positioned in a network of 25 schools all implementing whole-school restorative
justice models. Of the 115 schools invited to apply to the Restorative Justice Initiative, based on criteria
that they had disproportionately high rates of suspension when compared to their borough, 14 schools
were dedicated CTE schools, and two of the currently participating 15 schools are CTE schools. The
reality that two high schools dedicated to CTE are also now dedicated to restorative justice provides an
opportunity to collect best practices and share knowledge across the 47 New York City high schools
dedicated to CTE and the more than 25,000 students that attend CTE schools full-time.
As a result of the Council’s successful passage of the amended Student Safety Act in October 2015, the
NYPD posts a quarterly report containing data on handcuffing events, criminal summonses, arrests, and
violation activity disaggregated by school building. In the first and second quarters of 2016, 17 and 24
dedicated CTE schools, respectively, were represented in the data. In the second quarter, the most
recently published report, one CTE school in particular represented 11 of the 1010 reported incidents. We
encourage the DOE and Council to support CTE schools in creating safe and supportive climates for
learning that do not set students on a path of disengagement from school but instead utilize alternatives
to suspensions, arrests, and summonses, and prevent and address safety concerns in a way that
protects the health, well-being and potential of New York City’s students.
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Intro 1099-2016
We support the goals of Int.1099, the bill before the committee today that would require the DOE to
annually report information related to CTE programs. While this data will be an important resource in
efforts to expand access to CTE programs and strengthen CTE pathways, we ask that the Council take a
step further to include reporting on school climate indicators. To intervene in existing discipline patterns
and prevent harsh or disproportionate reliance on exclusionary disciplinary practices, schools and their
stakeholders can track and disaggregate discipline data by offense type and student characteristics (e.g.
student race/ethnicity, gender, disability status). Through the Student Safety Act, the DOE is already
reporting on the number of teacher removals, the number of principal’s suspensions, and the number of
superintendent’s suspensions all disaggregated by school building and race/ethnicity, gender, grade, year
of birth, whether the individual is receiving special education services, and whether the individual is an
English language learner. This available discipline data can help to gauge the quality of the school
environment for students as well as educators in CTE schools, can help stakeholders to identify patterns
of disciplinary exclusion and assess the kinds of alternative interventions and practices that are needed,
and complements the mission of Int.1099.
Beyond whether or not a student has been suspended,3 we understand that factors like whether or not a
student receives a summons or has been arrested are indicators of a student’s likelihood of leaving
school.4 However, because the Student Safety Act reporting on summonses, arrests, and violation activity
is disaggregated by school building rather than school, the data available, though much needed and
important, is incomplete. Going forward, we encourage the Council and the DOE to consider enhancing
the established reporting requirements for law enforcement activity in schools to better enable
stakeholders to study the impact of school safety practices and encourage investment in prevention and
intervention strategies that work.
Principles of Career and Technical Education
Research on high school non-completion highlights a web of sociological, psychological, economic, and
institutional factors that contribute to students leaving high school before they receive a diploma. 5 CTE
programs address some of the specific drivers that fuel student dropout, especially through fostering a
feeling of connectedness to school.6 Much of the available research on CTE indicates that, by providing
alternative pathways to engage students and offering strong teacher-student relationships and a relevant
curriculum that students enjoy participating in7, CTE programs encourage high school attendance 8 and
completion9 in ways that are different from traditional academic high schools.
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As the Committee report notes, students in CTE programs appear to outperform other students on
several metrics including high school graduation rates and daily attendance. 10 Further, a 2014 report by
the Community Service Society found that New York City public high school students enrolled in CTE
schools, which typically serve low-income students and students with below average 8th grade test
scores, are much more likely to graduate than their peers in non-CTE schools.11 Rates of graduation and
daily attendance are advanced by school connection - the belief by students that adults in the school care
about their learning as well as care about them as individuals. 12 Reform initiatives such as CTE enhance
school connection through increased comprehension of job and industry, career planning, knowledge and
skills related to particular types of work13, and through providing high interest technical learning that is
relevant and purposeful.14
School Pushout and the Need for Investment in Restorative Practices
School pushout occurs when students are prevented or discouraged from continuing their education and
results from numerous circumstances, including the absence of qualified and caring teachers, 15 a lack of
appropriate academic support,16 irrelevant curriculum,17 and the imposition of harsh disciplinary actions
that limit educational opportunities and exclude or make students feel unwelcome18. Among many harsh
disciplinary actions, suspension is often the first step in a chain of events leading to negative short- and
long-term consequences, including academic disengagement, decreased academic achievement, and
leaving school.19 Research has demonstrated that even a single suspension or summons increases the
odds of low achievement and leaving school altogether.20 Effective schools are characterized by strong
teacher-student and teacher-parent relationships and low suspension rates,21 and absenteeism and
dropout rates are lower in schools where students feel safe and perceive discipline to be fair and
effective22.
Positive teacher-student and peer relationships as well as communal problem solving to prevent
exclusion of students from the classroom make up the essence of restorative discipline. In addition to
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supportive relationships, academic rigor, and responsive teaching, dedicated CTEs would do well to
develop restorative school environments. Restorative justice as an approach to improving the learning
environment and student behavior is based on three core principles: repairing harm, involving
stakeholders, and transforming community relationships.23 Restorative practices are predicated on the
positive relationships that students and adults have with one another.24 Research shows that students like
school better, have more fun, and learn more when they have opportunities to engage in meaningful
interactions.25 Dedicated CTE schools may be able to reduce the exclusion of students through
suspensions, summonses, and arrests by collaborating with school stakeholders to build a whole-school
restorative support system, ensuring teachers have the needed resources and knowledge to support
students, and helping teachers’ enactment of responsive and engaging curricula that shows respect for
all.26
Conclusion
It is our hope that the Council continue dialogue with the DOE on the value of sustainable investment in
restorative justice in schools and ending disparities in school pushout. We are grateful to the Council for
funding the 2015-16 and 2016-17 Restorative Justice Initiative and for the continued commitment to
matters of school climate. Thank you again for this opportunity to testify.
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