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Abstract of Dissertation

“It's Not Cheating if You Don’t Get Caught”: Critical Discourse Argbyof
Academic Integrity Policies in Public High Schools

The purpose of this study was to present a critical discourse analysis ¢CDA)
current academic integrity policies used by public high schools, to uncover how the
impede the fostering of the ethic of care and a sense of community in the school. Ten
public high schools from ten different states, all of which are members ot tio@|Sor
Ethical Education’s Academic Integrity Network, were selectedhisrstudy. The
academic integrity policies for each of these ten schools were firgzadahrough a
traditional text analysis approach, which revealed four key themes througgbout t
documents—academic dishonesty as discipliseudent as criminakhuthoritative adult
voice andextreme punishmenthen, the four themes of the overall discourse were
analyzed by using a critical discourse analysis (CDA) methodology, to emitw/
impossibilities of fostering the ethic of care and a sense of community aroucwhttept
of academic integrity.

The theoretical perspective for this study was postmodernism. This study is
grounded in the work of Foucault, who calls into question the extreme need for order and
strict discipline, and instead argues for a more gentle way to punish. Folsauakilés
into question the abuse of power by those in authority, and the inequalities of traditional
power hierarchies in social institutions. This study sought to uncover within tthenaica
integrity policies the various constructs which Foucault describes.

The findings of the critical discourse analysis (CDA) of the acadenagrity
policies in this study reveal constructs which create the impossibility tefritog the

ethic of care or creating a sense of community in schools. These constructs atack



of a definition of “academic integrity,” or a definition for “academic intigtyfocused

on negative concepts such as dishonesty or chesdangjer as arbitem determining
the meaning of “academic integrity”;student voicehat is either silenced or controlled,
and which fails to engage the reality of why students cheat; honor councils whidti s
function by legitimating hegemony; atehcher as victinof an academic crime

committed by students, thereby criminalizing the concept of academidtyteg
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“It's Not Cheating if You Don’'t Get Caught”: Critical Discourse Arsby/of
Academic Integrity Policies in Public High Schools
CHAPTER ONE: INTRODUCTION
Statement of the Problem
One important problem facing high schools today is a lack of academictytegri
among students. In recent years, studies have shown that a majority of high school
students admit to cheating on tests and homework (Josephson Institute of Ethics, 2000,
2002, 2004, 2006, 2008; McCabe, 2001). Also, with the emergence of the internet and
other technological innovations over the last decade, it is also now easievérdor
high school students to plagiarize on writing assignments (McCabe, 2001, 2005;
Josephson Institute of Ethics, 2004, 2006, 2008). Further studies indicate that various
pressures (including fear of failure, academic demands, perceived umag@ason
workloads, and drive to succeed) are the reasons why many high school students resort t
cheating (Schab, 2001; Anderman, 1997; McCabe, 2001). Certainly a lack of academic
integrity is not a problem unique to secondary education. In fact, similar stadiggher
education indicate that students continue to cheat at alarming rates ie ¢dEgabe,
2001; McCabe & Trevino, 1993). Now more than ever, it is critical for educators to work
together to find ways to promote academic integrity in high schools and unegersiti
Statistics on Cheating
Several important studies illustrate the rise in cheating over the decadesbé!
(2001) surveyed 4,500 high school students from around the country and found that 74
percent of the students admitted to serious cheating on at least one format GeteM

also found that 72 percent admitted to cheating on at least one writing assignment.



Additionally, 97 percent of all students surveyed reported at least one minor incident of
copying homework or cheating on a quiz or test. Studies from the Josephson Institute of
Ethics also found similar results. In 2006, the Josephson Institute reported thatesd per
of the students who patrticipated in its Ethics of American Youth Survey admitted to
cheating on at least one exam during the past school year, and 33 percent had used the
internet to plagiarize an assignment. On the 2008 survey, those percentages jumped to 64
percent and 36 percent, respectively. In striking contradiction, however, the 2008
Josephson survey also revealed that 93 percent of high school students were satisfied
with their personal ethics and character.
Student Perceptions

Perhaps the most startling information from these studies centers on high school
students’ attitudes toward cheating. McCabe (2001) found that more than half of the
students in his survey did not consider the following actions cheating: (1) coliagorat
on assignments when instructed not to; (2) Copying sentences without ciérenoefs;
(3) having parents complete homework; (4) obtaining questions from someone who has
previously taken an exam. Another survey reported that 53 percent of students believed
cheating to be “no big deal” (Who's Who Among America’s Teachers, 2005, para. 5). An
additional startling factor in the discussion of academic integrity among Higblsc
students is that many believe they can get away with cheating. McCabe f@atd yhat
47 percent of students believed their teachers sometimes ignored incidentsinfchea
while another survey revealed that 95 percent of those students who admitted cheating
avoided getting caught (Who’s Who Among America’s Teachers, 2005).

Why Students Cheat



The research points to various reasons why students cheat in high school. Jenson,
Arnett, Feldman, and Cauffman (2002) reported that many high school students evaluated
the acceptability of academic dishonesty in terms of the motivation behind theneed t
cheat. McCabe (2001) found that many students resort to cheating as a waynof c
with what they perceive to be unreasonable workloads assigned by teaclestditidm,

Schab (1991) found that another common reason for cheating was a student’s fear of
failure. He also discovered an increase in students’ perceptions of dishonesty as a
necessary means to success, especially related to the idea of gettthiopdahedusiness

world. Anderman (1997) added support to the idea that students who cheat do so because
of academic pressures; he found that those who cheat are often extrinsatalgted to

get good grades and avoid trouble. This also supports the earlier findings of Aiken (1991)
and Davis, Grover, Becker, and McGregor (1992), whom examined cheating in higher
education.

Policy as Curriculum

While the alarming rates of cheating remains the primary problem ofqeraitie
approach that schools are taking to combat academic dishonesty is an important
secondary problem. A quick glance of many public high school disciplinary handbooks
will show academic dishonesty delineated as a discipline problem. Childreocsaty
constructed as problematic, and therefore in need of order, rules, structure, and
consequences to ensure that they make appropriate choices (Block, 1997; Jenks, 1996;
Lesko, 2001; Males, 1996; Mayhall, 1994). However, school policies which simply

administer punitive consequences for academic integrity violations fail tadprawi



avenue for educating students and incorporating curriculum on the importance g valui
and upholding high standards of academic integrity.
Literature Gap

While a wealth of research specifically focused on academic integgts in
higher education, there remains a need for additional research focused on high schools
The current research on high schools documents a rise in cheating anddhs veay
students cheat, but very little is known about how high schools choose to address the
problem. Some past studies have evaluated specific strategies, such astesahat
individual high schools have implemented (Broussard & Golson, 2000; Spohn, 2003;
Zink, 2005), but there remains a need to examine the written policies which sdrge as t
school’s official documentation for approaching the topic of academic integrity.

An effective study of academic integrity policies must include an analysis of
educational policy and of the concept of ethics. Many educational leaders Hesdaral
a focus on ethics in the decision-making process for school administrataesyBb990;
Sergiovanni, 1990; Shapiro & Gross, 2008; Shapiro & Stefkovich, 2005; Starratt, 2004;
Strike, Haller, and Soltis, 2005). The literature points to three main lenses fromtahic
view ethical decision-making—the ethics of justice, care, and critiqued&td.994).
This research project focuses on the ethic of care as fundamental to the imgi@ment
process of any policy on academic integrity. The ethic of care is vienaedag of
nurturing students and providing them the care and concern they need to be successful, as
opposed to relying on strict rules of justice as the primary means of dewialong
(Gilligan, 1982; Noddings, 2003; Sernak, 1998). Parallel with the ethic of care, the

concept of school-as-community is also vital to establishing an effectivey ol



academic integrity. Many researchers argue that a sense of comanthity
interdependence among students, teachers, and administrators is a ortjpahent of
any effective school environment (Furman, 2002; Merz & Furman, 1997; Sergiovanni,
1994, Shapiro, 2006).
Implications for Research

The implications for this research project focus on the concept of policy as
curriculum. It is imperative for school discipline policies to do more than dédirrelsst
of wrongs that students must adhere to during the school day. Instead, discipties poli
should aim to incorporate curriculum on instructing students in the value of upholding
certain principles and behaviors. In the area of academic integrity, oneinstust f
deconstruct current policies to uncover those factors which impede the instraction a
training of students in the benefits and value of choosing to uphold academic integrity a
all times. Then, school leaders will be able to deconstruct other disciplineepaticich
fail to include the opportunity for educating students in the value of following estatli
expectations. A change in policies to focus on curriculum for discipline issuesnsiite
that school administrators are intentional to instruct students in appropriatedpgetieati
consequences administered are in the best interest of the students, and that students
change their behaviors for the values behind the school rules.

Theory Overview

The theoretical framework used for this study is deconstructive postmodernism.
The concept of deconstructive postmodernism found in the wdvkabael Foucault is
critical in establishing a need for examining academic integrityipsltbrough a

postmodern lensFoucault (1977, 1980, 1991) examines the concept of power within



social institutions and how the misuse of power can create social injustce te

society. Foucault describes the problems associated with having an elite classttentrol
punishment process in a society, with a severe unbalance between those holding the
power and those accused of a crime. Instead, Foucault (1977) argues for a
“representative, scenic, signifying, public, collective model” of punishment thzdges

all ends of a society (p. 131).

More recently, Slattery (1995) defined the concept of postmodernism as “d radica
eclecticism (not compromise or consensus) and double-voiced discourse thatautepts
criticizes at the same time because the past and the future are both honored and
subverted, embraced and limited, constructed and deconstructed” (pp. 17-18). In more
practical terms related to education administration, this researchtgioyecto capture
the balance between criticizing past and current practices and proposing agv¥oide
change (Shapiro & Purpel, 1993; Lightfoot, 1983).

Purpose Statement

The purpose of this study is to present a critical discourse analysis @@DA)
current academic integrity policies used by public high schools, to uncovehbgw t
impede the fostering of the ethic of care and a sense of community in the schoaghrhr
the critical discourse analysis, the major hidden meanings or agendas withimgtiegkay
will be unveiled, and the problematic language will be evaluated within the cofitext
what is in the best interest of students. Language which portrays studenmsirza <,
and establishes a punishment system with the power of discipline in the hands of
powerful school leaders, will be uncovered. Finally, language within the academ

integrity policies which promotes the ethic of care and “the gentle nvaynishment”



(Foucault, 1977, p. 104) will be brought to light, in hopes of encouraging school
administrators to write policies which exemplify the best interest of stsde
Research Questions
The research questions for this study will interrogate how current public high
school academic integrity policies fail to promote the ethic of careetdeca sense of
community in the school. The main research question for this study is as follows:

1. What types of underlying values or imbalanced power relations, which impede an
ethic of care and a sense of community in school, can be uncovered through a
critical discourse analysis (CDA) of current public high school acadeteigrity
policies?

To fully answer the main research question, it is important to address a subset of
additional questions:

a. Which individual words and phrases within public high school academic
integrity policies portray students who commit policy violations as
criminals in need of punitive punishments by school administrators?

b. To what extent does the language of the academic integrity policy
encourage an imbalance of power in the discipline process by granting the
power to punish solely to school administrators?

c. Which underlying values of the academic integrity policy prevent schools
from employing an ethic of care and creating a sense of community

through the discipline process?



The answers to the main research question and sub questions will provide a
comprehensive critique of current public high school academic integritygsyleod will
identify aspects of the policies which are not in the best interests of students.
Significance of Study

This study will critique current public high school academic integrity palime
uncover the impediments to fostering an ethic of care and sense of community in the
school. The critique will provide valuable insight into how schools are currently
addressing academic integrity at the high school level. This study willeeseliibols to
begin to closely examine the language of their academic integrity golgyeuncovering
the problematic language in academic integrity policies which views students a
criminals and promotes an imbalance of power in the discipline process, this dtudy wi
help make school leaders aware of the effects that the power of policy langsage ha
students. Ultimately, schools should begin to construct policies in a way that ggcoura
the ethic of care and a Foucauldian way of punishment which creates lastiyg ¢h a
school community.

Methodology

The overall research design for this study will be a critical discanakysis.
Critical discourse analysis is defined in the following way:

Critical discourse analysis (CDA) is a type of discourse analyticahrels that

primarily studies the way social power abuse, dominance, and inequality are

enacted, reproduced, and resisted by text and talk in the social and political

context. With such dissident research, critical discourse analysts«aliate



position, and thus want to understand, expose, and ultimately resist social

inequality (Van Dijk, 2003, p. 352).
The academic integrity policies of 10 public high schools which are curreathbers of
a national network of high schools focused on promoting academic integrity will be
critiqued in this way. Additional information regarding the methodology will be
discussed in chapter three.

Assumptions

It is assumed that membership in a national network of high schools promoting
academic integrity demonstrates a school’s awareness of the probleacadiemic
dishonesty and a need to take some form of action. It is also assumed thatittese w
policies hold some level of significance within the school community, and that the
policies are active documents used in some way by students, teachers, mngtrations.

Limitations

While the findings will provide a complete analysis of the policies used by the
public high schools in this study, one major limitation of the study is that it does not
provide an analysis of other strategies for promoting academic integsthools, such
as trainings, workshops, and student organizations that focus on academic imksgrjty.
while the study does provide insight into the macro-culture of the social cdiwstrot
children in public schools, a limitation of the study is that the analysis of thegsatioes
not allow for insight into the actual micro-cultures of the ten schools in this.study
addition, this study does not examine the relationship between these school padicies a
the amount of student academic dishonesty violations in the school. Also, the ten schools

chosen for this study are located in suburban and town areas, which leaves the schools in



inner-city and urban areas unrepresented. The schools in this study werel $elsete
on their participation in the high school Academic Integrity Network, fatéit by The
School for Ethical Education (SEE). Inner-city and urban schools have not joined this
network of schools, perhaps due to a difference in priority areas of concern &r thes
schools to address. However, the lack of inclusion of inner-city and urban schools does
pose an important limitation to this study.
Delimitations

Only high schools who had demonstrated a commitment to academic integrity by
joining a national network of schools were selected. The reason for this is tothasure
those schools who are currently leading the way in terms of promoting academity
are progressing in a manner which is in the best interest of the students. Alstydii
is limited to public high schools, even though the same problems of academic dishonesty
and subsequent disciplinary policies are found in private schools as well.

Definition of Key Terms

Academic dishonestyis an act in which a student uses any unapproved means to
advance academically. Academic dishonesty includes all unapproved acts whieh cr
an unfair academic advantage over those who utilize natural intelligence and dpprove
resources, work extremely hard, and abide by the academic parametgblisieed by the
teacher and/or high school. Academic dishonesty also includes aiding other students i

the use of unapproved means to advance academically.

Academic integrity is “a commitment, even in the face of adversity, to five fundamental

values: honesty, trust, fairness, respect, and responsibility” (Centecddemic

10



Integrity, 2006) in relation to academic studies. This definition can be examamecir
individual perspective as well as from the perspective of a school community.rdicade

integrity includes doing what is honest even when getting caught is not a jyssibil

Ethic of careis a lens for which one can approach moral decision-making. In contrast to
the traditional, dominant ethic of justice, the ethic of care invokes a passion for
connection, concern, nurturing, and an interdependence on relationships (Gilligan, 1982;

Noddings, 2003; Sernak, 1998).

Policy on academic integrityincludes any written documentation that addresses a
school’s position, procedures, beliefs, rules, guidelines, or definitions regadidgmic

integrity and academic dishonesty (Kibler, 1992).

Rehabilitation is the term used to describe the desired outcome for students who are
involved in situations of academic dishonesty. Rehabilitation includes not only achang
in future behavior to avoid any participation in academic dishonesty, but also a
transformation in understanding the importance of the values associated weamecad

integrity, as well as applying those values in all academic settings.

Sense of communitys the “affective experience or psychological state [that] tends to

create feelings of belonging, of safety, or stability” (Furman, 2002, p.11). Wheeappli

to academic integrity, a sense of community invokes an understanding of purpose and

11



desire to explore knowledge in a way that is honorable among all members of the school
community.
Overview of Dissertation

This chapter serves as an overview of the research study, providing background
knowledge and general explanations of the foundations of the study. Chapter Two will
focus on academic integrity literature (both at the high school and colledg))e
followed by literature on educational policy, social construction of children, school a
community, educational ethics, the ethic of care, and postmodernism. Chaptewillhree
present a detailed description of critical discourse analysis and thedukgical
process used in this study. Chapter Four will present a description andaiysisaof all
ten policies used in this study. Chapter Five will unveil the themes frosteudse
analysis and a critical discourse analysis of the ten school’s aicaidésgrity policies.
Chapter Six will provide a conclusion to fully answer the research questionsstéitlye

and will put forth implications for further research.
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CHAPTER TWO: LITERATURE
Introduction

This literature review is divided into two sections: academic integrity and
theoretical perspectives. First, the section on academic integrityreesathe research
which focuses on the concept of academic integrity in education. The concepisezka
in this section include the amount of academic dishonesty occurring in high schools and
colleges, the most important characteristics of those who cheat, the perceptions
students about academic integrity, the motivation and various contextualesmdich
impact academic integrity, and the use of honor codes as a way of deteadegiac
dishonesty. Second, the section on theoretical perspectives focuses on a postmodern
approach to analyzing academic integrity policies. This section exagdaneational
policy, the social construction of children, the concept of school as community] ethica
leadership (specifically the ethic of care) and postmodern theory (with an esnpias
the works of Foucault).

Academic Integrity

Academic dishonesty is a disturbing problem prevalent at all levels of education.
Educators, from high school teachers and principals to college professors and
administrators, are looking for ways to reduce cheating and to promote an envirofime
academic integrity. Although the focus of this particular study is solely ateagea
integrity in high school, this part of the literature review presents studiesfielthef
academic integrity at both the high school and college levels. Most of the hesearc
academic integrity has been conducted at the college level; however ttlikse affer

valuable insights into the problem which are applicable to the high school setting. In this

13



section of the review, high school studies are presented first in each cateljomed
by corresponding college studies which were selected as a way to oeflbet high
school findings.

The first set of research studies focuses on the amount of academic dishonesty
occurring in high schools and colleges, as well as the most important chatiastef
those who cheat. Then, studies of the perceptions of high school students about academic
integrity are examined, as well as studies of student perceptions about chmeating
college. Next, issues of how motivation and various contextual variables impact
academic dishonesty are addressed through several important high school ged colle
studies. Then, a set of studies specifically focus on the use of honor codes as a way of
deterring academic dishonesty. Finally, two critical studies asepted which examine
policy, program, and ethos building intervention strategies to promote academiityinte
campus-wide.
Characteristics of Students Who Cheat

Although Schab (1991) showed the level of self-reported cheating at under 30
percent over three previous decades, most studies found that the majority of high school
students admitted some form of cheating (Josephson Institute, 2000, 2002, 2004,
McCabe, 2001; Who's Who Among America’s Teachers, 2005). High school students
also expressed a lack of concern for the seriousness of cheating, asanmlias that
cheating was easy because teachers many times ignore it (McCabe, 260119861,
Who’'s Who Among America’s Teachers, 2005). Studies also showed that high school
students who attended religious schools cheat as much or more than other students

(Bruggeman & Hart, 1996; Josephson, 2002, 2004). In addition, studies focused on the
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characteristics of college students who cheat found that young, male, assie@h who
are majoring in business or engineering and are involved in extracuractilaties or
fraternity/sororities are more likely to cheat (Bowers, 1964; Dawkins, 2008 abk &
Trevino, 1997; Newstead, Franklyn-Stokes, and Armstead, 1996).

High school studies.

Schab (1991) provided the most comprehensive review of academic dishonesty in
high schools from the 1960s through the 1980s. The researcher administered a survey to
high school students three different times over the course of the three decaugstcaim
gain insight in the following areas: (1) amount of cheating; (2) who wasittye)
reasons for cheating; (4) classes with the most cheating; (5) punishmeistated;
(6) societal beliefs about dishonesty; (7) self-reported cheating. Schabeatdedma
slight increase in the number of students who admitted cheating, from 20.3 percent in
1969, to 29.9 percent in 1989. Although the numbers only showed a 10 percent increase
in self-reporting over a thirty-year span, the more startling informatioredrom the
societal dishonesty questionnaire. In 1969, over 82 percent of students believed that
honesty was always the best policy; however, that number dropped to 59.9 percent by
1989. Additionally, when asked whether or not they perceived some teachers to be
dishonest, the number rose from 57 percent in 1969 to over 87 percent in 1989. The
survey also reported that the causes for why a high school student might doeladinc
fear of failure, laziness, grade pressures from parents, and the fact #tatgchas
simply an easy thing to do.

Clearly the major strength of Schab’s (1991) work was the collection ofatata f

three consecutive decades, which allowed the researcher to document shiftsan belief
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about academic dishonesty in high school students and make comparisons over an
important interval of time. However, it is important to note the omission of a aktaile
description of the population, sample, and research process from the reseansber’s re
of findings. Although the specific number of students surveyed is reported (1969:
n=1,629; 1979n=1,100; 1989n=1,291), Schab did not state whether survey results
could be generalized to high school students across the nation, or if they were a
representative of a smaller population. If the latter is true, this could perkilpa the
large discrepancy between Schab'’s results of self-reported cheatingHf@chool
students (29.9 percent in 1989) and several other important studies which found the
percentage to be much higher (Josephson Institute, 2000, 2002, 2004; McCabe, 2001,
Who’s Who Among America’s Teachers, 2005).

McCabe (2001) provided the first important study of the present decade which
highlighted an considerable increase in academic dishonesty among high schoat.student
The researcher surveyed 4,500 high school students from 14 public and 11 private high
schools across the nation. McCabe found that 74 percent admitted to a serious form of
cheating on a test at least once in high school, and 72 percent admitted to cheating on at
least one writing assignment. In addition, the survey also documented thaten pérc
the students believed that their teachers sometimes chose to ignore incidbetsiof.

A major strength of McCabe’s study was that it also addressed acadshanesty and
the internet. The researcher found that 54 percent of students reported comirgasy a
one form of cyber-plagiarism during their high school careers.

Similar to the findings of McCabe (2001), a report from the Who’'s Who Among

America’s Teachers (2005) group also showed high levels of academic dishonasty am
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America’s high school students. However, this report was unique because it surveyed the
population of students who had been selectetMioo’'s Who Among American High
School Studentsn honor given to high-achieving students. The study found that 80
percent of alWho’'s Whostudents admitted to cheating at some point in their schooling,
and 53 percent believed that it was “no big deal” (paragraph 1). In addition, 95 percent
said that they were never caught, which gave support to the earlier finagsudents
believe cheating to be easy and that teachers often ignore it (Schab, 1€2hedVAO01).

The Josephson Institute (2000, 2002, 2004) provided the most comprehensive
study on high school academic integrity and ethics by using exceptionallystargxe
sizes of the general population of American high school students. The group issued the
Ethics of American Youth survey to 8,600 students in 2000, and the sample size
increased to 12,000 students in 2002 and to 24,763 students in 2004. Results of the
surveys were consistent with others (McCabe 2001, Who's Who Among America’s
Teachers, 2005) in the area of student cheating on exams, with 71 percent of students
self-reporting in 2000, and 74 percent in 2002. However, the Josephson Institute reported
an important drop in the number of students who admitted cheating on a test in 2004,
down to 62 percent.

Although the 2004 results signal a move in the right direction, it is important to
consider these findings in the context of other survey results. For example, 98 pérce
the students surveyed in 2004 believed it was important to be a person of good character,
and 92 percent reported that they were satisfied with their personal ethidsasacter.
These results demonstrated a clear disconnect between students’ moralcahteltafs

and the decisions they made concerning academic dishonesty. In addition, in all
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categories related to academic dishonesty on the 2002 and 2004 surveys, students who
attended private religious high schools reported the most cheating, followeg bipse
public high students. Students who attended private non-religious high schools reported
the least amount of cheating.

A study by Bruggeman and Hart (1996) compliments the Josephson Institute’s
analysis of data for students attending various types of high schools. Theheisearc
administered RestBefining Issues Tegmeasuring moral reasoning) and Hartshorne
and May'sCircles Tes{measuring cheating) to high school student221) attending
religious and non-religious private high schools. The researchers tisest and
determined that there was no significant difference between the two groups ofstute
the moral reasoning scores. Likewise, a chi-square test did not reveal atamnhpor
difference in the academic integrity of the students. The authors concluded that
attendance at a religious high school was not a predictor of a student’s morahgasoni
ability, and that students who attend religious high schools were just as dilctlgat
and lie as students who attend non-religious high schools.

College studies.

Bowers (1964) provided the seminal study which laid the groundwork for the
development of a plethora of literature in the area of academic integrigyhierhi
education. The author surveyed 5,000 students with 11 different majors at over 99
different colleges and universities across the nation. In the survey, Blistedshirteen
examples of academic dishonesty, from serious issues like cheating on axaajoto
those which might be considered less serious, like collaborating on a homework

assignment after the teacher has given instructions not to do so. He found that over half
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of all students in the survey admitted to at least one form of academic dishémesty
addition, Bowers reported that the following groups of students cheat more than their
respective counterparts: (1) underclassmen; (2) males; (3) lower achstudents; (4)
athletes; (5) fraternity and sorority members; (6) students at non-honor coiéons;

(7) business and engineering students. His findings would open the door for future studies
which specifically examine the various characteristics of collegkests who cheat.

McCabe and Trevino (1997) tested Bowers’ (1964) findings by specifically
examining the various characteristics of college students who demonsthatevieig of
academic dishonesty. The researchers found that older students cheanlgsaribar
students, women cheat less than men, students with high Grade Point Averages cheat less
than students with low GPAs, and that students who do not participate in extracurricular
activities or fraternities/sororities cheat less than those who do. In addie@tgbe and
Trevino documented that the influence of peers had an important impact on a student’s
decision to cheat. Students who perceived that their peers cheated wernkehote |
cheat themselves. However, one surprising finding of the study was that students w
perceived their schools’ discipline system for academic dishonesty to beavere also
reported higher levels of cheating. Perhaps the use of a qualitative methodnltsyy ¢
have provided greater insight into the issue of peer perceptions as well as teatappar
discrepancy between perceived discipline and student cheating.

While the studies presented thus far all focus on large sample populations from
various schools, the following study focused on one particular university’s levels of
academic dishonesty. Dawkins (2004) surveyed 858 college students on a small college

campus to determine the extent to which academic dishonesty was prevalenth®he a

19



found that 41 percent of all students on the college campus cheat on exams, and that 19
percent report participating in cyber-plagiarism. Dawkins also reptré the behavior
of peers was extremely important in a student’s decision to cheat, which igemnsis
with McCabe and Trevino’s (1997) findings. In addition, the author found that males,
undergraduates, younger students, and those who live in the dormitory were more likely
to cheat. Although the statistical charts were included, a written explardtihe step
by step mathematical process would have increased the reliability aiuitys s

Newstead, Franklyn-Stokes, and Armstead (1996) provided a unique study
examining the characteristics of college students who cheat by exampaopglation
outside the United States. The authors surveyed 943 students at a large umniversity i
England and asked respondents to indicate which, if any, of the 21 listed cheating
violations they had committed in the last twelve months. An important strength of this
study is that for each of the 21 questions about academic dishonesty, students were
requested to provide a reason why they did or did not cheat in each situation. This
extension of the traditional survey research method enabled the researcher todee
about the decision-making process with regard to academic dishonesty.

The study reinforced the previous research that men cheat at signifitghiy
levels than women, that older students cheat less than younger students, andethat care
oriented classes such as business, education, and engineering lead to highar levels
academic dishonesty. In addition, Newstead, Franklyn-Stokes, and Armstead (1996)
provided evidence of the rationale for why some students cheat and others do not. It is
interesting to note that while women cheat significantly less than men, wopoetece

similar levels of cheating in altruistic situations (helping a friend). él@x, men in the
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study cheated at significantly higher levels when the reason for apeatsito get good
grades. And more than men, women also avoided cheating because they saw it as
immoral and dishonest.

Summary.

After examining all of the survey results from the previous studies asle,\whs
difficult to say with certainty exactly how many students are cheatitgpay’s schools.
In fact, McCabe and Trevino (1997) stated that the number of students who cheat at the
college level has been reported as anywhere from 13 percent to as high ag®Siperc
various studies. And while the number of college students cheating appears to be more
difficult to track, however the recent studies this decade about cheatirghiadhools
have all concluded that at least 60 percent of high school students are involved in some
kind of academic dishonesty (Josephson Institute, 2000, 2002, 2004; McCabe, 2001,
Who’'s Who Among America’s Teachers, 2005). This number should be alarming to any
educator, and it is increasingly necessary to take a deeper look into theipesoeipt
students and teachers in hopes of gaining insight that will lead to a risel@maca
integrity in America’s high schools.
Perceptions of Academic Dishonesty

Understanding the attitudes and beliefs of both students and teachers isnmporta
when trying to grasp the whole concept of academic integrity. Culley (2003)resGmi
whether or not high school teacher characteristics impact beliefs aboetacad
integrity, and Evans and Craig (1990) compared student and teacher perceptions.
McCabe (2001) and Kessler (2003) provided alarming descriptions of students’

perceptions about the prevalence of cheating in high schools. On the college level,
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McCabe, Trevino, and Butterfield (1999) used a qualitative approach to gauge student
perceptions at honor code and non-honor code colleges. An additional three studies
examine the perceptions of those in three specialized fields: engineadegtst
(Carpenter, Harding, Finelli, Montgomery, and Passow, 2006), business students
(Premeaux, 2005), and technology (Etter, 2004).

Teachers.

While most studies address academic dishonesty from a student perspective,
Culley (2003) studied teachers’ perceptions of the levels academic dishoneigty i
school. The researcher randomly surveyed 150 teachers from 14 public high schools in
the state of Mississippi. The goal of the research study was to determithemdrenot a
teacher’s high school classification, gender, grade level, educationairegidj and
years of teaching experience impacted his/her beliefs about academic skighdhe
researcher found a statistically significant relationship when using theySoir
Academic Cheating, but failed to find significance when using the Scalesitatias
Toward Academic Cheating. Even though the results of this study were incondlusive
brought to light the role of the teacher in fostering the development of acadésgiaty
in the classroom, and provided the foundation for much further research concerning the
teachers’ role in preventing academic dishonesty.

Evans and Craig (1990) studied the perceptions of both middle school and high
school teachers and students in the area of academic dishonesty. Participargisidythe
were 1,763 students and 107 teachers from two middle schools and two high schools. The
guestionnaire featured 120-items in which teachers and students indicatedligfsir be

about cheating in their respective schools. The researchers then used g QXA
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design to compare students and teachers across school type (middle school and high
school). Overall, teachers and students agreed on that cheating was gsebiens
that needed to be addressed, but they also disagreed on several key points, including
causal attributes and effective intervention strategies.
There are several important findings from the Evans and Craig (1990) study that

are worth noting. First, they found that although teachers saw cheatiggasral
problem in the field of education, it was the students who believed cheating to be a more
serious problem in their immediate school building. Second, the researchers found no real
difference between middle school and high school students in their comprehensions of
what constitutes cheating. Third, a considerable amount of teachers and students
disagreed with the idea that students involved in athletics and extracurricividieac
were more likely to cheat. Fourth, students and teachers believed that “clarity of
instructional objectives and smaller, more personalized classes” would lead to |
cheating (p. 49). Finally, both students and teachers agreed that honor pledges were not
effective intervention strategies in middle school and high school.

While only two studies specifically focus on high school teachers’ perspectives
academic integrity, it is important to note these studies because they deteahstr
critical role that classroom teachers play in the fostering of a cult@eademic integrity
within a school.

Students.

McCabe (1999) contributed an important study to the field of academic integrity by
providing one of the few studies that uses a methodology other than survey. He organized

a focus group of thirty-two high school and college students in northern New Jersey, and
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recorded their responses to various topics related to academic integeitstutients’
perspectives focus on the idea of cheating as something that is widespread and not too
serious of an issue. The students comment about cheating as an unspoken way of life for
today’s students, and they point out that teachers are aware but studenmtsyacaught.

The strength of this study was that the responses of the students in the focus groups
articulate in a real and tangible way the severity of the problem that thestittes

brought to light through statistics.

Another article which painted a clear and insightful picture of students’
perceptions of academic dishonesty was written by a college fradbnggish professor.
Kessler (2003) relayed various stories of students’ attitudes and bebetschleating,
which they revealed through classroom discussions and class writing assignasing
an action research approach, Kessler used simplified techniques of qualitative
methodology to collect and report the findings. The author discussed the deep concern
that many college freshmen develop during their first year of collegiead of being in
a high school environment where most students cheat and the punishments are not always
clear, the students in the article had to face the difficult transition tanglbgithe strict
rules of an honor code and facing harsh consequences for committing violations. The
author also pointed out the freshmen students’ need for clarification on what constitutes
cheating, and this opened up positive dialogue about the importance of academty integri
between the students and professor. Most importantly, Kessler pointed out theglarmi
reality that while colleges are making progress with establishinguewf academic
integrity, many high schools have a long way to go.

College students and faculty.
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At the college level, McCabe, Trevino, and Butterfield (1999) conducted one of
the few qualitative studies on academic integrity and reported college stuckaptioas
about the extent of academic dishonesty and the effectiveness of honor codes. The
authors used the results of open-ended questions on a larger survey for students at honor
code and non-honor code schools (McCabe and Trevino, 1997) as the data for the study.
The questions in the study only used general academic integrity terms so thasstude
would not be aware that the study was specifically targeting honor codes; however,
almost one in six students from honor code campuses discussed their school’s honor code
without any prompting. One student mentioned in the study commented that he believed
his college to be a unlike other schools because of the focus on integrity and the honor
code, thus resulting in an atmosphere of trust between students and faculty. The authors
made the observation that the honor code students had a fundamentally different
approach to discussions of academic integrity than students at the non-codsscolleg

One of the major weaknesses of McCabe, Trevino, and Butterfield’s research
study was that it did little to justify or explain the purpose of choosing a giaita
methodology. Instead of examining a few individual voices or small group (M¢Cabe
1999), the researchers chose to analyze the thoughts and perceptions of the 971
individuals who responded to the open-ended question survey. This contributed to the
researcher’s overall propensity to report student responses as quantifibbiie st
(frequencies, percentages) rather than rich, descriptive data.

Carpenter, Harding, Finelli, Montgomery, and Passow (2006) specifically bcuse
on the perceptions’ of college engineering students with regards to academic dyshones

The researchers administered the PACES-1 survey to 643 engineering and pre-

25



engineering students from eleven different colleges. The goal was to gght insd
engineering majors’ perceptions about academic dishonesty, since stndbargsield

have reported some of the highest levels of cheating (Bowers, 1964; NewstaklynFra
Stokes, and Armstead, 1996). The researchers found a discrepancy with which behaviors
students perceive to be cheating. For example, 96.4 percent of students believed that
copying another student’s answers during a quiz or test was cheating; however, 72.9
percent of students believed that allowing another student to copy answergérom y
during a quiz or test constituted cheating. In addition, students overwhelminglg agree
that the burden for reducing academic dishonesty rested with the professtiie a
institution, highlighting the ambiguity of students’ values in relation to academi
integrity.

In addition to engineering students, business students also report high levels of
academic dishonesty at the college level (Bowers, 1964; Newstead, Rr&tikes, and
Armstead, 1996). Premeaux (2005) conducted a study similar to Carpenter, et al. (2006)
but instead used college business majors as the sample of the study. Theaesearc
compared the perceptions of students attending Tier 1 business schools (selective
admissions process, expensive, attract the top business students) to students attending
Tier 2 business schools (less selective admissions process, less expenstigand a
local students) by surveying a sample of students at both types of schools. The survey
results indicated that students at Tier 1 schools were more likely to cheatten w
assignments; however, these students recognized the consequences and dishonor
associated with cheating. Results for students at the Tier 2 schools itdcEtthey

were more likely to cheat on exams, and they also expressed the idea that dveatan c
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and still be a moral and ethical person. In addition to outlining various perceptions, the
study also identified the characteristics of business students more dilclgat: (1)
students majoring in Business Administration, (2) students employed 40 or more hours
per week, (3) married students, (4) students who are also members of fratandtie
sororities. These findings shed light on the characteristics unique to the shaittkrdsg
business schools across the country.

Certainly another area related to academic integrity which shouldisplgibe
addressed is technology and the Internet. Etter (2004) examined the student &nd facul
perceptions of the changing nature of technology and how that impacts academic
integrity for one small, private Pennsylvania college. An important findlinige study
revealed that students took into account the difficulty of the cheating scenario in
determining its severity. For example, students in the study perceivedcttptating”
information from the internet to be a rather serious form of cheating becauseviethvol
little effort to get the work completed. However, the same students believed thaigcop
information from a library book was less serious because of the effort involved wit
going to the library and actually finding a hard copy of the book. Statisboaparisons
between student and faculty beliefs were conducted using chi-squares aNhAAI@
the results showed that the faculty rated behaviors as severe much motedbats slid.
Although this survey focused only on questions related with cheating and technology, it
is unclear if this same discrepancy in perceptions exists for all formsatirane

Summary.

The high school and college studies of student and teacher/faculty perceptions

shed light on the differences between high schools and colleges as acadetmiionssti
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Many high school students perceived their schools to be places in which chesgting w
widely accepted by students as the normal way of life (Kessler, 2003; McI249).
College students seemed more aware of the higher stakes and possible conséguence
cheating in college (Carpenter et al, 2006; Premeaux, 2005). But one common thread
among both high school and college students was a lack of clarity in terms of moral
reasoning and personal values (Carpenter et al, 2006; Etter, 2004; Evans & Craig, 1990;
Kessler, 2003; McCabe, 1999, McCabe, Trevino, & Butterfield, 1999; Premeaux, 2005)
Motivation and Context Variables in Predicting Academic Dishonesty

Several studies of high school and college students have specifically focused on
student motivation and context variables as predictors of cheating. Andernmesinger,
Tripp, Westerfield, and Gloria (1998) and Anderman and Midgley (2004) found that
students cheated more in low-mastery and high-performance classes.itmaédin
and Frone (2004) examined school identification and self-efficacy, and Stephens (2004)
studied the relationship between moral reasoning and cheating. Murdock, Miller, and
Kohlhardt (2004) looked at a variety of contextual variables, including teacheyqualit
and the justification of cheating. At the college level, Angell (2006) broughtghe «f
impulsiveness into the equation as a context variable of academic dishonestpeMcCa
Dukerich, and Dutton (1991) and Bernandietzger, Bruno, and Hoogkamp (2004)
furthered the comparison of the relationship between moral development and academi
integrity. And McCabe, Trevino, and Bultterfield (1993, 2001) presented studies which
highlight the honor code contextual variables which help to reduce cheating on college
campuses.

High school studies.
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Anderman, Griesinger, Tripp, Westerfield, and Gloria (1998) studied the
connection between student motivation and their self-reported levels of cheeading
beliefs about academic dishonesty. Using a sample of 285 middle school students for the
study, the authors asked the students to indicate their feelings about chedang in t
science classes. One weakness of the study is that it used a very smatiqoptl
students from one middle school, which greatly limited the generalizabilihecftudy.
However, the results were similar to the other studies which follow. Anderson, etdil. us
a logistic regression coefficient test, which showed that students who cheatettlie
school science classes also perceived their classes to be extyimsatalated, as well as
low mastery oriented. In addition, students who admitted cheating were alsakalgre |
to engage in self-handicapping behaviors, such as blaming others for failure ang maki
excuses for poor academic performance.

In a similar study of math students, Anderman and Midgley (2004) studied
student levels of self-reported cheating during the transition from middle gohuigh
school. Surveys were administered to the middle school students twice duringgtitair e
grade year, and then once as high school students during their ninth grade yeadyl' he st
found no significant change in self-reported cheating between the first@rdisaiddle
school survey; however, they did note an important increase in cheating on the ninth
grade survey. Further statistical analysis showed an important inéoeasedents who
moved from a high-mastery and low-performance oriented eighth grade emsgls;ito
low-mastery and high-performance high school math classes. These findiegs we
consistent with the lead researcher’s earlier work (Anderman, et al., 1998¢mresc

classes.
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Finn and Frone (2004) conducted a study to examine the role of school
identification and self-efficacy in determining student levels of splbited cheating.

The researchers recruited 315 full-time students between the ages of 16 and 19, who all
volunteered to be part of their extensive research project examining acadenmealth-
related behaviors. For the academic part of the study, the researcherdedsthtistical
analyses for four hypotheses: gender/age, academic performance, schdmatient

and self-efficacy. Further in all four categories, Finn and Frone foundistdlys

important relationships which said that males, younger students, students with lowe
academic achievement levels, and students with lower levels of school cdeiotifiand
self-efficacy all cheat more than their counterparts. A particulargitref this study is

the inclusion of self-efficacy as a variable in predicting student levelseatting in high
school; his findings lent support for the relationship between motivation and seliecepor
cheating.

Two studies which examined the motivation and cheating of high school students
within the context of moral reasoning were presented in a Stanford University
dissertation by Stephens (2004). The first stidyond Reasoning: The Role of Moral
Identity, Self-regulation, and Social Context in Academic Dishonesty among Adolescents
employed a hierarchical regression analysis and found no statisticltaigre between
students’ moral reasoning abilities and their behaviors of academic dishdt@stver,
in the researcher-defined model of cheating behaviors, Stephens did find that moral
identity, the tendency to justify cheating depending on the situation, and perceptions of
behavioral norms were all statistically significant predictors of studeats of academic

dishonesty.
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In his second study, call€uantity of Motivation and Qualities of Classrogms
Stephens (2004) used two different high schools for the study and examined the classes in
which students reported the most cheating, as well as classes in which thesstudent
reported the least cheating. Similar to Anderman et al. (1998), Stephens found that
students cheated more in classes which they perceived to be low-masteryhand hig
performance oriented. In addition, this study contributes new, important finditigs t
literature. Stephens found that students tend to cheat more in classes in whicawhey
the teacher as less fair and less caring than other teachers in the school.

Murdock, Miller, and Kohlhardt (2004) examined context variables (poor or good
pedagogy; performance or mastery goals in the classroom) to deterneitendr not
they were predictors of high school student levels of academic dishonesty. The
researchers surveyed 204 ninth and tenth grade students from a Midwestern, lasddle-c
high school, to determine who students blame for cheating, how students determine the
acceptability of cheating, and what variables could serve as predictdreaiing. The
study found that students believed cheating to be more acceptable in low-mastesyg,cl
as well as classes in which they perceived the teacher to be “pedagqupcall (p.

771). In addition, students put more blame for academic dishonesty on these teachers.
Also, the authors reported that contextual variables (poor or good pedagogy; pecrma
or mastery goals in the classroom) had little impact on student beliefs abmdgrtde
acceptability of cheating, but had a statistically significant impactuntest beliefs

about the justifiability of cheating.

College studies.
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Angell (2006) examined the relationships among impulsiveness, personal
efficacy, academic motivation, and one’s level of self-reported cloggiaticollege. The
researcher surveyed 61 undergraduate students at a small Catholic univénsity
northeast. An immediate cause for concern is the small sample size, whichtazatyn
hindered the generalizability of the study to other larger collegesettawthis study is
important because it provides the first step of examining the impulsivenemsiiact
student cheating. Although the research results were inconclusive in detgrmimather
or not impulsiveness is a predictor of student cheating, the author pointed out that further
research in this area is needed, including the improvement of the limited Impessve
vs. Cautious Self-Control subscale instrument.

Similar to Stephens (2004) examination of moral reasoning and cheating in high
schools, McCabe, Dukerich, and Dutton (1991) provided a study of undergraduate
business and law students which brought values and moral dilemmas into the discussion
of academic dishonesty. Over 800 respondents answered questions relatedodd seri
ethical vignettes in which students were to state how they would handle eatibrsitua
Results from the survey indicated that women were more ethical in their decatorgm
than men, which supported other findings which indicate that men cheat more than
women (Bowers, 1964; Dawkins, 2004; McCabe & Trevino, 1997; Newstead, Franklyn-
Stokes, and Armstead, 1996). In addition, the researchers were most concerned with the
findings that more than one in four undergraduate students made unethical decisions on
the survey, and one in three students made decisions which violated personal integrity

standards, such as insider trading for business majors.
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Bernardj Metzger, Bruno, and Hoogkamp (2004) specifically examined the
relationship between college students’ attitudes about academic dishonestgiand t
cognitive moral development. The researchers used the Defining Issuasd ¢
Attitudes on Honesty Scale to determine the level of moral development for the 220
college students in the study (a mix of psychology and business majors). In addition, the
students took the Academic Integrity Index test, and the results were comparétewi
two moral development tests. Overall, the authors reported that 66.4 percent of the
participants admitted to some type of academic dishonesty. In addition, the study
documented that psychology majors scored higher than business majors on the academic
integrity scale. Also, the researchers used a logistic regressioretmuhet a correlation
between students’ moral development and their attitudes and behaviors about academic
integrity.

On a much larger scale, McCabe and Trevino (1993) examined contextual
variables by surveying 6,096 students at 31 colleges and universities, fourteen of which
used an honor code as a way of promoting academic integrity on campus. A major
strength of this study was the multiple statistical tests used to vesalkdifferent
hypotheses. Usingtetest to compare the means of honor code and non-honor code
responses, the authors found that self-reported cheating was higher amonis stiude
non-honor code institutions. McCabe and Trevino also constructed a multiple regression
model and found that peer behavior had the most important impact on academic
dishonesty. In addition, the researchers conducted a multivariate anaty/$miad that
“perception of peers’ behavior was the most influential contextual variable...” (p. 533).

The authors concluded that students who initially choose not to cheat may f&ebreje
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at a disadvantage; therefore, this strong peer influence may result intottests also
cheating to get ahead.

One specific contextual factor which relates to schools with honor codes is the
concept of peer reporting. McCabe, Trevino, and Butterfield (2001) hypothesized that
schools with honor codes which require peer reporting would actually see more peer
reporting and, consequently, less incidents of cheating. Again, the reseasgtes
sample of students from 31 universities, and compared results for honor code and non-
honor code institutions. After conducting statistical analyses, McCabe, Trendho, a
Butterfield revealed that student reporting did, in fact, lead to significkovilgr levels of
cheating at the honor code institutions. Perhaps the most telling piece ofatiéorfnom
the study is the fact that only 13 percent of students at non-honor code institutions said
they would report an incident of cheating if they became aware of it; tigrting in
comparison with the 43.4 percent of honor code students who said they would report the
same incident.

Summary.

It is interesting to note that while the high school studies focused on the auntext
the classroom teacher’s role in providing instruction in a way that would reducengheat
(Anderman, et al., 1998; Anderman and Midgley, 2004; Stephens, 2004), the college
studies focused more on a student’s personal and moralistic approach to academic
integrity (Angell, 2006; BernardMetzger, Bruno, and Hoogkamp, 2004; McCabe,
Dukerich, and Dutton, 1991). This most likely is due to the fact that the burden for
reducing cheating in K-12 education is mostly placed on the teacher’s contrdi®ver t

classroom environment; however, in college the expectation for reducing academic
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dishonesty tends to shift to the student. In addition, the honor code studies (McCabe,
Trevino, and Bultterfield, 1993, 2001) placed emphasis on the establishment of a campus-
wide system of promoting academic integrity. And the success of thausamigee honor
codes signals the need for emphasis on school-wide academic integrityssgistae
high school level.
Academic Honor Codes

One context variable that has gained important attention in higher education
academic research is the honor code. Although only a few studies on high school honor
codes exist (Broussard & Golson, 2000; Spohn, 2003; Zink, 2005), academic integrity
research at the college level is saturated with literature on the\edfexts of honor
codes. McCabe, the leading researcher in the field, and his colleagues haveeconduct
numerous large-scale studies for the past two decades (McCabe & Trevino, 1993, 1997;
McCabe, Trevino, & Butterfield, 1999; 2001, 2002). In addition, several other
researchers have conducted studies which show the effectiveness of honor codes on
college campuses (Hall, 1996; Harding, Carpenter, Montgomery, & Steneck, 2002;
Holcombe, 1992; Zoll, 1996).

High school case studies.

As a dissertation study, Zink (2005) explored the use of an honor code to promote
academic integrity at the Saint Thomas More Academy. The reseamctead as a
teacher at the school and developed a case study which analyzed the effeativibrgess
school’'s new honor code in reducing academic dishonesty. The author conducted a series
of student and teacher surveys and gauged their perceptions throughout tharfost ye

the honor code’s existence. At the beginning of the year, some faculty questioned the
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feasibility of implementing an honor code that could really work, and some students
expressed their thoughts of the honor code simply being another set of rules imposed by
the administration. By the end of the year, however, students reported lowengheati

rates and expressed that discussions about academic integrity were havitigea pos

impact on the school. Although Zink reported a positive change in perceptions about the
honor code, one must remember that the study only documented the first year of the
honor code’s implementation and did not measure long term success. It is also cgncernin
that one survey respondent referred to the honor code as “your project,” signaling that
perhaps some viewed the code simply as a dissertation project and not true pabey cha
for the school.

Spohn (2003) conducted a dissertation case study of Romana Convent Secondary
School’s honor code system. The author surveyed all parents, teachers, and students, and
ten randomly selected individuals from each group participated in one-on-one interviews
about their perceptions and experiences related with the school’s honor code. The results
found that students and teachers both agreed that the honor code was more effective at
the lower grades than at the higher grades. The researcher also pointed thet honor
code appeared to be effective with the ninth grade students, but that most of the
respondents for the tenth, eleventh, and twelfth grades indicated that it seemeddo lose i
effectiveness as the students became older. In addition, the researchdnatqiethaps
this discrepancy was caused by more effective communication with ninthsjuaidats
and parents, although there is no evidence from the study to indicate this.

Overall, Spohn’s (2003) study failed to investigate one major component of the

school’s honor code—that students have the option of signing or not signing the code.
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The researcher acknowledged this fact, yet the study did little to expioumigueness

of a school in which agreeing to follow the academic honor code was a choice. There is
enormous room for further research questions about the interactions of students who
pledge and those who do not, as well as an analysis of these two groups within the
school’s academic culture. Also, the student data would have been much stronger had
separate findings been presented for honor code students and non-honor code students.

Perhaps the most interesting article on honor codes in high schools comes, not

from a top researcher in the field, but from two high school students who wanted to make
a difference in their school. Broussard and Golson (2000) published their experiences as
student council leaders who decided to implement a school-wide honor code at Catholic
High School in Baton Rouge, Louisiana. The student council president led an intbative
write and implement the honor code, which had three guiding rules:

1. “I will do my work both in and out of school. | will not plagiarize the work or
ideas of others, nor will | allow another student to use any part of my work as
his own.”

2. “l'will not lie. I will not forge the signature of another student, my parent, a
teacher, or another authority on notes, or school documents
including...reports, tests, or status reports.”

3. “I will report myself to the honor board for any infringement of the above
rules and regulations.... | will report to the honor board another student who
fails to report himself when asked to do so” (p. 27).

The students also created an honor code board of peers, which included elected

sophomore, junior, and senior students who would hear and make judgments on cases in
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which a part of the honor code had been violated. Although many were skeptical at the
outset, the honor code quickly became a core component of the school’s culture, and
administrators estimated that academic dishonesty had been reduced by as @@uch a
percent. It is interesting to note that the Catholic High School students followsdoma

the principles outlined in the literature on effective honor codes used at collegedsdt
interesting to note that all the high school honor code studies presented her@ire Ca
schools. Perhaps this is due to the focus of Catholic education on instilling moral values
such as academic integrity in students.

College studies.

One cannot begin to understand the concept of honor codes used in college
without examining the numerous studies from Donald McCabe at Rutgers Univibisity
leading researcher in the field. Although several of his studies havdyalrean
presented in this literature review, it is important to have a holistic underggasfdiis
research. To begin, McCabe and his colleagues defined a traditional honor code as one
that that contained some or all of the following characteristics: (1) esgaisigned
pledge that states that all student work will be original and has been done ho2gstly; (
suggests that students constitute the majority of members of any hearcagema
dishonesty; (3) promotes unproctored exams; (4) relies on a student policy of having
peers report any incidents of cheating they witness or hear about (M&Jabeino,

1993, 1997; McCabe, Trevino, & Butterfield, 1999; 2001). In addition, McCabe’s
research has overwhelmingly shown that students cheat less at schools wittoldesor

(McCabe & Trevino, 1993; McCabe, Trevino, & Butterfield, 2001). This also supports
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the findings of several other previous studies (Bowers, 1964; Brooks, Cunningham,
Hinson, Brown, & Weaver, 1981; Campbell, 1935; Canning, 1956).

McCabe, Trevino, and Butterfield (2002) also examined modified honor codes,
which contain only a few aspects of traditional honor codes, to see if they also influence
academic integrity. Using nine honor code colleges, four modified honor code colleges
and eight non-honor code colleges as the sample of the study, the reseanthected a
regression analysis and found that academic dishonesty is highest at non-honor code
colleges, moderate for colleges with modified honor codes, and lowest at schobls whic
use the traditional honor code. Unlike the other honor code studies, this study provided
the necessary analysis of schools which are adopting certain aspectsafdheode
and the honor code culture, but not a full, traditional honor code. The ultimate strength of
the study, however, was that the regression analysis showed schools whictitigeatra
honor codes have the lowest level of academic dishonesty. This shows that a
comprehensive honor code program for addressing academic dishonestyevdl ha
greater impact on levels of cheating than just simply implementing asfescts of a
traditional honor code.

Holcombe (1992) used a qualitative approach and studied six different
universities in the southeast, all of which had formal honor codes as part of their
institutions. He conducted six different case studies, which included the use of formal
interviews, informal conversations, observations, and document analysis. Tdrehese
concluded that honor codes helped reduce academic dishonesty, foster a sense of a moral
community, and create an environment focused on trust. However, one important variable

he also reported was the reluctance of many students to turn in another fellow student f
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academic dishonesty, which is in contrast with later findings on peer rep@ivicCabe,
Trevino, & Butterfield, 2001). Even so, this collection of qualitative case studies al
with McCabe, Trevino, and Butterfield’s (1999) qualitative approach, provide an
important glimpse into the thoughts and attitudes of those who are required to follow an
academic honor code on a daily basis. Perhaps Holcombe’s work could have been
stronger by also conducting case studies at a non-honor code institution and comparing
the results to those which use honor codes, but this suggestion should not detract from his
important findings.

Zoll (1996) surveyed 431 college students from 17 universities which used honor
codes as a way of promoting academic integrity. More specifically, tearober sought
to determine whether or not an honor code’s emphasis on peer reporting was related to
student levels academic dishonesty. Participants were divided into three, ¢pasgason
their school’s guidelines for reporting known incidents of academic dishoigsty:
required to report, (2) obliged to report, (3) encouraged to report. The researcher
developed a questionnaire to determine each student’s level of understanding and
commitment to the honor code. The Spearman Rho Rank Order formula was used to
compute the correlational statistics for each of the three groups. In theeeadthor
reported that students who were required to report violations of the honor code have a
better understanding and commitment to their honor code than students who are only
obliged or encouraged to report violations.

Hall (1996) conducted three separate case studies of large univeosg#s an
understanding of how the honor code worked on each campus, and whether or not it was

perceived to be a deterrent from academic dishonesty. The researchetexbosac 300
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interviews, both individual and in groups, with students, faculty, and staff during campus
visits at The University of South Carolina, the University of North Carolina, andsJam
Madison University. After examining the case studies collectively, dptnted that

because of the awareness of the code and its consequences at these two schoals, student
at UNC and JMU expressed a stronger appreciation for academic integntgtudents

at USC. In addition, the researcher reported an overall reluctance of stiadesyort a

peer who violated the honor code, which was consistent with the findings of Holcombe
(1992). But most alarming was the fact that students at these institutions with honor
codes very candidly shared with the researcher about their personal violatiloas of
school’'s academic integrity standards. This hints at the fact that the xistemee of an
honor code does not significantly reduce cheating; instead, it is the cultivatiGcloda
culture, orethos of academic integrity which permeates through every facet of the
school.

While the previous studies examined entire school populations, Harding,
Carpenter, Montgomery, and Steneck (2002) conducted a study to examine the
effectiveness of academic dishonesty policies on engineering andgbneenng
students. The researchers used 349 student surveys from five different colleges; one
college was considered to be an honor code college, and the other four were considered
non-honor code colleges. Using a regression analysis of the data, the resednaved
that the existence of an honor code appeared to decrease the extent of cheatiag, where
participation in a fraternity or sorority appeared to increase the exteheafing
(Bowers, 1964; McCabe & Trevino, 1997). This study contained unyielding internal and

external validity for engineering and pre-engineering programs; howave must
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caution generalizing this study for all college students because more treafotims of

the participants were male, a figure not traditionally found on most college aasnpus
addition, this also brings to light the perplexing idea that perhaps the large number of
male students, who traditionally cheat more than female students (Bowers, 1964;
Dawkins, 2004; McCabe & Trevino, 1997; Newstead, Franklyn-Stokes, and Armstead,
1996, Stephens, 2004), has more to do with high levels of cheating by engineering
students (Bowers, 1964; Newstead, Franklyn-Stokes, and Armstead, 1996) than other
proposed theories.

Summary.

Overwhelmingly the research shows that honor codes help to reduce cheating on
college campuses (Harding, Carpenter, Montgomery, & Steneck, 2002; Holcombe, 1992;
McCabe & Trevino, 1993; McCabe, Trevino, & Butterfield, 2001, 2002). However, with
the lack of honor code studies at the high school level, one cannot be certain if honor
codes are having the same effect at the secondary level. But with rédmoBsoussard
and Golson (2000), one can only be hopeful that methods to promote academic integrity
are making a difference in high schools across the country. A large literapuegiges in
the area of strategies, such as honor codes, which are designed to reduce academic
dishonesty. In fact, researchers really know little about what high schools agealoi
promote academic integrity and create a school climate free froraramadishonesty.

Other Intervention Strategies

Although the previous studies highlighted the characteristics of cheateftsgeand t

contexts in which students cheat, the following two studies sought to determine how

colleges prevented academic dishonesty and promoted academic integritly(¥9BR)
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used the student development and moral development theories to design a framework for
examining the extent to which colleges were implementing policies ancaprsgelated

with academic integrity. Bush (2000) updated Kibler’'s original study and found an
important increase in the number of academic integrity programs avadatiledents.

For his dissertation study, Kibler (1992) created a theoretical frarkdamor
addressing academic dishonesty from a student development perspective and a
corresponding survey instrument for examining the promotion of academictyt@&te
researcher also published his theoretical framework and subsequent findings in two
journal articles (Kibler, 1993; 1994). For the design of his conceptual framework model,
Kibler (1992) used the student development perspective as the foundation for his concept.
Sanford (1962) argued that colleges and universities had a responsibility to develop the
“whole” student and help them mature into successful adults. The body of knowledge
known as the student-development theory soon emerged, forming five different sets of
theories: (1) psychosocial; (2) cognitive-structural; (3) person-environident
humanistic existential; (5) student development process models. While the student
development perspective was created for post-secondary systems, ntengraftical
models, such as the one developed by Kibler, can also be applied to high school
environments wishing to improve the overall development of high school students.

Kibler (1992) also grounded his theoretical framework in the theory of moral
development. Kohlberg (1971) introduced the theory of moral development, which he
divided an individual’'s ability to make moral judgments into four stages of development.
While the first two preconventional stages (Level ) present a selfreera@proach to

moral reasoning, the third and fourth conventional stages (Level Il) are focused on
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following rules and meeting expectations, especially from those in authdreyfifith
and sixth postconventional stages (Level Ill) include the universal principtemaity
as a basis for making decisions (Kohlberg, 1971). In addition to Kohlberg’s work, Rest
(1986) produced similar work which emphasized the importance of understanding that
background and experience play an important role in an individual’'s moral reasoning
process.

Basing his work on the student development and moral development theories,
Kibler (1992) developed a conceptual framework and survey instrument for stuaying t
various ways colleges and universities promote academic integrity. Flosdr Ki
organized the overall theoretical framework into three broad categoriedroaglans of
intervention

1. Policy on academic integrity- “Written documentation that addresses an
institution’s position and/or rules regarding academic dishonesty” (p. 147);

2. Program on academic integrity- “Education, training, activities, or progitaans t
address academic dishonesty beyond the existence of a policy” (p. 147);

3. Ethos promoting academic integrity- “The ethos reflects the chaactatue
system of a particular institution. An ethos promoting academic integrity genve
that academic integrity is something to revere, honor and uphold. This ethos is
established by all forms of written and verbal communication, by evidence of
practice, and by the extent to which academic integrity is a priority of the
leadership of the institution” (p. 147).

These broad categories, which all overlap, were the “methods that an institatiarsen

to address student academic dishonesty and promote an environment of academic
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integrity” (Kibler, p. 147). Next, the researcher developed seven sroaltggonentsf

the means of intervention: (1) honor code; (2) communication; (3) training; (4)yfacult
assistance; (5) disciplinary policies; (6) disciplinary process;réfHhption of academic
integrity (Kibler, p. 149). Finally, each of the sev@mponent$iad a list of specific
intervention strategieased by colleges and universities to promote academic integrity,
which formed the basis for the questions in Kibler’'s survey, which examined the various
intervention strategies used by colleges to promote academic integrity.

Kibler (1992) then used his framework to conduct a study on academic integrity
intervention strategies at the university level. Participants in thg stadided all 300
colleges and universities that were members of the Association of Studentl Judicia
Affairs (ASJA) in 1992. The purpose in selecting this specific population was tcaform
“research group that possessed above average sophistication in student jfaiisal af
concepts and that would be motivated to provide the requested information” (Kibler, p.
46). Although this study provided useful information about the ASJA’s institutions, it is
important to remember that Kibler's study cannot be generalized to the largertjpopula
of all colleges and universities.

Kibler (1992) used a descriptive research design to gain an understanding of what
practices colleges and universities were using to promote acadeagietintand whether
or not these practices were “student developmental in nature” (Kibler, p. 43). This desig
was appropriate because the purpose of the study was to document the stragdgies us
and not the effectiveness of the employed strategies. For the study, Kilhés o

surveys to the 300 colleges and universities, with a return rate of 66.1 percent. Perhaps
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the solid response rate could be attributed to Kibler’'s detailed follow-up tomtic the
institutions that did not initially respond.

To highlight the study’s findings, Kibler created a descriptive report wsirias
of numerical table presentations. A report of descriptive frequencies and pgesewis
appropriate for the study because the entire population was surveyed, thusialjntieat
need for statistical analysis. The results showed that while almoshadlls had a
discipline policy for handling incidents of academic dishonesty, only one-fourth of the
schools used honor codes, and even fewer schools offered programs and training from a
student development perspective. In addition, one of the limitations of Kibler's design
was that it did not provide for an evaluation of the effectiveness of the practiddsyuse
the schools; however, it does serve as an important foundation for future studies that
could provide more in-depth analyses of individual practices.

Bush (2000) expanded on Kibler’'s (1992) work by providing a second study
examining the practices and strategies used by colleges and universit@sdoepr
academic integrity. Bush adapted the survey instrument created by &iblenailed
surveys to the 188 colleges and universities that were members of Duke Unwersity’
Center for Academic Integrity (CAI). As with Kibler’'s study, resdittan this specialized
population cannot be generalized to all colleges and universities, thus leavingoroom f
further research which includes those schools that have not joined an organization
specifically related to academic integrity.

Compared with Kibler (1992), Bush (2000) received an even higher response rate
to his survey, with 70.2 percent of the CAI’s colleges and universities patitigpa the

study. While much of the study’s results were also similar to what Kibledfeight
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years earlier, Bush reported that more than half of all participating schaools ha
established academic honor codes. Also, the number of schools “offering a seminar,
program, or discussion group on academic integrity to students” rose from 35.6 percent i
Kibler's study, to 67.4 percent. Although Bush’s study served as an update to Kibler’s
original work, it did little to expand on other issues related to academic igtegast
specifically in the area of secondary education.
Conclusion

The high levels of academic dishonesty in high schools are considerably alarming
to anyone in the field of education. Studies continue to show that the majority of high
school students cheat, with some reports indicating over 70 percent (Josephsoe, Institut
2000, 2002; McCabe, 2001; Who's Who Among America’s Teachers, 2005). Even
though this number is higher than most statistics for college students, the research on
academic integrity overwhelmingly has been conducted at the college levélighhe
school studies that are available tend to focus on the characteristics, motivation, a
perceptions (Anderman, Griesinger, Tripp, Westerfield, & Gloria, 1998; Andetman
Midgley, 2004; Bruggeman & Hart, 1996; Culley, 2003; Evans & Craig, 1990; Finn &
Frone, 2004; Josephson Institute, 2000, 2002, 2004; Kessler, 2003; McCabe, 2001,
Murdock, Miller, and Kohlhardt, 2004; Schab, 1991; Stephens, 2004; Who's Who
Among America’s Teachers, 2005), but few actually examine the policidsrubagh
schools to reduce cheating and promote academic integrity. It is impdtait high
school educators give considerable thought to implementing policies whicheailé a
campus climate that has academic integrity as the core value a@friigi\gecommunity.

Theoretical Perspective
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This research study aims to dissect public high school academic integicig$pol
and to uncover the underlying values and the imbalance of power in the discipline
process. In addition, the study will reveal the lack of an ethic of care oraense
community in these policieMost high school academic integrity policies are written
from the modern perspective, in which the student is viewed as the violator or
perpetrator, and the administrative response is to follow the sequence of consetprence
this particular infraction. To fully grasp the underlying values of currentipslione
must begin with an understanding of educational policy as it relates to the social
construction of children. One must also fully understand the foundations of an ethic of
care and the impact that employing an ethic of care in educational pohcidgve on a
school environment. Then, it is essential to continue with an exploration of the concept of
school as community, followed by an analysis of ethical leadership and postmodern
theory.

Educational Policy

Taylor, Rizvi, Lingard, and Henry (1997) put forth the idea that educational
policy is value-laden, multi-dimensional, much more than text, never straightéoravet
results in unintended as well as intended consequences. Taylor et al. argue ithat “pol
analysis must scrutinize the ways in which a given policy constructs pobtjems and
their context, including the way the context has been framed, more recentiynsrofe
global imperatives” (p. 53). However, it is this concept of social justidatammpact on
educational policy that is most insightful in the book. The authors state that “ciearly
we are to resolve the dilemmas of justice and difference in education thenspolicse

demand cultural and symbolic changes to the way schools are structured” (p. 151) and to
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the way educational policies are developed, written, and implemented. With regards
cheating in schools, it is the social construction of children and the power hiesrchy
adult v. child that has led to the formation of policies which simply view the issue of
academic dishonesty in terms of a discipline problem in which consequencesdae nee
to correct negative behavior.

Similar to Taylor et al. (1997), Olssen, Codd, and O’Neill (2004) also argue
against reducing educational policy to a value-neutral scientif¢ dasl instead push for
a policy discourse in terms of the uniqué'2&ntury problems facing the world today.
The authors look to Foucault to provide the theoretical framework for examining policy,
and point out that hiBiscipline and Punisl{1982) work highlighted “newndirect forms
of power, executed through schemes and programmes which exacted gsegiknaly
control” (Olssen, Codd, and O’Neill, 2004). They also further explain the development
of modern society as one focused on Foucault’s power-knowledge relationships, and one
valuing order, discipline, and a need for scientific answers. In addition, Olsseah, C
and O’Neill put forth an approach for critical policy analysis, which will bewdised in
chapter three.

Ozga (2000) parallels the thinking of Olssen, Codd, and O’Neill (2004) and
argues for a new way of approaching educational policy research hpndoam
community of independent thinkers who work to analyze and challenge policies around
issues of social justice, instead of simply conducting research which suppatsrére
system of policymaking. She also puts forth the phrase “contested terrain'jaed trat
the field of educational research should not be limited to the positivist approach of those

with an educational political agenda. Instead, she supports the community of @sadem
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lending a critical voice to the discussion by challenging the world of “higiyrolled
research practices, where topics, problems and resources are establiskegdlatetrby
policy makers, and spaces for independent research are diminished” (p. 129).

Stein (2004) coins the term “culture of policy” as a framework for critiquing
today’s educational policy process. Her view of today’s policy culture éscois three
specific traits:

(a) a shared conception of policy beneficiaries as deviant from (and usually

deficient to) an often-unstated norm, (b) a presumption that government

institutions can fulfill a corrective role in the lives of the country’s deviant
inhabitants, and (c) mechanisms for service provision that provide incentives for

identifying, maintaining, and perpetuating a deviant population (p. 17).

Stein then walks through an historical critique of modern educational policies ifsthe U
from the beginnings of the original Elementary and Secondary Educationl®@%fto

the preseniNo Child Left Behingbolicy. By interweaving a critique of the history, Stein
exposes the problematic language and rituals within the content of specdiepand
concludes her work by proposing alternatives by suggesting that practitiondrsgia
their own dissection of policies by beginning to discuss the specific wayssze
labeled and what these labels say about the ways in which we view children.

Just as Stein (2004) proposes new alternatives to changing policies, Roe (1994)
presents a comprehensive approach to analyzing and proposing new policies. Roe’s
concept of narrative policy analysis is a method of applying contempaeasyy theory

to current issues in education, and he examines them from both a theoretical and a
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practical perspective. The ongoing conflict throughout his work is Roe’s support for not
only deconstructing a policy in terms of critique, but also putting forth an alternat

Narrative Policy Analysis returns again and again to a central ddeatout

policy critiques that only tell us what to be against, not what to be for: while

criticisms that undermine a policy are frequently assumed to underndite a

stabilize the taking of certainty by not providing any alternative. Consequently,

pressures increase to retain the now-discredited policy narrative, untihgagnet

more than a critique comes along to replace it (p. 5).

It is this alternative which is essential to the work of this research, stadyitiqued
academic integrity policies will continue to remain the same until a newofdea
structuring a policy is put forth.

Summary.

Themes of social justice rise up from the complexities of educational policy
language, and it is imperative that scholars analyze the specific langud@ll its
implications to determine the often ambiguous undertones of the policy (Olssen, Codd, &
O’Neill, 2004; Ozga, 2000; Stein, 2004; Taylor, Rizvi, Lingard, & Henry, 1997). Schools
must begin to see policies as the result of past and ongoing discourse on a topic. The
analysis of such policies then contributes to the continued discourse, and brings to light
the hidden agendas, power struggles, oppressed voices, and other social justce iss
Once these policies are fully critiqued and deconstructed, it will then be pdesibéav
policies to be written without the problematic language and in the best interesdafts
(Stein, 2004).

Social Construction of Children
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It is important to address one core problem with most U.S. educational policy
today—the writing of policies which perpetuate the social construction afrehibs
problematic members of our society. In the 1980s, teachers in England and Wales
expressed their concerns over the escalating violence and disciplinanssciesols, and
the government confronted this problem by addressing the social constructiomerchil
Discipline in Schools: Report of the Committee of Inquiry chaired by Lord El&8D),
which was a formal inquiry into discipline in schools in England and Wales, stated tha
students were not entirely to blame for behavior problems, as many believedd Jns
behavior issues were “influenced by a complex mixture of expectationsastit
regulations, policies, and laws which are shaped forces at work in the classreom, t
school, the local community and society as a whole” (Chapter 2, number 26). The repor
also discusses the approach to administering consequences to students for behavior
issues. In summary, the report stressed the importance of schools promoting good
behavior through positive policies, as opposed to focusing on bad behaviors and
administering stern consequences for these. Those who conducted the investigation
visited various schools and reported that the schools with positive approaches to
discipline policies were able to reduce problematic behaviors to a minimum.

While progressive in nature, tlgton Report(1989) has not successfully
achieved an overhaul of the approach taken with students in schools today. Mayhall
(1994) looks at childhood and the status of children, pointing out that adults have
established constructs for how children should behave and what children should do to be
consistent with societal norms. The author also expresses his concerns with adults

making decisions about what children should be taught, with the goal of children to one
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day replace them as adults. Mayhall (1994) states that “as developing pedpbjects
of socialization, children have thus been conceptualized as lesser than adultgsheythat
are progressing towards the goal of mature adulthdqg..2). In addition, the author
challenges the assertion that children should be meeting certain develosteyslat
specific ages, and instead promotes a child’s right to participate in thm¢gpracess in
a creative way and to be free to participate in one’s world as more than just an
“incomplete” being (p. 3). Also, it is pointed out that even though ideas about children
and childhood have progressed, there is still a belief that children are in need afoadults
guide them along to achieve the appropriate maturity level of adulthood at the end of
childhood. In conclusion, Mayall boldly calls the prevailing social constraiatsstg
childrenoppression
Jenks (1996) points out that the concept of development in childhood is not seen
as something that is a natural process of human nature. Instead, he argues that
development in children and the important milestones related to one’s age in childhood is
socially constructed. In addition, children are seen in relation to the poweustaucf
“adult-child, parent-child, teacher-child,” but this relationship is less abouwratyenore
about dependency (p. 40). Jenks also discusses the societal constraints of childhood in the
following way:
The child continues to be realized as an instance of a category and the
concept of development only ever seems to depict the concerted and
ultimately omnipotent violence of the social structure to which the
individual inevitably succumbs. This is not to argue for the mobilization of

the concrete child as a political force in response to these actual
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constraints as part of a ‘children’s rights’ movement, but rather to argue

analytically for a more radical conception of the child as a vision and as a

potential (p. 47).
In short, Jenks is arguing that all of childhood is a “social construction which provides
both form and content to children’s experiences” (p. 123) and the interactions ofrchildre
with each other, with adults, and with their environment are all done in terms of
structures which are deemed appropriate by the society.

Males (1996) opens his book by describing the blame that America’s government
has placed on teenagers. The author states that “health and welfare policy isésdcons
of blaming teenagers for nearly all major social ills: Poverty, wettapeendence, crime,
gun violence, suicide, sexual promiscuity, unwed motherhood, AIDS, school failure,
broken families, child abuse, drug abuse, drunken driving, smoking, and the breakdown
of ‘family values’...” (p. 6). This sets the premise for discussion about adoleszetite
“scapegoat” for the majority of society’s ills. However, Males preséacts which, to the
contrary, do not show youth as the leading age group in committing various offenses. For
example, when analyzing the age of the fathers of children born to teenagesmother
Males found that the majority of those were adult men, and not high school teenage boys.
The author points to poverty as the one factor that is a consistent predictomafigia
social trends, and not race, gender, or age, as many have been led to believe.
Block (1997) uses the concept of childhood to point out the major differences

between modernity and the post-modern world. The author summarizes his premise about

children and schools in the following statement:
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The individual children in our classroom bespeak the centrality of
ambivalence in our world and deny the very project of modernity: the
permanent establishment of order. The schools themselves represent the
social power to contain the stranger and avoid the uncertainty the child
epitomizes. The child reminds us of the postmodern condition of
ambivalence that so terrifies the ideologues of modernity and that they
would prefer to scorn (p. 10).

Further, Block argues that schools have been constructed to meet the needs whadults

live in a fantasy world in which there are no children. He also attempts to utiravel

social construction of children by adults, and states that this constructionalyalsorn

out of “adult repression,” and that adults “impose on the child those characterestics w

adults would desire and cannot have ourselves” (p. 158).

Griffin (1997) presents an analysis of the idea of youth as a specifititaals
period, in which there are specific societal norms that are expected hyltoue.cThe
author points to those “troubled teens” that do not follow the traditional path to
adulthood. Griffin describes the various “panics” that our society has gone through in
relation to youth, where “specific groups of young people are singled out foratfent
and the focus of concern often deals with...consumption (e.g. drug use and food),
reproduction (e.g. ‘teen mothers’), and/or production, which usually refers to the
transition from education to the job market (e.g. slackers, youth crime)” (he). S
specifically examines the role of young women in our society, and how more yecentl
they are not fitting into the societal expectations of heterosexualityiage, and

motherhood. In addition, Griffin references the special schools that have been designed
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for “troubled teens”—schools with residential and therapeutic programs to geide te
toward the traditional transition from youth to adulthood. In short, Griffin provides a
critique on society’s expectations of what is considered to be the normal traufiti
youth, and the subsequent labeling of things outside the traditional path as troubling.
Lesko (2001) takes a unique approach of analyzing adolescents by presenting a
“history of the present” as to how and why our society views teenagers as prablemat
nature. Pointing to FoucaultBiscipline and Punislas the foundation for her discourse,
Lesko argues that the adolescent at the start of the&@ury had become a
“multilayered object”:
The adolescent was an object that could be discussed, diagnosed,
scientized, differentiated, and familiarized in terms of unsettled race
relations, economic prospects, emerging manliness, purity, and future
preparedness as citizen and soldier. In these ways, the modern adolescent
was always promiscuous, always ready to indicate and exemplify national
crises, and a perfect troupe for worry, study, and action-taking that also
met the coming-of-age interests of white middle-class professionals (pp.
47).
Lesko then argues that a constructed system of discipline and the monitorinigreinchi
became essential at every stage of adolescence, and the “admirigiaag” (p. 88)
became widespread among all adults, from parents and teachers to psychahabist
social workers. Instead, Lesko hopes for a change in which the following tages pla
We must move between and against the confident characterizations of

youth, which involves including teenagers as active participants (not

56



tokens) in educational and other public policy deliberations. | am not just

trumpeting one “student voice,” but calling for the imagining of concrete

practices in which youth demand and exercise adultlike responsibilities,

acknowledging that teenagers are also affected by the commonsense

reasoning about their age group (p. 199).
It is this new way of approaching youth that must be incorporated into the policigh in hi
schools if we are to see decisions made that are truly in the best intetadeots

Ehrensal (2003) connects the concept of the social construction of children with

the laws and policies which govern our schools by deconstructing the “dominant elite
national discourse surrounding drugs and violence in U.S. schools” (p. 117). The author
stresses that those in power make decisions based on their own interests, and in turn
suppress those whose interests differ or challenge the beliefs of those in powe
Concerning youth, Ehrensal describes the study of youth as revealing “adult
preoccupations and panics. Put another way, the study of youth is as much about adult
angst as it is about youth” (p. 120). Through a deconstruction of documents which
address drugs and violence in schools, Ehrensal exposes the negative det@tiptors
have emerged from the way these documents have influenced our society’s view of
children—adults in training threat to adultsdangerousat risk, delinquentdeficient
andother. In addition, this discourse reveals the further oppression of children based on
race and class: “...working-class and children of color...are believed to beedefad
an even greater danger than their white middle-class counterparts” (p. 18@)ehudt
Ehrehsal questions how a society which values democracy and social jasticewe

children in such a duplicitous way.
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In his bookYouth in a Suspect SocigGiroux (2009) cites the following as the
reasons our society is having a detrimental impact on today’s youth: “...cormbioat
market fundamentalism, greed, and cutthroat individual competition that has produced an
unparallel degree of social inequality and massive dislocations in the basic fonsaxiti
the larger society” (p. 2). Giroux argues that the position of youth in our sbeigtyeen
greatly oppressed by the neoliberal ideology of the Bush administration20@0s, and
the subsequent reduction in social programs to help specific groups such as the poor, and
over one third of which are children. Specifically related to education, he gisesahat
schools have become much more like prisons than the idealistic learning environment
where students are nurtured, encouraged, and protected. Instead, students ([yarticula
minority students who are poor) are seen as criminals and as a threat to drestiailit
order of the schools. The school policies, which often include a zero tolerance approach,
are further perpetuating this problem.

Summary.

The way society has constructed children has created a set order of texpeecta
for children’s development and behavior. Those in a position of authority—most often
adults—carry out this socially constructed viewpoint by subjecting childrdreto t
demands, rules, and regulations that have come to be viewed as cultural notims (Gri
1997; Jenks, 1994; Males, 1996; Mayhall, 1994). The problem therein lies in the fact that
children are seen as tbéher, and those children who do not meet adult expectations are
labeled as thbyper-otherin our society (Ehrensal, 2003). Our educational policies rarely
encourage students in learning how to make good decisions; instead, the polidigs simp

punish students for bad decisions and do not mention a restorative process for the child.
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School as Community
The concept of school as community is an essential component in combating the
negative impact that the social construction of children has had on our schools. Shapiro
(2006) examines the state of our current educational systems in hikdmog Heart
One concept central to the change needed in our schools is the idea that a school must
function as a community because of a deep need for all children to belong. Héhatates
“the community provides the means through which we may receive the recognition of our
presence, and affirmation of our value, in the world” (p. 76). In addition, Shapiro stresse
that compassion is an essential element of community, and that schools must previde ca
and support for all students. Also, the author argues for the creation of communities of
meaning, as well as communities of resistance, which stand strong dgaifishly
rooted dominant values of competition, wealth, success, and status in our nation.
Sergiovanni (1994) and Mertz and Furman (1997) present a theory of community
rooted in the work of f@century social theorist Tonnies. The authors explain the general
ideas of Tonnies worlGemeinschaft und Gesellscharhe two terms represent a
continuum of societal communities. FirGigmeinschatis the idea that relationships are
based on location, kinship, and friendship, and collectively form a larger, fakaly-li
community. Second;esellschafswings the other direction toward a society in which all
relationships are voluntary and are chosen strategically by the individaeddmplish a
goal, most notably related to commerce. Both Sergiovanni (1994) and Mertz and Furman
(1997) warn that our current educational systems have greatly driftedGesiedschaft
side of the pendulum, and that leaders need to work toward establishing school

communities rooted in the ideas of themeinschafinodel.
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Sergiovanni (1994) further expands on the idea of community by defining it as a
collection “of individuals who are bonded together by natural will and who are togethe
binded to a set of shared ideas and ideals” (p. xvi). Sergiovanni also discusses the
negative impact fss of communititas had on our schools, and how the development of
acommunity of mindyr the shared core values and platform of the school, is critical to
reestablishing a sense of community. He calls for changing the metdutrools from
organizations to communities, and advocates for democratic communities within
classrooms. Sergiovanni defines a democratic community in the followyig wa
Democratic community is aimed not just at improving student behavior
but at creating the kinds of ties that bond students together and students
and teachers together and that bind them to shared ideas and ideals. When
students share the responsibility for developing norms and when their
commitment to these norms is expected, they know they belong. They get
the message that they are needed. They feel a sense of ownership in the
classroom. They experience community (p. 120).

This idea of a democratic community certainly applies to the idea of ebiabli

academic integrity as a part of a school’s shared values.

Furman (2002) defines the concepsehse of communifs an “affective
experience or psychological state” which creates a “feeling of belgngi safety, of
stability, and so on” (p. 11). The idea is that if students and teachers cannoe fesse
of community of a regular basis, then the school is not functioning as a successful school
community. Furman (1998) argues that this feeling of being in community cannot be

accomplished if school leaders continue to approach the issue through a modernist lens—
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by building community on the foundation of sameness. Instead, Furman stresges that i
postmodern times, a sense of community must take into account the diverse populations
within our schools, and educate our students to be productive citizens in a “postmodern,
multicultural, global community” (Furman, 1998, p. 56). This idea seems to contrast what
Sergiovanni (1994) put forward, in terms of his emphasis on establishing school
communities around commonalities. Furman'’s vision for a sense of community in which
diverse students are citizens within a global community lends itself mdre to t
advancement of postmodern ideas, and for writing and implementing policies which truly
support the establishment of schools as communities.

Summary.

While a lack of community can have a detrimental effect on a school, schools that
function as communities can provide meaning and value for the students and teachers
(Furman, 2002; Mertz & Furman, 1997; Sergiovanni 1994). A school-as-community
environment allows students and teachers to encourage, support, learn, and grow
together, thus cultivating a safe haven where students want to better tlesmshis
kind of community is the ideal place for expanding the discourse on complex topics such
as academic integrity.

Ethics

Ethical paradigms.

Certainly any discussion of academic integrity must be rooted in the concept of
ethicsand in a discussion of ethical leadership in schools. Starratt (1994) offets a roa
map for creating an ethical school, and examines the three main paradigims s+

ethic of justice, ethic of care, and ethic of critique. It is Starrpéfspective that all three
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of these are compatible and work together in creating a school infused with ethical
decision makers, from administrators and teachers to the students. Althoughgndtic
critique are certainly important in their own ways, this study focuse#ispéig on the
ethic of care (presented later in this chapter) as a way of construcditignaic integrity
policies.
Shapiro and Stefkovich (2005) put forth the idea of an additional lens from which
to analyze ethical decision making dilemmas. In addition to the tradititimes ef
justice, care, and critique, the authors argue that an “ethic of the professiecéssary
to encompass the wide spectrum of ethical codes that an administrator must consider
when making a decision:
Underlying such a process is an understanding of oneself as well as othegs. Thes
understandings necessitate that administrators reflect on concepts sunet as w
they perceive to be right or wrong and good or bad, who they are as professionals
and as human beings, how they make decisions, and why they make the decisions
they do. This process recognizes that preparing students to live and work in the
21% century requires very special administrators who have grappled with their
own personal and professional codes of ethics...” (p. 23).
It is the interplay among personal and professional codes, standards of theiqumptesd
the ethics of the community that leads administrators to be able to make deglsicns
are in the best interests of the student. School leaders must grapple whinfctaxles,
professional judgment,” and “professional decision making” as they come td a fina
decision on the matter at hand (p. 27). The following diagram illustrates th@fetie

profession:
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CONCEPTUALIZING AN ETHICAL FRAMEWORK

Standards of the
Profession

Professicnal
Code of
Ethics

Best Interests
of the
Student

individual
Professional
Codes

Ethics
of the
Community

Personal Codes
of
Ethics

FI: 71 Frhir af tha nrafaccinn

Figure 1 Diagrammatic representation of the ethic of the profession. The circleatendic
major factors that converge to create the professional paradigm. les sinown are:
standards of the profession, professional code of ethics, ethics of the community,
personal codes of ethics, individual professional codes, and best interests of thie stude
Adapted from Ethical Leadership and Decision Making in Education, by J.P. Shapiro and
J.A. Stefkovich, 2005, p. 27. Copyright 2011 by Routledge Press. Reproduced with
permission from the authors.

Shapiro and Gross (2008) expand on the multiple ethical paradigm of justice,
care, critique, and the ethic of the profession, and present Gross’ turbulesrgentitiein
this context. The authors contend that when faced with an ethical dilemma, ethical

leaders should begin by considering the level of turbulence in the dilemma (light,
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moderate, severe, extreme). Then, the leader should analyze the situation tiedegh t
of the four ethical paradigms. Finally, the leader should make a decision and then
reconsider the turbulence level after the decision is made. The strength othtthigypa

for decision-making is that it allows the leader to jointly consider bothtkiese
surrounding the decision as well as the impact of the decision made. This can also be
applied to a creating school policy which involves an ethical dilemma at @s cor

Although the ethic of care is central to the work of this study, the work of $tarrat
(1994), Shapiro and Stefkovich (2005) and Shapiro and Gross (2008) will also be used
occasionally as a frame of reference in the analysis of the public highl sclademic
integrity policies.

Ethical leadership.

Certainly it is the school leaders who will have the authority to write and
implement a specific policy on academic integrity, and it should be the goakef the
leaders to do so from a foundation of ethical leadership. Traditionally, much of the work
on school leadership centers on practical decision making within schools. For example,
Strike, Haller, and Soltis (2005) provide an overview for the wide variety oféthic
dilemmas school administrators may face in their everyday work. The aptesent a
collection of situations in which administrators must make a decision, ranging from
topics focused on the intellectual liberties of teachers and students, to issyesl of e
educational opportunity, multiculturalism, and religion. Collectively these aczanit
subsequent analyses by the authors provide a starting point for a deeper undgrstandin
ethical leadership; however, this type of approach to analyzing ethicaldbigdie

limiting. Instead, the authors who approach ethical leadership from a thabretic
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perspective are better able to justify potential solutions to educational psobémause
their ideas are strongly grounded in theory and analysis.

Sergiovanni (1990) puts forth the term “value-added leadership” by expanding on
the traditional idea of value leadership, and adding to it the idea of rising from nitgdiocr
to excellence in our schools. He sums up the need for value-added leadership in the
following statement:

America’s main problem, however, is not bad but mediocre schools. Only value-

added leadership can raise our schools from the malaise of mediocrity to

excellence. Excellence must become the norm if we seek the economic pyosperit

needed to care for our people, our twenty-first century. At stake here is not a

theory of leadership or a point of view on schooling but the nature of the human

condition and the quality of life that will characterize our nation’s future. Thus the

word addedis critical (p. 4).

Sergiovanni then goes on to describe the nine dimensions that lead to extraordinary
performance by schools: leadership (as opposed to management), extraordinary
performance investment, symbols and enhanced meaning, purposing (as opposed to
planning), enabling teachers and the school, accountability (as opposed to mgnitoring
intrinsic motivation, collegiality, and leadership by outrage. All of thedectolely

point to transformational leadership—using passion to fuel the fire for chiacgsing

on guiding teachers through the process of developing purposeful, engagingylearnin
activities for students; creating a work environment that is focused on encoerdage
collaboration, and support; and coming together as a team from a place of doing what i

best for students in order for the school to meet accountability standards.
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While Sergiovanni’s work (1990) is focused more on the overarching leadership
approach of the school, Bottery (1990) presents school leadership in terms of svhat it i
accomplishing with the individual child. Bottery uses the teranality and argues for a
stronger connection between the concept of morality and the school. He advocates for
focusing on the following four points as a starting place for integrating mydreab our
schools: “(a) the fostering of the child’s self-esteem; (b) the heigigerithe child’'s
empathy; (c) the furthering of co-operation between children; (d) the promotion of
rationality” (p. 32). Bottery also critiques the argument that tougher punishsnent
needed to combat the negative behaviors of our students. He argues instead for the
development of “civic responsibility” in all students as part of the solution. He defines
“civic responsibility” as having a number of elements, including pride in ooeisty,
which will result in a desire to uphold the laws and norms; belief that one has a duty to
help uphold the laws and norms; understanding that working with others is imperative;
and belief that all are to blame for a society with high crime ratese{®pt990). In
short, Bottery sees an individual’s self-worth, socializing, and intrinsic ntiotivas key
to becoming a productive citizen, and he advocates for the school to take the lead in
ensuring that this occurs.

Stefkovich (2006) expands on the ideas of Bottery (1990) by continuing to
examine the individual student through an examination of decision making that is in the
student’'shest interestThe author points out that the tebest interestss “the legal
standard used by courts in determining issues of child custody, child support, and
visitation...” (p. 19). However, even thought the same term is often used in educational

literature and by the media when discussing educational issues, no cleaiodesirthe
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term exists. Stefkovich brings clarity and structure to the educationabesthinterests

by presenting a model focused on three crucial aspects of the term: gghtsgibility,

and respect. The author points out the human rights of children that must be considered

when making decisions in thest interestsf students:
These include (a) rights granted to all human beings as articulated by
philosophers past and present; (b) Universal rights recognized by the
United Nations, particularly those acknowledged under its Convention on
the Rights of the Child; and (c) rights guaranteed by law, specifically
those enumerated under the U.S. Constitution’s Bill of Rights (p. 22).

In terms of responsibility, the author looks to the philosophies of Aristotle, Rousseau, and

Kant to frame the discussion of one’s individual responsibility to engageysoceivay

that promotes fairness, equality, and the general well-being of others. Sthfktso

brings up the term empathy, which leads to the discussion of her final key area-t-respec

The author defines respect in thest interestsf students as “treating all students with

respect but also expecting students to treat others in the same manner” withhasis

on “equality, tolerance, self-respect.an appreciation and celebration of diversity, and

commitment to finding common ground in an increasingly multicultural, pluralistic

society” (p. 26).

Begley (2003) and Starratt (2004) focus their work on the individual school
leader. Begley contemplates the idea of authentic school leadershipgs;aatid puts
forward several models which infuse a deeper understanding of values in ethical
leadership. He begins by presenting the various layers of an individual’'s valireteawi

outermost layer as a person’s surface-level actions. Then, as the layerswand, the
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complexity builds—attitude, value, understandings, motive, and self. He also links his
work with the four motivational bases (Hodgkinson, 1996) from which actions occur,
which begins with consequence based, followed by consensus based and preferences/
self-interest based. The final motivation is ethics/ principles based, ih wisdom,

cultural norms, and entrenched societal values are what guide a person’s abgons. T
concept of democracy is placed in this category.

Starratt (2004) also asserts that the field of ethical leadership musbfocus
specific virtues which school leaders can integrate into their daily work aras$ @se
framework for leading in an ethical manner. Starratt puts forth the virtues of
responsibility, authenticity, and presence as the three central to thefvsctiool
administrators. In addition, Starratt takes the reader on a journey inteetbédifschool
administrator who must infuse these concepts into daily action. The strengénraftS
work is his application of theoretically based ethical virtues into practicecfmol
administrators. Overall, the work provides a foundation for understanding the general
concept of ethical leadership and what it means for school administrators haché et
leaders who are responsible, authentic, and present.

Ethic of care.

Central to this study of public high school academic integrity policies idhie e
of care. While most existing policies are strictly focused on consequences and
punishment for wrong actions, this study seeks to create a policy in which the sardent ¢
learn, grow, and change as a person. To accomplish this, the ethic of care miusteloe
at every stage of the process, as to create an ideal set of circumBiatitestudent to

emerge as an ethical and responsible citizen.
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The beginnings of the work on the ethic of care can be traced back to Gilligan
(1982), who wrotén a Different Voices a response to the strong male voices of her
time. Gilligan challenged the earlier work of Kohlberg (1971) and his stagesraf
development by arguing that girls stayed at lower moral levels of regsasiopposed to
the boys in Kohlberg's study. She then puts forth the notion efraa of carejn which
individuals access a different set of moral ideas such as compassion, nurturengnd ca
This is in contrast with much of the work of other men like Kohlberg, who put an
emphasis on thethic of justicelt is Gilligan who started the change to examining this
idea of care, and whose solid foundation enabled other authors to expand on the topic and
secure its place as a valuable aspect of ethical leadership.

Noddings (1984) presents an analysis of the concept of caring by emphasizing
that the true meaning of caring can only come in relation to others. She expéains
importance of relationship by stating the following:

When we see the other’s reality as a possibility for us, we must act tnaém

the intolerable, to reduce the pain, to fill the need, to actualize the dreamlWhen

am in this sort of relationship with another, when the other’s reality becomes a

real possibility for me, | care. Whether the caring is sustained, whetastsi

long enough to be conveyed to the other, whether it becomes visible in the world,

depends upon my sustaining the relationship or, at least, acting out of concern for

my own ethicality as though it were sustained (p. 14).

When specifically addressing the concept of the ethic of care, Noddings expiains
different types of caring: natural caring, which flows out of one’s emotiong & source

of love; and ethical caring, which requires an effort born out of a sense of duty. And
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Noddings stresses that reaching the fullness of caring is contingent upon both ethica
caring and natural caring playing an equal role within an individual. Noddiragguing
for a greater acknowledgement of the role of caring and sensitivity inivagj@ns, and
seeks to advocate for its place of importance along with the traditionally dekiy=a
guality of intelligence. Noddings’ work seems to be a logical precursor to thigoeal
intelligence movement of the last decade.

Noddings’ (2005) more recent work specifically examines the role ofgcarin
schools, and how the ethic of care can be incorporated into current school curriculum and
practices, even in the age of accountability. Although Noddings argues fay aaram
alternative to competition, this work does not try to deconstruct the current edatati
system of competition, standardization, and accountability. Instead, Noddings$amn
the idea ofesponsivenessvhich she describes as the response of the “one caring”
toward the one “cared-for,” as the most essential component of caring in schools. |
essence, it is the responsiveness of the school teachers and staff toward tbétheeds
students which will make much more of an impact on our schools, as compared with a
focus on current political school issues such as accountability and standardingd tes

Moving the work of Gilligan and Noddings forward, Sernak (1998) addresses the
ethic of care as it specifically relates to the school leader, and hovatie man use
his/her power to create and sustain a caring school community. Sernak emphasizes
several important aspects of the ethic of caring—connection, particulfarity o
responsibilities, commitment, and reciprocity of giving and receiving. \\Helaak
points out that she expected to find the relationship between caring and power as good v.

bad, what she instead found was a critical need for individuals in positions of power
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(especially the school principal) to demonstrate the ethic of caring whemgavkh the
teachers and staff of the school, as well as with the district office andtdistréaucratic
expectations. She concludes her work by calling for leaders to use “caring:powe

If we can accept that both caring and power are relational, reciprocalsto@ahte

and socially constructed, we come closer to realizing the link between thém, tha

realization acts to dispel the notion that they are dichotomous and posits instead

the concept of “caring power.” It also allows for envisioning a framework in
which power is used to bring about a milieu in which persons nurture and support

one another in order to create a caring community (p. 144).

And it is this concept of a caring community which sets the foundation for caring
relationships to help students, teachers, and staff grow and flourish in their own unique
ways.

One common thread among all of the above works is that they all address the
tension between caring and justice. Katz, Noddings, and Strike (1999) addnessed t
topic directly and examined the balance between the two ethical paradigddings
points out that the ethic of care has mostly focused on serving as the respbesethic
of justice. However, she goes on to explain that her personal perspective ondl@sopi
changed, and she now sees that “care and justice may properly be appliexte¢atdiff
moments or intervals in a moral episode or encounter” (p. 1). Strike, on the other side of
the argument, stresses the importance of not allowing the traditional notionsoef jois
push caring aside. He contends that by doing so, “we take a step toward thenarsure
in which incommensurable views about how we are entitled to be treated in schools and

about whose views should triumph and become central” (p. 177). And while scholars
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who emphasize preference for one ethical dimension over another are willieghe se
interplay of the two, it is clear that an ongoing tension exists between ethichl
paradigm should lead the way.

Certainly this tension between caring and justice is present when examining
public high school academic integrity policies. But while the purpose is not timaien
the ethic of justice entirely from these policies, the emphasis of usinghtbettare as
the primary approach and concern is paramount to the work of this study.

Summary.

The ethics of justice, care, and critique provide lenses from which to analyze
ethical decision-making (Starrat 1994). In addition, the ethic of the professwides
educators with an additional lens when making decisions (Shapiro & Stefkovich, 2005).
Perhaps the most compelling factor in the decision-making process is ensatiegdh
educational leadership decision made is in the best interest of students (B9®€xy
Shapiro & Stefkovich, 2005; Stefkovich, 2006). To accomplish this, it is imperative to
incorporate the ethic of care into the process. The ethic of care embodiesttinag
and well-being of every aspect of a student’s life, and strives to incorporatetitie of
caring for others in the school community (Gilligan, 1982; Noddings, 1984; Sernak,
1998). It is the ethic of care that is critical to sustaining a school climaised on
learning from mistakes, analyzing behaviors, understanding the context of sdhepl
and ultimately making good decisions.

Postmodern Theory
Much debate exists among today’s educational leaders as to the theoretical

approach needed for addressing the serious issues facing our schools. While imeich of t
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field is focused on improving student achievement through the use of traditional methods
within the framework of the modern educational structure, there are some leaters
field desiring to break free from the very paradigms which inherently conttiotie
ongoing problems in education. The theoretical concept of postmodernism provides a
greater understanding of the theory behind the changes postmodern school leaders want
to achieve in the field of educational administration. The work of Foucault focuses on
those postmodern ideas from which current educational practices can be deconstructed
and new ways of thinking about education can be constructed.

Foucault.

The writings of French philosophers in the mid'2@ntury unveiled a critical
lens for analyzing the modern world and launched the era of postmodern thought. Among
the prominent philosophers, Michel Foucault is perhaps the most highly regarded because
of his critique of social institutions and his analysis of power within these irstgutn
Discipline and PunishFoucault (1977) reveals his perspective on the concept of
punishment in general. He argues in support of more gentle approaches to punishment,
as opposed to the more severe forms of punishment which oppresses the humanity of the
individual, and this can certainly be applied to educational systems. He points out that
tougher laws have not led to reduced crime rates. Foucault also touches onjheedisc
and structure of educational systems in the following statement:

“Gradually—but especially after 1972—the educational space unfolds; the class

becomes homogenous, it is no longer made up of individual elements arranged

side by side under the master's eye. In the 18th century, 'rank’ beginséaiuef

great form of distribution of individuals in the educational order: rows or ranks of
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pupils in the class, corridors, courtyards; rank attributed to each pupil at the end of

each task and each examination.... It is the perpetual movement in which

individuals replace one another in a space marked off by aligned intervals” (p.

146-147).

It is this extreme need for order and strict discipline which Foucaultiotilgjuestion,
and the comparison of education systems to prison systems helps to heighten itlye sever
of what has occurred in our modern ways of educating children.
Foucault (1977) expounds on the idea of societies viewing criminals as less than
human—as thetherwhen compared to citizens who do not commit crimes. He explains
this point in the following way:
On the one hand, the criminal designated as the enemy of all, whom it is in
the interest of all to track down, falls outside the pact, disqualifies himself
as a citizen and emerges, bearing within as it were, a wild fragment of
nature; he appears as a villain, a monster, a madman, perhaps, a sick and,
before long, ‘abnormal’ individual (p. 101).

This view of criminals is often subjected on students in schools—most specitinezdly

who misbehave—and the language in school policies often invokes a sense that students

who violate school rules are deviant criminals in need of swift punishment by school

officials. Foucault (1977) also explains the objectification of criminals, ichvhe

believes that criminals simply become objects that are punished accordindatiwstand

rules of the elite in a society. Again, this can also be translated to a schieni sys

scenario, in which school administrators treat students as objects to be didcipline
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according to the laws and rules of the school, without giving credence to the indiyidual
and uniqueness of students.

Foucault (1977) also criticizes the discrepancies in the power to punish and the
inequalities in traditional punishment systems. Using the term “economy of the feowe
punish” (p. 90), Foucault brings to light the privileges of those in authority who have the
power to punish:

There was too much power on the side of the prosecution, which
possessed almost unlimited means of pursuing its investigations, while the
accused opposed it virtually unarmed—this led judges to be sometimes
over-severe and sometimes, by way of reaction, too lenient; there was too
much power in the hands of the judges who were able to content
themselves with futile evidence (p. 79).
These issues which Foucault points out are also found in school situations, where sole
discretion for investigation and consequences is given to school administrators to make
final decisions about guilt and consequences. Foucault also addresses the concept of
imprisonment by stating that it “was, in practice, directly bound up withrarpitoyal
decision and the excesses of the sovereign power...imprisonment was seenygenerall
speaking, as branded by the abuses of power” (p. 119). When compared to modern school
systems, the concept of imprisonment can be closely associated with in-solatiains
punishments, suspensions, and expulsions.
Foucault (1977) puts forth the argument for what he calls the “gentle way of

punishment” (p. 104). Instead of a system which dehumanizes the criminal and gives the
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power to punish to a privileged class, Foucault argues for the power of punishment to be

hidden and to rise from the natural order of things and from the discourse of the people:
On the one hand, a functioning of penal power, distributed throughout the
social space; present everywhere as scene, spectacle, sign djscourse
legible like an open book; operating by a permanent recodification of the
mind of the citizens; eliminating crime by those obstacles placed before
the idea of crime...A power to punish that ran the whole length of the
social network would act at each of its points, and in the end would no
longer be perceived as a power of certain individuals over others, but as an
immediate reaction of all in relation to the individual.

This approach to punishment requires an ethic of care to carry out, which is l@oking

many of the school policies used in high schools today, including policies used to address

issues of academic integrity.

Another central theme running through much of Foucault’'s work is the concept of
power/knowledge. Foucault (1980) explored this concept by reflecting on his major
works to fully expound on what he saw as an interdependent relationship between power
and knowledge. Foucault discusses a change in the concept of power ifi demtily,
from a global, hierarchical power structure to a more localized, “cagikarg of
power:

But in thinking of mechanisms of power, | am thinking rather of its
capillary form of existence, the point where power reaches into the grain
of individuals, touches their bodies and inserts itself into their actions and

attitudes, their discourses, learning processes and everyday lives (p. 39).

76



To illustrate the concept of power/knowledge, Foucault uses the prison system as a
primary example. He explains how the origins of the prisons were to focus on the
rehabilitation of the individual prisoner. However, as those knowledgeable of the pris
system grew in power, the system lost its primary role of reformisgmers, and it
became a holding place for corrupt individuals. Foucault points out that schools were
created with much the same intentions as prisons (“best interest of the studen&ydut
also succumbed to the power of those in control.

Reflections on Foucault

Roth (1981) presents the idea of Foucalt's work laistary of the present
connecting the “archaeology and criticism” among three of Foucaults mwayks—T he
Birth of the Clini¢ The Order of ThingsaandDiscipline and Punislkip. 32). In his article,
Roth examines these works from a central perspective—that “the histowlcatitical
understanding of the traditional experience is made possible by our own position wit
the changes in the way persons interact with the world around them” (p. 33). Roth notes
that Foucault takes both an historical and critical approach in examining teatpfesr
the historical approach, Foucault asks why past historians discovered what theg did, a
which components of the history were repressed or forgotten. And Foucault’smoridici
the present focuses on “exposing the limits of the present structures of rcg@kfpe
35). Roth also delves into Foucault’'s connection between knowledge and power by
specifically discussin®iscipline and Punish: The Birth of the PrisdrRoth refers to a
“genealogy of the present” when describing Foucault’s take on the prison systiamg, s
that his critique shows that the original ideology behind the prison system is notiow it

functioning in its present form. And it is through a critique of this genealogy which

77



allows Foucault to write in the present “in a field of power relations and @litic
struggle” (p. 43).

Ball (1990) examines Foucault’s work within the concept of education, and how
educational systems are interdependent on the politics, economy, and historyietya soc
Ball points out that “educational sites are subject to discourse but are alstiycentra
involved in the propagation and the selective dissemination of discourses, the ‘social
appropriation’ of discourses. Educational institutions control the access of indévidual
various kinds of discourse” (p. 3). Ball argues that Foucault’s main concern was with
human beings made into subjects in whom the power of the state was imposed through
discipline and knowledge. While Ball questions Foucault’s lack of tangible solditions
remedying these problems, Ball does embrace Foucault’s approach of usad crit
discourse as a “tool of subversion” (p. 7). Ball emphasizes that “it is hoped that the
application of Foucauldian analysis to education will unmask the politics thatienderl
some of the apparent neutrality of educational reform” (p. 7).

Included in Ball's (1990) collection of essays on Foucault is Marshall’s (1990)
work on Foucault and educational research. In his essay, Marshall (1990kustsdis
the various institutions (including the prison, hospital, and school) which have been used
to shape individuals:

Within such institutions knowledge has been developed about people, and
their behavior, attitudes, and self-knowledge have been developed,
refined, and used to shape individuals. These discourses and practices

have not only been used to change us in various ways but are also used to
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legitimate such changes, as the knowledge gained is deemed to be ‘true’
(p. 15).

Marshall argues that Foucault uses a new kind of methodology for addressing these
problems with social institutions—genealogy. Marshall asserts that Hoiscpresenting
a “new history,” or what others have referred to as an “anti-history.” Irstefm
educational research, Marshall sees problems with the way Foucault sagkgg
should be done, and the way he actually does it. Marshall believes that Foucault instea
offers a new framework for educational research—one that analyzes skatpnstead
of studying the past. He goes on to say that the “general framework is ceddijan
analytic grid of power-knowledge, the method of genealogy, and new notions of time,
especially of rupture and discontinuity” (p. 23).

Burchell, Gordan, and Mitchell (1991) complied the b@bk Foucault Effect,
which includes several works by Foucault, himself. In the essay “Poliittha Study
of Discourse,” Foucault outlines four important changes in the power-knowledge
structure which impact the formation of discourses. First, the boundaries whioh aef
specific field of objects are displaced, disrupting the traditional norms ofthingsthad
been classified by society. Second, the discourse gives a voice to swhjegeviously
were not able to be heard before. The role of speaking subject also shifts from one of
looking, to one of “listening, interpreting, deciphering” (p. 57). Third, Foucault
establishes the importance of the function of language when describing objettts, f
purpose of revealing those hidden meanings and assertions which are layerechemong t
choice of language. Fourth, Foucault calls for a “new form of localizatidrciaculation

of discourse within society” (p. 57). Together, this new path toward the formation of
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discourse serves to provide the foundation for which changes of power-knowledge
relationships in our societal institutions can begin to emerge.
Peters and Besley (2007) attempt to answer the quedttonFoucault?and to
explain the growing appeal of Foucault’'s works and ideas in the field of ezhadati
research in America:
Foucault has provided an understanding of the educational subject—the
pupil, the student, the teacher etc.—in terms of a history of subjectivity
and a genealogical investigation that allowed educational theorists to
understand the effects of education and pedagogies both as disciplines and
practices (p. 7).

In the book, Besley (2007) authors a chapter examining Foucauldian principlesioamrelat

to moral dilemmas in education. The author discusses how Foucault’'s emphasis on “care

of the self” is necessary to properly educating students, yet this notion o carely

found in the policies which govern schools. Besley urges school leaders to bemogniza

of the power roles the school plays in shaping students:
Regardless of whether or not learning about the self could or should be a
formal curriculum item, schools do need to have some awareness of the
part they play in constituting the self of their students. Schools need to be
aware of the technologies of power (domination) and of the self that they
bring to bear on their students and the effect these have in constituting the
self. Furthermore, they need to more consciously provide the means to
address care of the self, of which truth-telling and confession form only a

part (p. 68).
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Garrison (1998) presents the topic of self-creation through the lens of the
philosophies of Michael Foucault and John Dewey. He begins by examining the common
thread between the two philosophers concerning the concept of self-creation—that one
must abandon the traditional trappings of social institutions, cultural expestaind
perceived truths. Garrison points out that while Foucault focuses on the dangers
associated with the power/knowledge concept, Dewey discusses how to improve oneself
by participating in a democratic community. While labeling Foucault’s adghe
“selfish-creation,” Garrison refers to Dewey'’s philosophy as “sea#lcreation” (p.

113). It is both of these philosophies together which provide a vision for the
deconstruction of flawed social institutions, and then the construction of new ones which
place the individual’s participation in a democratic community as central to¢hess

of the society.

Maxcy.

In his bookPostmodern School Leadershijaxcy (1994) draws on the ideas of
Foucault and other philosophers to establish a new way of thinking about educational
administration. Maxcy argues that school leadership has been grounded irdthe rigi
structuralist/modernist ways of the past, and that these structures pheveriti¢al
analysis of the way school leaders operate, and how to make changes which benefit our
students, parents, and teachers. Maxcy speaks of a “critical administrabgafment
which challenges the positivist approach of relying on traditional data, and instead put
forth an emphasis on postmodern theory:

Rather than take for granted the simple derivation of administrative sérence

positivist social science, the postmodern administration theorists draw on new
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philosophy, literary theory, qualitative research methods, and other nontraditional
intellectual backings. Educational administration, viewed fromnti@tastructural
perspective, is informed by a wider variety of disciplines than the earlier
structuralist narrative and will be more aesthetic than strictlysee(pp.9-10).
Certainly Maxcy’s approach is arguing for school leaders to take intmatthose
factors which impact our school communities which cannot, and should not, be measured
by mere statistical analysis.

Summary.

Postmodernism provides an appropriate framework for analyzing school policies
on academic integrity. It is the work of Michael Foucault (1979, 1980, 1991) which
examines the issues of power relations within social institutions and how these is
create social injustice within the society. Foucault’s critique of sowgétutions
influenced the work of Maxcy (1994), which specifically examined using a postmoder
approach in school administration.

Conclusion

The theoretical perspectives presented in this chapter provide the foundation for
critiquing academic integrity policies used by high schools. It is important to
acknowledge the way the social construction of students has impacted policy, #ind it w
be important to deconstruct the elements of academic integrity policiel f@cus on
the student as “dishonest” and in need of consequences only for issues of academic
dishonesty. In addition, the concepts presented in the “school as community” and “the
ethic of care” sections provide the necessary framework for critiquirtgaca integrity

policies. Also, the concept of postmodernism—most specifically through the work of
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Michael Foucault—illustrates the need to deconstruct current educationatgs act
education today by critiquing discourse and bringing to light those practices which
oppress students.
Literature Review Conclusion

This literature review began with an examination of the concept of academic
integrity as an important problem in education today. The evidence overwhgimingl
suggests that the majority of students today are involved in some kind of academic
dishonesty (Josephson Institute, 2000, 2002, 2004; McCabe, 2001; Who’s Who Among
America’s Teachers, 2005). There is also evidence which suggests a l&okyfrc
terms of moral reasoning and personal values (Carpenter et al, 2006; Etter, 2004; Evans
& Craig, 1990; Kessler, 2003; McCabe, 1999, McCabe, Trevino, & Butterfield, 1999;
Premeaux, 2005). The research also shows that strategies such as honor caales help t
reduce cheating (Harding, Carpenter, Montgomery, & Steneck, 2002; Holcombe, 1992;
McCabe & Trevino, 1993; McCabe, Trevino, & Butterfield, 2001, 2002). As more
schools begin to implement policies aimed at reducing academic dishonissty, it
imperative that schools do so in a way that is in the best interest of students.

Educational policies are more than just words on a page; instead, each and every
word/phrase selected carries with it a weight of meaning—both intended and
unintended—which can create issues of social injustice for our students (Olssen, Codd, &
O’Neill, 2004; Ozga, 2000; Stein, 2004; Taylor, Rizvi, Lingard, & Henry, 1997).
Perhaps contributing to this problem even more is the fact that many facets afiety s
have socially constructed children as problematic and in need of correction amepunit

action by adults (Ehrensal, 2003; Griffin, 1997; Jenks, 1994; Males, 1996; Mayhall,
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1994). Thus, a faulty premise for writing educational policy has been set, and school
policies are then passed, implemented, and administered without thinking through the
negative ways these policies may not be in the best interest of children. To combat thi
problem, educational policy makers must be grounded in the concepts of ethical
leadership to ensure that policies are written in the best interesthbifldiben (Bottery,

1990; Shapiro & Stefkovich, 2005; Stefkovich, 2006). This research study focuses on the
ethic of care (Gilligan, 1982; Noddings, 1984; Sernak, 1998) and the concept of school-
as-community (Furman, 2002; Mertz & Furman, 1997; Sergiovanni 1994) as the essential
ingredients in any successful academic integrity policy.

To impact change in the educational policies schools use, it is imperative to
critique the underlying values and power structures embedded in these policies whi
negatively impact students in schools. Perhaps more than any other author, the work of
Foucault provides a framework for such a critique. Foucault’'s analysis of theptarfc
criminal within the context of an elite power structure raises important questions about
the most beneficial way to punish those who violate laws (Foucault, 1977). In schools,
administrators must use policies to guide decision-making regarding thestdxtion of
student discipline, yet too often those policies also incorporstigdant-as-criminal
mentality, with the school administrator as the full authoritarian over eitaatisn.

To uncover the values and power relations in academic integrity policies, one
must dissect the language of the policies which portray students as crimineésdi of
swift punishment by school administration. In addition, it is important to exatmene
language which creates an imbalance of power between the student and the school

administration in the discipline process. Also, the degree to which such aspects of the
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policies impede the promotion of the ethic of care and a sense of school community is
essential to a strong critique. Ultimately, the critical discourskysiadCDA) of public

high school academic integrity policies will uncover the underlying values and
imbalanced power relations that must be addressed by school administratsigé¢o e
that policies are written in the best interests of all students.

Foucault (1977) uses the metaphor of punishment as an open book—something to
be read, discussed, analyzed, and understood. He comments that “punishment must not
have the physical effect of terror; it must open up a book to be read” (p. 111). This
statement hints at the imperative nature of discipline to instruct as welhash, and
serves to encourage schools to use the discipline process as a learniemes peri
children, that they may be instructed in understanding the values behind why ceesin r
are in place, and the benefits to self and community for upholding such values.

The goal of any student discipline policy should not only be to identify forbidden
behaviors, as is the case most of the time in schools today. Instead, the goal ofyhe poli
should be to explain expected behaviors, as well as the values behind the expected
behaviors and what they mean in relation to the students’ lives. In addition, policies
should also contain a rehabilitative path toward enabling students to interhatiee t
values and make decisions in accordance with the expected behaviors. Howexer, be
this can occur, current school discipline policies must be deconstructed to idemntify t
language and concepts which prevent the intended values from becoming anaplicit
of the corrective process.

In terms of academic integrity policies in public high schools, many schools resort

to policies which simply punish cheating, without attempting to correct the loehaa
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meaningful way. Individual words and phrases within academic integrity pobftess
portray students who commit such an offense as criminals in need of swift, punitive
consequences by school administration. Also, these policies often delineate théopower
punish cheating solely to school administrators, thus creating an imbalance ofrpowe
the discipline process. In addition, the underlying negative values of policiegedocus
solely on consequences prevents issues of academic dishonesty from being hi#mdled w
an ethic of care, and from helping to create a sense of community through thineisci
process. Thus, it is imperative to use a critical discourse analysis (Cpablat high

school academic integrity policies to uncover these underlying values oaimbdl

power relations, and provide a starting point for policy change to begin.
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CHAPTER THREE: METHODOLOGY
Introduction

The purpose of this study is to examine current public high school academic
integrity policies to uncover the impediments to fostering an ethic of ndra sense of
community in the school. The specific language within the academic igtpglities of
10 public high schools will first be analyzed using a traditional text analysieatpr
Then, the methodology of critical discourse analysis (CDA) will be used iphdeche
hidden constructs, ideologies, and agendas embedded in the approaches taken and the
language used in the various policies. This chapter will begin with a discussion of the
paradigm of inquiry, the research design and theoretical constructs, follgveestdp by
step process for selecting and analyzing the documents for this study.

Paradigm of Inquiry

The paradigm of inquiry used for this study is the postmodern research approach.
Researchers who use a postmodern paradigm of inquiry believe in the power of
gualitative data to discover meaning (Creswell, 1998; Denzin and Lincoln, 2000; Van
Dijk, 2003). In reporting the findings of qualitative studies, postmodern thinkgus ar
that theses studies produce much richer, more complex data as compared with the
numerical results of a quantitative study. Denzin and Lincoln (2000) defin¢atjuali
research in the following way:

Qualitative research is multi-method in focus, involving an interpretive,

naturalistic approach to its subject matter. This means that qualitatazalesrs

study things in their natural settings, attempting to make sense of pratter

phenomena in terms of the meanings people bring to them. Qualitative research
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involves the studied use and collection of a variety of empirical matergsds ca

study, personal experience, introspective, life story interview, observational

historical, interactional, and visual texts-that describe routine and problematic

moments and meaning in individuals' lives (p. 2).

In this study, a holistic picture of the language used in public high school academic
integrity policies will be examined through critical discourse anal@3A) to reveal the
essence surrounding the approaches schools are taking to address the subject.

Creswell (1998) defines qualitative research as an “inquiry process of
understanding based on distinct methodological traditions of inquiry that explorala soc
or human problem” (p. 15). It is getting to the roots of social or human problems that
solidifies the need for qualitative methodology, as the positivist quantitativesab@s
cannot achieve this through mere statistics. Creswell continues his defiytstating
that the researcher “builds a complex, holistic picture, analyzes worddsrdetailed
views of informants, and conducts the study in a natural setting” (p. 15).

Although this research study focuses on policy analysis and not the actual
observation of people, it is a phrase from Denzin and Lincoln’s (2000) definition of
gualitative research— “the meanings people bring to them”— that is centhas study
(p- 2). It is the meanings behind the words and phrases of the policies that tell a much
different story than when the words and phrases are simply taken at face value.

Research Design and Theoretical Constructs

The research design for this study is a critical discourse analysiijka2003)

defines critical discourse analysis (CDA) as a “type of discouralytacal research that

primarily studies the way social power abuse, dominance, and inequality aedenac
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reproduced, and resisted by text and talk in the social and political context” (p. 352). The
author states that critical discourse analysts reject the idea oé*frake” institutions in
our society and focus on the ways “discourse structures enact, confirm, aégjitim
reproduce, or challenge relations of power and dominance in society” (p. 353)nBy usi
critical discourse analysis as the methodology for examining acad#sycity policies
in high schools, one will be able to see the underlying issues of power and control over
students with regards to the issue of dealing with academic dishonesty in our schools.
Fairclough (2003) argues for the complimentary presentation of text anahybi
the analysis of social practices when writing a discourse analyscortects this focus
on the society with what he calls theder of discourseyhich is defined as “the
relatively durable structuring of language which is itself one elemeheaktatively
durable structuring and networking of social practices” (p. 3). Fairclowgyisg that
behind the language are specific hidden beliefs and ideas which represergethe la
beliefs and ideas of a society. If one is to make an impact toward changing the
widespread problems in society, a place to start is through an analysidarfighage
from a particular discourse within a specific aspect of the society. Haarnzh study
challenges the social construction of children as problematic througical aliscourse
analysis of academic integrity policies which attempt to control and punistinghiza
schools.
Olssen, Codd, and O’Neill (2004) argue for using critical discourse anadysis f
analyzing school policies. The authors link this type of discourse back to Foucault, and

comment on Foucault’s way of providing critical analysis:
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Critique, for Foucault, aims at identifying and exposing the unrecognized forms
of power in people’s lives, to expose and move beyond the forms in which we are
entrapped in relation to the diverse ways that we think and act. In this sense,
critiqgue aims to free people from the historically transitory constraints
contemporary consciousness as realized in and through discursive practices. Such
constraints impose limitations which have become so intimately a part of yhe wa
that people experience their lives that they no longer experience these sygstems a
limitations but embrace them as the very structure of normal and natural human
behavior (p. 39).

The authors continue by discussing Foucault’'s idea of examining the histomashad

to the present systems that are in place and widely accepted by individuald|saiod aa

critique of the historical underpinnings that are not normally examined or apuesstoy

citizens of our society.
Olssen, Codd, and O’Neill (2004) also explain in detail the two methodologies

associated with critical discourse analysarehaeologyandgenealogy The authors

define archaeological analysis as being “centrally concerned to unbeverds of

formation of discourses, or discursive systems” (p. 46). Genealogy is “coti¢erinace

the historical process of descent and emergence by which a given thaight ey

process comes into being and is subsequently transformed” (p. 45). Olssen et al. point

out that both types can be integrated into an effective critical discourssignahd this

research study will utilize this integrated approach in capturing the hiddas, ibeliefs,

or agendas behind the 10 academic integrity policies.
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Gee (1996) explains the components of effective discourse analysis from a
linguist’s perspective, and begins by providing a definition for discourse: “cathect
stretches of language which hang together so as to make sense to some goaimunit
people” (p. 90). He continues this thought by stating that “making sense is als@gs a
social and variable matter: what makes sense to one community may not make sense t
another” (p. 90). Thus, Gee argues that the meaning behind the discourse is embedded in
the social institutions of a society, such as our school systems, and it is the pfithese
critical analyst to get to this level of discovering hidden meanings.

As a structure for conducting a discourse analysis, Gee (1996) puts fomeard f
systems which work together to provide an in-depth analysis of the discourse at hand:

1. Prosody “ways in which the words and sentences of a text are said: their

pitch, loudness, stress, and the length assigned to various syllables, as well as
the way in which the speaker hesitates and pauses.”

2. Cohesion “all the multifarious linguistic ways in which sentences are

connected to each other.”

3. Discourse OrganizationThis is the overall organization that “covers the ways

in which sentences are organized into higher-order units (bigger than single
sentences)....”

4. Contextualization Signalshe ways in which “speakers and writers cue

listeners and readers into what they take the context to be.... Context is not
just there; it is something people actively construe, negotiate over, and change

their minds about.”
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5. Thematic OrganizatiornThis covers the ways in which themes (images,
contrasts, focal points of interest) are signaled and developed” (p. 94).

For this study, the first approach—prosody—uwill not be used, as none of the discourse in
this study is spoken language. Certainly the other four steps are integratbertog
throughout a discourse analysis of a written document. Gee points out that the/steps t
and three will help formulate the arguments in the forth and fifth systemmalD@ze
stresses that the approach to discourse analysis is trying to make sghatisfsocial
and political, and the four systems used in this study are key to accomplishking thi

These systems all work to express a variety of themes, themes which alye usual

expressible in terms of contrasts and which are never fully determinable by the

hearer or speaker. These themes express our deepest feelings, feahlantspr
the paradoxes and contradictions that are rooted in our humanity and in the

diverse social and economic conditions in which we live (p. 120).

In the end, the goal of this research project is to uncover these themes likegGestss
through discourse analysis so that future policies which employ an etl@edbccreate
a sense of community in the school can be created.

Gee’s work also fits well with the main deconstruction method to be used in this
study. Boje and Dennehy (1999) put forth a strategy for deconstruction, which can be
applied to CDA. Their strategies for deconstruction consists of eight parts:

1. Duality SearchMake a list of any bipolar terms, any dichotomies that are

used in the story. Include the term even if only one side is mentioned. For

example, in male-centered and or male-dominated organization stories, men
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are central and women are marginal others. One term mentioned implies its
partner.

Reinterpret the HierarchyA story is one interpretation or hierarchy of an

event from one point of view. It usually has some form of hierarchical

thinking in place. Explore and reinterpret the hierarchy (e.g. in the duality
terms how one dominates the other) so you can understand its grip.

Rebel Voicesbeny the authority of the one voice. Narrative centers
marginalize or exclude. To maintain a center takes enormous energy. What
voices are not being expressed in this story? Which voices are subordinate or
hierarchical to other voices (e.g. Who speaks for the trees?)?

. Other side of the storystories always have two or more sides. What is the
side of the story (usually a marginalized, under-represented, or even silent)?
Reverse the story, but putting the bottom on top, the marginal in control, or
the back stage up front. For example, reverse the male-center, by holding a
spot light on its excesses until it becomes a female center. In telling éne oth
side, the point is not to replace one center with another, but to show how each
center is in a constant state of change and disintegration.

Deny the PlotStories have plots, scripts, scenarios, recipes, and morals. Turn
these around (move from romantic to tragic or comedic to ironic).

Find the Exception¥hat is the exception that breaks the rule that does not fit
the recipe that escapes the strictures of the principle? Statédehie a way

that makes it seem extreme or absurd.
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7. Trace what is between the linégace what is not said? Trace what is the
writing on the wall? Fill in the blanks. Storytellers frequently use "you know
that part of the story." Trace what you are filling in. With what alternate w
could you fill it in? (E.g. trace the context, the back stage, the between, the
intertext).

8. ResituateThe point of doing 1 to 7 is to find a new perspective, one that
resituates the story beyond its dualisms, excluded voices, or singular
viewpoint. The idea is to reauthor the story so that the hierarchy is resituated
and a new balance of views is attained. Restory to remove the dualities and
margins. In a resituated story there are no more centers. Restory to script new
actions. (table 2-2).

These steps will be used as a way of presenting a critical discoulggisaohthe public
high school academic integrity policies in this study.
Recapitulation of Research Questions

The research questions for this study will guide the critical discoursesenaly

the 10 public high school academic integrity policies. The main research questiuis for
study is as follows:

1. What types of underlying values or imbalanced power relations, which
impede an ethic of care or sense of community in school, can be uncovered
through a critical discourse analysis (CDA) of current public high school
academic integrity policies?

To fully answer the main research question, it is important to address this subset of

additional questions:
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a. Which individual words and phrases within public high school academic
integrity policies portray students who commit policy violations as
criminals in need of punitive punishments by school administrators?

b. To what extent does the language of the academic integrity policy
encourage an imbalance of power in the discipline process by granting the
power to punish solely to school administrators?

c. Which underlying values of the academic integrity policy prevent schools
from employing an ethic of care and creating a sense of community
through the discipline process?

Population and Sample

The sample for this study is the academic integrity policies of ten public high
schools. The selection of these schools involved a search for schools which halye alrea
shown a commitment to focusing on academic integrity. The selected scleoalks ar
members of the high school Academic Integrity Network, facilitated byStheol for
Ethical Education (SEE). The following is the purpose statement of the network:

The purpose of the Academic Integrity Network is to encourage communication

between schools to advance policies and activities promoting academic integrity

as a character-education strategy in public, private or parochial secondary.schools

The Network information may also be used by SEE/CEP (Character Education

Partnership) to organize local or regional forums on academic integnityZpa
Of the over 40 schools that are current members, 20 of those are public high schools,
representing ten different states. To incorporate schools from a wide variety of

geographical locations, the decision was made to select one school from eachkrof the t
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states represented by the public high schools which are current members cddeene
Integrity Network, for a total of ten schools to be analyzed in this study. Soteg Gitdy
had one public high school, in which case this particular school was included in the
population sample. For those states with more than one high school, the decision was
made to select the school with the most progressive academic integrity poteyns of
emphasis on academic integrigghic of care andschool as community
Data Collection

All ten public high school academic integrity policies are in the public domain.
They are all published online, either as part of a school or school district handbook, or as
a separate document on the school or school district’'s website.

Data Analysis

First, this research study will present a full text analysis of efitte aen public
high school academic integrity policies. To do this, each policy will be examineuns te
of its organizational structure and by its overall content (or sections of conteen). the
next level of analysis will identify and examine various phrases or sendsasgfes
within the policy that contribute to the overall essence of the policy. Finally, dudivi
word choice within the policy—such as the use of “academic integrity” v. “atade
dishonesty”—will be analyzed. For the presentation of the analysis, similaregohill
be grouped together to provide a sense of how these policies compare with one another.

Second, this research study will focus on a discourse analysis anda criti
discourse analysis of the ten public high school academic integrity polictesil&
present the themes which represent the hidden ideas, beliefs, or agendas behind the wa

the policies were written. To fully understand the methodology of criticabulise
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analysis, one must look to the works of those who have written about this postmodern
methodology—specifically the work of Boje and Dennehy (1999)—discussed earlier i
this chapter. The CDA will be presented as a series of themes found withinghade

of the policies.

It is important to understand that the policies in this study are the result of
discourse within the schools on the topic of academic integrity. The policidgeare t
culmination of previous discourse, and will also shape future discourse on the topic after
the implementation of the policies. While the analysis of the policies is only areeqdie
the overall micro-cultures within each school, an analysis of the discoursedemaca
integrity as a whole does provide insight into the macro-culture of the soastiruction
of children in schools. Also, because these schools are leading the discourse micacade
integrity policies throughout the nation, it is especially important to enisatéhe
discourse is leading to policies written in the best interests of students.

Data Presentation for the Following Chapters

Chapter four will consist of a description and text analysis of all ten padyimol
academic integrity policies. Chapter five will present a discoursgsasand critical
discourse analysis of the policies discussed in chapter four, and will uncoves theme
related to the hidden constructs, ideas, or agendas behind the approaches taken and the
language used within these policies. Chapter six will serve as the conathsipter, and
will provide answers to the research questions, as well as ideas for tutlies selated

to academic integrity in high schools.
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CHAPTER FOUR: TEXT ANALYSIS
Introduction

Twenty public high schools from ten different states are members of the School
for Ethical Education’s Academic Integrity Network. For this study, one sdhaal
each of the ten represented states was selected to be part of thisdisitimatse analysis
(CDA). Of the ten states, some only had one public high school on the list, and other
states had multiple schools. The academic integrity policies of the pullist¢hgols
representing states with multiple schools were analyzed, and the most sivegpedicy
(in terms ofschool as communitgthic of care andbest interest of the childvas
selected for this study. The ten states represented span various geagiragions in the
country: Arizona, California, Connecticut, Florida, Maryland, Missouri, Neweyers
North Carolina, Pennsylvania, and Virginia.

In this chapter, a traditional text analysis of the documents will be presenged
foundation for the full discourse analysis and critical discourse anahB35)(@hich
will be presented in chapter five. This chapter will present each of the ten elasusand
provide a step by step traditional text analysis of the words, phrases, and ideas found
within the academic integrity policies. This text analysis will includexamination of
such things as the title of the policy, the length of the overall document, the major
categories or sections of the policy, the general concepts or ideas foumdtiettext,
and any important words, phrases, or sentences which provide insight into the overall
intent of the policy.

The purpose of this study is to uncover how public high school academic integrity

policies impede the fostering of the ethic of care and a sense of communitydhdbé s
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Hidden agendas and power struggles will be exposed through a critical discowsks anal
(CDA) of the policies, and problematic language will be evaluated within thextarft
what is in the best interest of students. However, before this can happen,@ahditi
text analysis of the documents must be presented to lay the foundation fogdine lar
discourse analysis on the topic of academic integrity.
Text Analysis of Four Policy Groupings

The ten academic integrity policies in this study can be grouped together into four
categories. The first category represents schools that do not have ang spadémic
integrity policy. Instead, discussion of the issue is imbedded in a larger idis@phtext.
Only one school in this study—Rickards High School (FL)—falls into this categbey. T
second group consists of schools with underdeveloped academic integrity poheies. T
schools include Mountain Pointe High School (AZ), Egg Harbor Township High School
(NJ), East Chapel Hill High School (NC), and River Hill High School (MD). Thelthir
category of academic integrity policies includes those schools with drzalifpolicies
which recognize the importance of addressing the issue of academiayribegdo so
by focusing on academic dishonesty, as opposed to academic integritgh®bks $n
this category are Woodside High School (CA), Seckman High School (MO), andiangl
High School (VA). Finally, the fourth group represents those progressivéegsolbich,
for the most part, aim to foster a sense of community, promote an ethic of cardp\and a
for a decision-making and discipline process in the best interest of students. Thes
schools include Radnor High School (PA) and Joel Barlow High School (CT).

A wide range of lengths of the policies in this study is one important factor to be

considered throughout the text analysis of the ten documents. For example, the four
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underdeveloped policies in this study are all one to two pages in length (with tihe Rive
Hill High School (MD) policy containing two additional charts). These arattyrériefer

than the seven page Langley High School (VA) and Radnor High School (PA) academic
integrity policies. However, while length is one factor to consider, it will bechiot this
chapter that length is not a determining factor in the progressive nathee mdlicies in

this study. While Langley High School (VA) and Radnor High School (PA) are th
longest documents, the Radnor academic integrity policy is greatly moregsogy In
addition, what is arguably the most progressive of all the documents—Joel Baglow H
School (CT)—is only three pages in length.

Another important factor which should be noted before proceeding with the
traditional text analysis is the various titles of the documents. Three dbthenents—
Rickards High School (FL), Woodside High School (CA), and Langley High School
(VA)—do not contain overall titles of the policies. The other seven documents alircont
titles which either use the word “honor,” “honesty,” or “integrity.” Three of thecjasl
are titled “Academic Integrity"—Mountain Pointe High School (AZ), SeckrHagh
School (MO), and Joel Barlow High School (CT). Three other policies use the title
“Honor Code” or “Honor Pledge”—East Chapel Hill High School (NC), River HillHig
School (MD), and Radnor High School (PA). The final school, Egg Harbor Township
High School (NJ), uses the term “Academic Honesty Policy” as a title. Whadst
surprising about the choice of titles is that all the documents chose to sdledbauised
on the concepts of honor, honesty, and integrity. However, what will be revealedthroug
the traditional text analysis is a shift in focus to academic dishonesty and cortesque

within the text of most of the documents. Perhaps the choice of title focused on the
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concept of academic integrity stems from the schools’ acknowledgement of the
importance of academic integrity, similar to the schools’ demonstratingga@tance of
the topic by joining the Academic Integrity Network.

While the methodology for this study is a critical discourse analysis (QD#ch
will be presented in chapter five, it is important to first provide a geaaadysis of the
documents as an introduction to the CDA. In this chapter, each document will be
presented and analyzed in terms of identifying the larger components and thesees pr
in the policies. While no formal methodology is used for this chapter, the work of
Titscher, Meyer, Wodak, and Vetter (2000) was consulted as a guide for presenting the
general analysis of the ten academic integrity policies in this study.
Embedded Policies

Schools that would fall into the category of using an embedded academicyntegrit
policy do not have a specific policy solely devoted to the topic. Instead, the issue of
academic integrity is delineated into a larger context, most commonly as & pf
discipline issues mentioned in an overarching school discipline policy. Embedding the
topic of academic integrity within a larger policy takes away from the itapoe of
acknowledging the issue in an important way, and fails to provide an avenue fangensur
that academic integrity is addressed in a meaningful way for all stutiénile many
schools embed their policies within the context of a larger discipline policyjat is
surprising that only one school of the ten for this study takes this approach. The reason
for this is that all schools for this study were selected based on membershipdhdbé S
for Ethical Education’s Academic Integrity Network, which promotes writivegningful

academic integrity policies.
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Rickards High School (FL). Rickards High School (FL) does not have an
academic integrity policy which stands alone. Instead, issues associdtedademic
integrity are mentioned in a larger discipline policy titled “Infracti®egjuiring
Informal Consequence.” The document states that teachers and adminigt@itats s
attempt to handle these disciplinary issues without invoking the school’s formal
disciplinary process. Here is the complete list of violations which fall insoctitiegory:

a. Tardiness (see also Board Policy 3.03)

b. Failure to return required forms

c. Failure to have required materials or equipment

d. Cheating or plagiarism

e. Unauthorized use of school property

f. Failure to report to class or leaving class without permission (see alsd Boa

policy 3.03

g. Stealing (minor theft)

h. Violation of school parking regulations

i. Violation of school bus rules of conduct

J. Inappropriate use of toys, games, telephones, electronic communicatiorsdevice

audio or videos during the school day.
The document does state that any serious violations of the above offenses will bé handle
separately under the formal discipline process, but no guidelines for how tohmake t
decision of the severity of an incident are given. The second section of the Rickards
High School (FL) policy focuses on “Informal Consequences” for the violatidesl lis

above. These informal consequences include the following:
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a. Confiscation of contraband items and/or direct discussion with student and/or
parent/guardian, in order to work out a problem. In cases where it is
appropriate, Student Services staff or outside social agencies may Hercalle
for assistance in this procedure.

b. A written warning or reprimand to a student and parent/guardian from the
teacher, or if deemed necessary, from the principal or designee.

c. Class reassignment may be imposed during school hours by the principal or
designee. The student may be assigned for a period of time, determined by the
principal or designee, to an alternative classroom under the direction of a
certified teacher. Regular academic instruction shall continue in this
classroom.

d. School detention may be imposed for a limited period of time with a maximum
of one hour a day unless extended at the parent/guardian request. A period of
detention may not begin without one day’s notice to the student and
parent/guardian and a student shall be detained only under the supervision of
school personnel.

e. School privileges may be withdrawn by the principal or his designee. These
may involve field trips, co-curricular activities, school government and school
social events as well as other functions.

f. Referral may be made to a dispute resolution program, if available.

g. Probation or other consequences may be imposed in lieu of suspension.

It is important to note that none of the proposed consequences are directly related to

issues associated with academic integrity in any way.
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Rickards High School (FL) is the only school in this study which embeds its
policy within a larger discipline policy. The school’s policy lists “cheabnglagiarism”
under a section titled “Infractions Requiring Informal Consequences.” Otlogplohe
issues listed in the same section include “tardiness,” “failure to returmeedarms,”
“violation of school parking regulations,” and “violation of school bus rules of conduct.”
A list of possible informal consequences includes written warnings, cEssgement,
school detention, withdrawn school privileges, and discipline referral. By placing
cheating and plagiarism with other issues which do not warrant the same level of
seriousness or need for corrective education, the school fails to acknowledge the
importance of promoting academic integrity in a meaningful way throughouttibelsc
Underdeveloped Policies

The main characteristic of the underdeveloped category of academigynteg
policies is the brevity of each one. While the topic of academic integsgparated out
from other discipline issues, the four policies in this category simply progdaexal
overview of the topic and few specifics. Three of the schools take the traditional
approach of focusing solely on cheating as a discipline issue in need of punishment. T
fourth school, River Hill High School (MD), takes a progressive approach and introduces
concepts that promote an ethic of care and a sense of community in handling academi
integrity situations in ways that are in the best interest of the students involved.

East Chapel Hill High School (NC). The East Chapel Hill High School (NC)
academic integrity policy is a short policy which begins with the definition cftoige

“Cheating is the act of gaining an unfair advantage, or misrepresenting one’s
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knowledge.” The policy then continues with a long list of actions which constitute
cheating:
e Wrongfully using or taking the ideas or work of another, including:
1. Giving or receiving unauthorized aid from another person on assignments,
papers, quizzes, tests, or examinations.
2. Plagiarizing
3. Giving or receiving advance information about quizzes, tests, or
examinations.
e Using or consulting unauthorized materials or using unauthorized devices on
papers, quizzes, tests or examinations.
e Using any portion of a paper or project to fulfill the requirements of more than
one course, unless the student has received prior permission to do so.
e Intentionally misrepresenting the need for extra time on any assignment,
paper, quiz, test or examination, in order to gain more information.
¢ Choosing to be absent on the due date of a paper, project, quiz or test.
e Lying about any of the above.
Then, the document concludes with a statement about consequences for any of the above
actions:
Violating the honor code will result in a “0” (zero) for the work in question. In
addition, cheating may jeopardize admission to the National Honor Society and
one’s ability to obtain college recommendations. The Integrity Committee may

suggest additional consequences for cheating.
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The primary consequence for dishonest actions is a zero on the assignment in question.
This guaranteed consequence is followed by a list of possible additional conseguence
including risking National Honor Society and college recommendations. Incaddite
document mentions that the academic integrity committee for the school may iss
additional sanctions, though nothing else about the academic integrity comsnites
mentioned in the policy.
Mountain Pointe High School (AZ). The academic integrity policy for
Mountain Pointe High School (AZ) begins with a discussion of the virtues of honesty and
integrity, and points to the students’ responsibility to uphold academic integrity:
Honesty is a foundation value for success in career and life. Each student has an
obligation to think and act with honesty and integrity, and respect the wishes of
teachers and others in carrying out all academic assignments. Mountainhasinte
established an Honor Code that all students will sign and be expected to know and
follow. Academic integrity encompasses any academic project, paper,
performance, quiz, exam or any other work assigned by a teacher foeagrad
credit (including optional credit). Cheating, fabrication and plagiarise (se
definitions below) are all forms of academic dishonesty that will not be tederat
This statement in the document makes it clear that all students must sign the honor code
and abide by it at all times. Then, the policy clarifies that the code appli¢$yjoesl of
graded assignments given by the teachers.
Next, the policy outlines the definitions of what the school has identified as the
three most critical topics associated with the concept of academidtyxtegheating,

fabrication, and plagiarism:
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» Cheating Using or attempting to use unauthorized materials or technology,
unauthorized group work, information or study aids in any academic exercise
or assignment.

» Fabrication involves the falsification or invention of any information or
citation in an academic exercise or assignment.

» Plagiarisnrefers to using another’s words, ideas, materials or work without
acknowledging and documenting the source. Students are responsible for
knowing the rules governing the use of another’s work, and for
acknowledging and documenting the source appropriately.

Then, similar to the East Chapel Hill High School (NC) policy, the Mountain Poigte H
School (AZ) academic integrity policy concludes with a statement of thegqoesces
for not upholding the standards of the policy:

Violations in carrying out class assignments, including the inappropriate use

the internet, cell phones, PDAs, calculators, or any other technology, swill ire

disciplinary consequences. The first offense results in a zero on test/work and up

to 5 days of ISS; second offense, in that class or any other class over the four

years, results in withdrawal from class with an “F”.

The document states that first time offenders will receive a zero on tgerasat or test
and could also receive five days of in-school suspension. The second offense at any point
during one’s high school career will result in an automatic failing gpademmediate
removal from the course.
Egg Harbor Township High School (NJ). The Egg Harbor Township High

School (NJ) academic integrity policy begins with three sentencesrédattee school’'s
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expectation that students must show honesty and integrity in all the work they submit
teachers:
Students are expected to demonstrate honesty and integrity while in attemdance
Egg Harbor Township High School. Each student is expected to do his/her own
work. All work submitted by a student should be a true reflection of his/her own
effort and ability. Any deviation from this standard is considered unacceptable
academic behavior.
The document then uses bold font to emphasize the phrase “unacceptable academic
behavior” when referring to cheating. The policy continues to emphasize thevaegat
impact of cheating:
Cheating is representing someone else’s work as one’s own. Any form of
cheating, to any extent, is wrong. This improper conduct is a disservice to one’s
own educational program, as well as to that of others. Whether you give or
receive information during an examination or on certain assignments, the offense
is the same, and you will receive a zero (0) for the work. Parents willalso b
notified.
As stated in the above quote, the opening paragraph related to cheating concludes b
explaining that all student violations will result in a grade of zero, and thattpavel be
notified of the incident.
The second and final paragraph of the policy emphasizes the role of the teacher
being the sole “arbiter” in making decisions related to student academidgtintegr

violations:
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The classroom teacher is the arbiter as to whether or not cheating hasdccurr
Incidents of plagiarism must be judged by the teacher, as always, in lighabf w
the teacher has taught and what the teacher expects the student to know. The
teacher will report all instances of cheating that involves formal andjor ma
assignments to the appropriate school counselor(s)mirienum penalty for
cheating is a “zero” for the submitted work, and this applies to any student
involved. AP/Honors students may be dropped from the Honors program if a
second incident occurs.
Again, it is restated that all students involved in any situation of academic dighaties
be given a grade of zero. The last sentence mentions that students in the Honars Progr
may be removed from honors or Advanced Placement courses if a second violation
occurs, perhaps signaling the school’s struggle to manage academic dishongstgrin hi
level courses.
River Hill High School (MD). The River Hill High School (MD) academic
integrity policy is divided into four parts—honor pledge, honor council, level one and
two violations, and level one and two consequences. The entire policy begins with a one
sentence honor pledge: “On my honor, | have neither given nor received unauthorized
aid on this assignment.” While this pledge focuses on not making the wrong decision, it
is the description of the honor council which shifts the focus to making the right decision.
Here is the detailed description of the responsibilities of the honor council:
Thirteen student members serve on the RHHS Honor Council, dedicated to
promoting and upholding integrity among the student body. The HC is

responsible for three main objectives:
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1) Provide guidance and assign consequences to students who have violated
RH Academic Integrity Policy
2) Develop educational tools that will foster academic integrity
3) Strategically develop and implement RHHS academic integrity standards
The Honor Council is a student-to-student organization, created to improve the
academic integrity environment through a grassroots effort. Those who tammi
Level | violation may appear before the student HC.
The document then continues with a description of the violations and consequences that
are considered to be level one and two offenses:
Level 1 Violations
1. Copying, or allowing another student to copy, assignments or ideas
2. Lack of internal citations, or omitting citations, within a given assignment
(Including a bibliography is not adequate)
3. Using another person’s ideas without offering proper citation
Level Il Violations
1. Cheating on exams or quizzes
2. Buying or copying an essay assignment and submitting it as one’s own
3. Using an assignment from a student who previously took the class, or
using an assignment you completed for another class
4. Any intentional violations not listed
As stated above, the level one offenses include copying work and omittingnsfatnd
level two offenses include cheating on tests, buying a paper, and obtainirsggamast

from someone who previously took the course. The consequences for level one violations
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include not receiving credit for the assignment as well as parent conthtihean
consequences for level two offenses include Saturday school, suspension, and
jeopardizing membership in National Honor Society.

Summary. The academic integrity policy for East Chapel Hill High School (NC)
is labeled as an “Honor Code.” However, the policy is very brief and does not ever use
the wordintegrity or provide any explanation or definition lednor. Instead, the policy
begins with a definition of cheating, follows with more specifics about ¢lggatnd then
lists possible consequences for cheating. The last line of the policy stategstience of
a school “Integrity Committee,” which hints that the school’s approach to the topic ma
be much more extensive that the policy implies.

Mountain Pointe High School (AZ) uses an academic integrity policy/honor code
that begins with an explanation of honesty, followed by definitions of cheating,
fabrication, and plagiarism. This policy has some of the more severe conseqid¢hees
ten policies in this study—a zero on the assignment and up to 5 days of in-school
suspension for the first offense, and an automatic withdraw from a classlampdgiede
for any second offense during high school. Again, the brevity of this policy hinders it
from becoming a tool for educators to actively use in promoting academic intagity
helping students who do participate in situations of academic dishonesty learhdmom t
mistakes.

The academic integrity policy for Egg Harbor Township High School (NJ) is the
least specific of the four underdeveloped policies. The two-paragraph poliog et
general discussion of expectations of honesty and disapproval of cheatingcdrne se

paragraph explains that the teacher is the sole “arbiter” in making decationt
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incidents of cheating. Also, this is the only policy which mentions the possibilityirad be
removed from AP/honors classes for incidents of cheating. The overall voice coming
from this policy is a frustrated teacher who wants the power to make sure students w
participate in situations of academic dishonesty are punished for their witargachis
voice will be examined in great detail in chapter five.

The academic integrity policy for River Hill High School (MD) is
underdeveloped in that it does not have a purpose or philosophy statement, and does not
provide any definitions of key concepts. The majority of the policy focuses on level one
and level two violations, and the sequence of consequences at each level. However, what
makes this policy progressive in nature is its inclusion of an honor council as part of the
discipline process. Instead of having school administrators as the sole voice in
administering consequences, the school has established a 13 student member honor
council that is responsible for three aspects of the school’'s approach to academic
integrity: “Provide guidance and assign consequences to students who have vidlated R
Academic Integrity Policy; Develop educational tools that will fostadamic integrity;
Strategically develop and implement RHHS academic integrity stantddgisncluding
students on an honor council, and giving other students who participate in acts of
academic dishonesty the opportunity to discuss their situation in front of thesy eser
school is providing opportunities to approach the topic of academic integrity with an
ethic of care in mind. It is the inclusion of such an honor code of student members which
makes it inherently different from the other policies presented thus far, ants signa
focus on the well-being, learning, and growth of the students, thus fostering thef ethic

care throughout the school community.
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The four underdeveloped policies simply do not provide enough information to
begin to make an impact on the promotion of academic integrity within the school.
Perhaps these schools do promote academic integrity in other ways separdtef
academic integrity policy itself, as may very well be the case. Howénestudy aims
to promote academic integrity through employing an ethic of care and figséesense of
community, and advocates accomplishing this through the language of policy. Each
policy is the dominant voice of the discourse on academic integrity within the school, and
by developing strong policies focused on academic integrity, schools can then use the
policy as a curriculum tool to educate students on the importance of upholding the values
surrounding the concept of academic integrity.

Traditional Policies

Policies which fall under the traditional academic integrity policggaty are
considered to be fully developed policies which provide a philosophy or purpose,
definitions of academic dishonesty, and address corrective action fortstuiérat
makes these traditional is their focus on cheating as a discipline issue in sedfd of
punishment and severe consequences. The majority of these policies focus on defining
cheating and explaining the consequences, with little explanation of acadegrity.

They also do not provide any kind of educational component to the discipline process.
Also, theses policies use the traditional approach of delineating the dispigoeziures
for handling academic integrity violations solely to the teacher and schouolisulators.

Woodside High School (CA).The Woodside High School (CA) academic

integrity policy begins with an opening philosophy statement focused on upholding the

values associated with academic integrity
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The Mission and Expected Schoolwide Learning Results of Woodside High
School advocate high standards in ethical behavior as well as scholarship.
Academic honesty is an integral component in fostering self-respectyetiset
and positive relationships among all stakeholders in our school community. Our
Academic Integrity Policy is intended to clarify the expectations we far all
students to maintain an ethical climate at Woodside that values honesty, effort and
respect for others.
The opening statement then continues by discussing the various pressures stoeents f
which may lead to decisions to cheat:
This policy also delineates the consequences for students if they do not meet thes
expectations. While there can be a variety of pressures or temptations forsstudent
to consider cheating or plagiarism, including time constraints, parental
expectations, the actions of peers and poor preparation for exams, none of these
pressures justifies either behavior. The staff at Woodside values leahung
grades and strives to communicate to students that their best effort isevhat w
expect. Cheating in any form detracts from the value and purpose of education.
However, the school takes a strong stand against such excuses with the stasgment
“cheating in any form detracts from the value and purpose of education.” Theacent
clarifies the school’s strong stance against academic dishonesty, ai stégje for the
rest of the policy to focus on the academic dishonesty, as opposed to promoting academic
integrity.
The document continues with a list of examples of cheating, including copying an

assignment or test, allowing other students to copy, submitting the sanrmeresgignore
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than once, and collaborating on an assignment when instructed not to do so. The
document also contains a list of examples of plagiarism, which include failute to ci
sources, turning in another’s paper as your own, and summarizing another’s wotk witho
giving credit to the author:
Cheating is a form of academic dishonesty in which an individual undermines the
integrity of an assignment or exarixamples of cheating include, but are not
limited to, the following:
e Copying an assignment or test.
e Allowing others to copy an assignment or test.
e Giving or receiving test information.
e Using unauthorized resources during an assessment.
e Submitting the same assignment or presentation more than once.
e Working on and/or completing an assignment collaboratively without
teacher authorization.
Plagiarism is a form of academic dishonesty in which an individual submits or
presents the work of another person as his or her own. Plagiarism exists when
e There is no recognition given to the original author for phrases, sentences,
and ideas of the author incorporated in a paper or project.
e A portion of a document is copied from an author, or composed by another
person, and presented as original work. Examples of plagiarism include,
but are not limited to, the following:

e _Presenting another author’s entire work as your own.
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e Copying a summary from another source and incorporating it into your
work.
e Submitting an essay or story written by another student as your own.
e Using another author’s sentences or phrases without using quotations
and/or citing your source.
Compared with the underdeveloped policies, the Woodside High School (CA) academic
integrity policy goes into great detail explaining the definitions of ahgaind
plagiarism. However, the document fails to do the same thing for the concepteahacad
integrity.

When presenting consequences, the Woodside High School (CA) academic
integrity policy gives sole discretion to the classroom teacher to makietisgon on
issues of academic dishonesty: “The teacher’s professional judgmedeteilinine
whether or not a student has cheated or plagiarized. It is the responsibhigystdident
to avoid any action or situation that may cause teachers to believe thishadlibgen
violated.” Then, procedures for administering consequences are presented:

1. For any violation, automatic consequences include the following:

e Teacher will assign a failing grade for the assignment.

e Teacher initiates parent/guardian contact.

e Teacher will inform the student’s other teachers and counselors of the
student’s behavior.

e Teacher will write a referral to the appropriate AVP.

e AVP’s office will document the referral and inform the teacher of any

previous violations on file.
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2. Consequences for repeat or severe violations may also include the fallowing
Note — in these cases the instructor will consult with the department
chairperson andhe AVP to determine an appropriate course of action. The
normal appeal procedsr disciplinary issues will still be in effect. Any of the
following actions require thapproval of the administrator, teacher, and
department chairperson. The parents Ww#l notified, and the action will be
documented in an Academic Integrity Policy filewesdl as the student’s
discipline file. The file will be consulted prior to resolving @eyere case to
facilitate consistent enforcement of the policy. The AIP file widMaglable to
certificated staff.
e Suspension and/or removal from class.
e Suspension from school (including extra-curricular activities).
e Departmental refusal to provide letters of recommendation
e Rescindment (by original writer) of previously written letters of
recommendation or notification of unethical academic conduct sent to
prospective colleges.
As stated above, the consequences include the student receiving a failinghdrade a
parent contact for the first offense. For a second offense, the document progosss ser
sanctions including suspension, removal from class, removal from extracurricular
activities, refusal to provide letters of recommendation, and rescinding prigwotten
letters of recommendation.
Seckman High School (MO).The academic integrity policy for Seckman High

School (MO) begins with a statement about the school’'s commitment to “greatin
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responsible life-long learners” and then shifts focus to academic dishasesty
discipline situation:

Academic integrity is an essential element to Seckman High School’sqyhips

and practice of promoting academic excellence and creating respoifsitdad

learners. For an academic institution to be successful, an honor code and

consequences for violating the honor code must be established. Cheating,

dishonesty, and plagiarism will not be tolerated at Seckman High School.
The policy then continues with definitions of the wocteating integrity, and
plagiarize with each definition taken from Webster’s dictionary:

e Cheating (noun): the act of fraudulently deceiving; obtaining property from
another by the intentional active distortion of the truth; the practice of fraud or
trickery; violating rules dishonestly

e _Integrity (noun): firm adherence to a code of values; the quality of being
complete or undivided; honesty

e Plagiarize (verb): to steal and pass off the ideas or words of another as one’s
own; to use without crediting the source; to commit literary theft; to present as
new and original an idea or product derived from an existing source.

The fact that these definitions were taken from Webster’s dictionary, aedaeeither
written by the students of the school or taken from a source focused on academic
integrity, shows the school’s lack of awareness to fully grasp the depth of tleptohc
academic integrity.

The policy continues with a lengthy discussion on the reasons why it is important

not to cheat. These statements read like a casual conversation from studeheio aea
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again signal the lack of attention and effort from the school to carefully canstsoand
policy on academic integrity. The following is the corresponding statenmnitfre
Seckman High School (MO) academic integrity policy:
Academic integrity means doing schoolwork honestly. Students should do their
own work to the best of their ability. However, students are sometimes
legitimately unsure about what is acceptable and what isn’t. Teacheld shou
clearly communicate their expectations to students, and make every effort to
avoid situations in which students are confused about how they are expected to
meet assignment requirements. Good relationships between people are based on
trust; cheating violates that trust. Getting a high school diploma is supposed to
mean that you’'ve demonstrated certain skills. When you pick up that diploma,
you will want to know that you've earned it legitimately, not cheated yauyrte
it.
Following this, the policy launches into a lengthy description of plagiaristhpeesents
a list of possible violations:
Plagiarism is the use of and representation of other people's words and ideas, in
whole or in part, as your own work. This definition applies to words or ideas
takenwithout proper acknowledgementfrom another source. Examples of
plagiarism include:
e Paraphrasing ideas from any outside source without proper
acknowledgement.
e Submitting in whole or in part a paper written by another student.

e Submitting in whole or in part an assignment written for another course.
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e Submitting other’s experimental data, foreign language translations,
music, computer programs, etc.
e Allowing one's essay, assignment, or test answers to be copied by another
student.
The final line of the entire policy mentions that violations of the academriityte
policy will be divided into two levels, as “determined by the importance of the
assignment and premeditation of the student.” Similar to previous policies pesent
this chapter, a lack of clarity exists in distinguishing between level onesidi®
violations.

Langley High School (VA). The Langley High School (VA) academic integrity
policy opens with a list of guiding principles for the school’s philosophy regarding
academic integrity. The opening statement and three fundamental prinogpées ar
follows:

The Langley High School community embodies a spirit of mutual trust and

intellectual honesty that is central to the very nature of the school, and represent

the highest possible expression of shared values among the members of the school
community. The fundamental beliefs underlying and reflected in the Honor Code
are:
« that trust in a person is a positive force in making that person worthy of
trust,
« that every student has the right to live in an academic environment that is

free from the injustices caused by any form of intellectual dishonesty, and
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« that the honesty and integrity of all members of the school community
contribute to its quest for truth.
These fundamental principles lead to a purpose statement for the overall polatyjsvhi
to communicate to students the importance of upholding academic integrity, and to
impose sanctions for violations:
The functions of the Honor Code are to communicate the meaning and importance
of intellectual honesty to all students of the school; to articulate and support the
interest of the community in maintaining the highest standards of conduct in
academic affairs; and to identify, sanction, and educate those who fail to live up to
the stated expectations of the school community with regard to these standards.
While the first phrases of the above purpose statement signal a commitment tadke va
surrounding academic integrity, it is the second part of this purpose statemdnt whic
focuses on academic dishonesty that dominates the rest of the policy.
The next section of the policy begins with an introduction of the school’s Honor
Code and Honor Council:
The Honor Code is the school policy which defines the expected standards of
conduct in academic affairs. The Honor Council is the school body charged with
enforcement of the Honor Code. The student body and faculty at Langley High
School will not tolerate any violation of the Honor Code.
Then, the policy continues with a lengthy description of the definition of cheating,
followed by numerous examples including talking or using gestures duringaam ex
copying another’s work, passing notes during a test, unauthorized use of notes,

sabotaging another student’s assignment, and misuse of computers:
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Cheating includes the actual giving or receiving of any unauthorized aid or
assistance or the actual giving or receiving of any unfair advantagey éoramof
academic work, or attempts thereof. Such acts include, but are not limited to:
e deception;
o the use of talking, signs, or gestures during a quiz;
e copying from another student or allowing the copying of an individual
assignment;
e passing test or quiz information during a class period or from one class
period to members of another class period with the same teacher;
e submission of pre-written writing assignment at times when such
assignments are supposed to be written in class;
« illegally exceeding time limits on timed tests, quizzes, or assignments
e unauthorized use of study aids, notes, books, data, or other information;
e computer fraud;
e sabotaging the projects or experiments of other students;
e use of electronic devices during an assessment.
This is followed by an explanation of plagiarism, which includes having somesme el
write a student’s paper, or failing to provide appropriate citations for sousees
Plagiarism includes the copying of the language, structure, programming,
computer code, ideas, and/or thoughts of another and passing off the same as
one's own original work, or attempts thereof. Such acts include, but are not

limited to:
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e having a parent or another person write an essay (including the purchase
of works on-line) or do a project which is then submitted as one's own
work;

« failing to use proper documentation and bibliography (Langley High
School employs a plagiarism detection service through Turnitin.com).

Next, the definition for falsification is presented, which includes forgery, tangpeith

academic records, giving false information to a teacher, or faking illoes®id a test:
Falsification includes the statement of any untruth, either verbally oritimgyr
with respect to any circumstances relevant to one's academic worleropistt
thereof. Such acts include, but are not limited to:

« the forgery of official signatures;

« tampering with official records;

« fraudulently adding, deleting, or manipulating information on academic
work, or fraudulently changing an examination or other academic work
after the testing period or due date of the assignment;

« lying or failing to give complete information to a teacher;

« feigning illness to gain extra preparation time for tests, quizzes, or
assignments due.

Finally, the concepts of stealing and cell phone use in terms of academiityiraegr
discussed:
Stealing includes the taking or appropriating without the right or permission to do

so and with the intent to keep or make use of wrongfully, the school work or
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materials of another student or the instructional materials of a teacher.c&ich a
include, but are not limited to:

e stealing copies of tests or quizzes, illegitimately accessingdbbdes

answer key for tests or quizzes;

« stealing the teacher's edition of the textbook;

« stealing another student's homework, notes, or handouts.
Access to cell phones during assessments is prohibited; students should not bring
cell phones to any testing situation. If your phone makes noise, or it is segn at an
time (including breaks) the device will be confiscated, and it will be considered an
honor code violation. This policy also applies to any other prohibited digital
and/or electronic device, such as:

o Blackberry

o Pager
« PDA
e iPod

o Camera or other photographic equipment

e A separate timer of any kind.
The lengthy list of infractions related to academic dishonesty sigaalgi¢y High
Schoaol’'s (VA) emphasis on academic dishonesty as the primary concern of tye g®li
opposed to promoting academic integrity. In fact, the lengthy list of rulessegread
like a list of laws, especially when coupled with the upcoming list of procedurdsofe
suspected of violating the honor code, as well as the list of consequences for those found

guilty of violations.

124



Students who have been suspected of an honor code violation are given three
options, and they must choose one as part of the discipline process. Here are the
procedures for those suspected of a violation:

If a student is suspected of violating the Honor Code, the teacher will complete an

Honor Code referral. The student will be given a copy of the referral in order to

complete his/her portion of the referral. The student must also obtain a parent

signature on the referral. The referral must be returned to the reporthgrtea
within 48 hours of receipt. The student will choose from one of three options on
the referral:

« Acknowledge that he/she violated the Honor Code and accept the penalty
imposed by the Honor Council.

« Acknowledge that he/she violated the Honor Code and accept the penalty
imposed by the Honor Council; however, the student requests the
opportunity to speak to the Honor Council before a final penalty is
imposed.

e Maintain that he/she did not violate the Honor Code and request an
investigation and hearing be conducted by the Honor Council.

The student can also attach a written statement to the referral. Questions

concerning an Honor Code referral must be directed to the Chair of the Honor

Council. The Honor Council will hear the student’s case, when applicable, and

then render a decision. Appeals of the Honor Council decision are made to the

administration.
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Students will then be given consequences, according to the number of acadenitg integr
violations they have committed during high school. First offense consequences include
receiving a zero on the assignment in question, as well as being removed from honor
societies and class officers, if applicable. Students committing a seconskeofiél be
assigned additional community service hours to complete, and Saturday school will be
assigned for a third offense. A fourth academic integrity violation will téswut of
school suspension. Here is the entire list of consequences that the Honor Council may
select in determining the punishment for a violator of the Honor Code:
First Offense:
« The assignment receives a grade of zero.
« Student will be excused from any honor societies that he/she is a current
member of and may be excused from class office.
« Student may not apply to any honor societies or run for any SGA/class
office for 12 months after the first offense.
« The violation is kept on file by the chair of the council but is not placed in
the discipline or academic record.
Second Offense:
« The assignment receives a grade of zero.
e The student will be assigned community service hours.
e The student’s guidance counselor will be notified that a second offense
has occurred.
o Student will be excused from any honor society that he/she is a current

member of and will be asked to resign any SGA/class office.
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« Student is ineligible to apply for any honor societies or run for any student
offices for the remainder of his/her high school career at Langley High
School.

« The violation is kept on file by the chair of the council but is not placed in
the discipline or academic record.

Third Offense:

« The assignment receives a grade of zero.

e The student will be assigned community service hours and a discipline
referral, for Saturday School detention, will be given to the grade-level
administrator.

« Violations become a part of the student’s discipline and academic record.

Fourth Offense:

e The assignment receives a grade of zero.

e The student is assigned community service hours and a discipline referral,
for a one-day out-of-school suspension, will be given to the grade-level
administrator.

Subsequent Offenses:

e The assignment received a grade of zero.

e The student will be suspended out-of-school from two to ten days.
Violations of the honor code are cumulative (they do not reset at the beginning of
a new school year).

Again, the sheer length of the list of consequences signals the school’s inteissenfoc

catching and punishing those students who violate the Honor Code, as opposed to
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educating students on the values surrounding academic integrity, and the importance of
upholding such values at all times.

Summary. The academic integrity policy for Woodside High School (CA)
begins with a philosophy and purpose statement which ties the school’'s commitment to
academic integrity to the school’s mission statement and school commurstghdni
followed by a lengthy list of definitions of academic misconduct, categbbyeheating
and plagiarism. Finally, another lengthy list of consequences and proceduiressoutl
what happens once a violation is committed, and the responsibility of the teacher,
department chairperson, and administrator is stated as well. This potiepetsions the
possibility of notifying prospective colleges of academic integrity viohesti

The Seckman High School (MO) academic integrity policy also begins by
establishing a need for promoting academic integrity as part of the scrohatatienal
philosophy. While the policy does weave in some discussion of the meaning of integrity
the emphasis remains heavily focused on the cheating and plagiarism, witlt specif
examples of each. The second major section of the policy details the differemsssnbe
level one and level two violations, as well as the corresponding punishments for each
level. The most severe consequence for students with three or more violatidoiesawil
list of offenses mailed with all transcripts requested.

The academic integrity policy for Langley High School (VA) begindait
purpose statement section which emphasizes a “spirit of mutual trust” withichtba s
community, and explains the importance of upholding the school's honor code in a series
of fundamental beliefs. However, the policy shifts focus to a lengthy exjularcdt

honor code academic violations, including cheating, plagiarism, falsifidgtroy/
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stealing, and cell phone use. Finally, the policy concludes with a sequential list of
consequences for each violation. The policy contains extensive legal and judicial
language, evoking a sense of justice throughout. The one progressive aspect afythe pol
is the inclusion of an honor council, which will be discussed in chapter five.

One clear difference between the four underdeveloped policies and the three
traditional policies is the depth of the discourse which led to the creation of thegolici
While the underdeveloped policies lack important explanation and detail, the traditional
policies fully explain the school’s perspective and focus on the topic of academic
integrity, and signal a culmination of important discourse within the school. However
these three policies place an abundance of focus on academic dishonesty as a school
discipline issue in need of swift punishments by school officials. What is lackihg in t
end is a counter discourse on the meaning and importance of academic integrity and the
necessity of upholding similar values.

Progressive Policies

The academic integrity policies categorized as progressive breléweloped,
detailed policies which explain and encourage academic integrity, educate about
academic dishonesty, invoke a sense of community around the topic, and strive for an
ethic of care in the discipline process. These policies move beyond consequences and into
the realm of impacting an entire school culture. While the strength of thesepolici
cannot be understated, it is important to note that the two policies in this category do
contain problematic language that will be addressed later in the critical dis@nalysis

(CDA) section in chapter five.
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Radnor High School (PA). The academic integrity policy for Radnor High
School (PA) starts with a purpose statement which sets the tone for the reroathder
policy:
The Radnor Township School District community holds the pursuit of knowledge
in high regard. To support this pursuit, we believe that honesty, integrity, respect,
and responsibility must be present among students, teachers, administrators, and
parents/guardians. This Academic Honor Code outlines basic requirements and
responsibilities, and is to be used to guide principled conduct in academic
performance.
The policy then follows this purpose statement with short definitions and examphes of t
four core pillars of Radnor High School’s (PA) academic integrity philosophy—tyones
integrity, respect, and responsibility:
HONESTY
e Tell the truth
e Present your own work only
e Give credit for all sources
INTEGRITY
e Act in accordance with high moral principles
e Cooperate with efforts to maintain high moral principles
e Encourage high moral principles in others
RESPECT
e Consider each action as a chance to gain trust

e Create a community that values learning and learners
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e Demonstrate self-respect
RESPONSIBILITY
e Be willing to own what you do and say
e Embrace and advance the common good of our community
e Have the courage to do what is right
Next, the policy continues with statements of expectations for each constitnehe
school—student, teacher, administrator, parent/guardian, and honor council. These
statements are important because they set forth the various expectatiorisatitht
each person has in upholding the values surrounding academic integrity within the
school:
EachSTUDENT will maintain and support academic integrity at RHS by:
e completing all assigned work, activities and tests in an honorable way that
avoids all cheating, lying, and stealing
e understanding the school-wide Academic Honor Code policy and
individual teacher assignment guidelines
e clarifying with the instructor anything that may be unclear about an
assignment, with respect to how the Academic Honor Code may apply to
it
e participating in the further development in the Academic Honor Code
during the student’s high school career
e encouraging other students to make appropriate use of their work

EachTEACHER will maintain and support academic integrity at RHS by:
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e presenting the school-wide Academic Honor Code principles, in some
clear written form, to show how they apply to that teacher’s class,
including guidelines for working on assignments in that class

e reporting (to an administrator and school counselor) violations of the
Academic Honor Code that are serious enough to have incurred discipline
in that teacher’s class, and following through on the directives of the
administrator

e maintaining the integrity of the testing process

e explaining the use of permissible study aids — including tutors — in
coursework

e checking student papers for plagiarism

e encouraging students to make appropriate use of their work

EachADMINISTRATOR will maintain and support academic integrity at RHS
by:

e making available to all students, teachers and parents a copy of the
school’'s Academic Honor Code

e facilitating ongoing conversations and reflection about the Academic
Honor Code

e administering fair and consistent consequences for offenses of the
Academic Honor Code

e maintaining records of Academic Honor Code offenses

e reporting de-identified violations of the Academic Honor Code to the

Honor Council to be used as a tool for further teaching and reflection
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about academic hondn this context, a “de-identified” record is one in
which the identity of angtudent(s) involved will be kept confidential

e encouraging students to make appropriate use of their work

EachPARENT/GUARDIAN will maintain and support academic integrity at
RHS by:

e becoming knowledgeable about the school-wide Academic Honor Code
and guidelines for individual teachers’ classes

e helping the student understand that the parent values Academic Honor and
expects the student to comply with the school’s rules of Academic Honor
supporting the imposition of consequences if the Academic Honor Code is
violated

e encouraging students to make appropriate use of their work

Each member of thdONOR COUNCIL will maintain and support academic
integrity at RHS by:

e organizing education sessions, to be held every fall and throughout the
school year, to help all students understand the Academic Honor Code,
suggest ways to act honorably in difficult situations, and provide a forum
through which students can contribute their comments and questions to the
ongoing discussion about academic honor at RHS

e reviewing the Academic Honor Code each spring, considering teacher,
student, administrator, and parent input

e maintaining “de-identified” records of Academic Honor Code offenses

e maintaining confidentiality
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e encouraging students to make appropriate use of their work
As outlined through this list of responsibilities for each stakeholder in the school
community, Radnor High School (PA) believes it is essential for academic integoe
a value that is understood and upheld by all members of the school, thus fostering a sense
of community among all those involved in the educational progress of the students in the
school.

The policy then changes focus to provide definitions and examples of the
prohibited behaviors. The document includes a lengthy list of examples of what it means
for students to cheat, to lie, and to steal:

1. To cheat To violate or to intend to violate the rules deliberately for one’s

own gain in academic, extracurricular, or other school work in order to (or

with the intent to) gain an unfair advantage (American Heritage Dictionary

326). With regard to academic performance, conduct that consthéatng

or the intention taheatincludes, but is not limited to, cases illustrated by the

following examples:

o Unpermitted collaboration on assigned work, or work submitted by any
student, including but not limited to papers, projects, products, lab reports,
other reports, and homework

o Unauthorized use of a cheat sheet, marks/writing on bodybody, teacher
textbook, formula, note-card or notes, calculator/computer, cell phone,
iPod, Blackberry, or any other technological device that would

inappropriately enhance one’s work
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e Creating a disadvantage for another student by hoarding or by sabotaging
materials or resources

e Unauthorized prior knowledge and/or use of tests, quizzes, midterms,
finals, or other assignments

« Having another individual take a test or prepare an assignment, or assist in
the test or assignment without approval

« Sending or receiving unauthorized information through hand signals or
other gestures, talking, text messaging, looking at someone else’s test,
showing your own test, or (during an in-class essay) using e-mail

. To lie: To make a statement one knows (or reasonably should know) is false,

with the intent to deceive or with disregard for the truth; to give a false

impression (Webster's New World Dictionary 780). Lies can be made

verbally, in writing, or by gestures that are intended to convey a false

impression or understanding. With regard to academic performance, conduct

that constitute$ying includes, but is not limited to, cases illustrated by the

following examples:

o Fabrication of data or information (i.e., making it up)

« Falsification of data or information (i.e., falsely changing the result

« Forgery of signature on documents for school record

« Changing a grade or attendance record in a teacher’s grade book or in the

attendance records

135



e Making statements that you know or reasonably should know have caused
a false impression or understanding to have been created, and failing to
correct the false impression or misunderstanding

4. To steal To get, take, or give another’s property or ideas without permission
or acknowledgement. (Webster's New World Dictionary 1311). With regard

to academic performance, conduct that constistesingincludes, but is not

limited to, cases illustrated by the following examples:

o Plagiarism: The copying of language, ideas, thoughts, images,
programming or computer code of another without proper
acknowledgement/citation

e The purchasing and/or using of another’s work or thoughts as your own

Finally, the policy mentions consequences for student violations, but does not go into the
level of details of other policies such as Langley High School (VA). Idstba policy
gives general guidelines, which allows teachers and administrixitslity in handling
these situations. Here are the three points that are presented in relatiomistadng
consequences:
1. Generally. Consequences reflect the seriousness of the violation, promote
respect for the rules of the School District, protect students and the School

District from further violations, demonstrate that justice and integrityemat

and, when appropriate, provide the student with opportunities to prove that he

or she sincerely regrets any wrongdoing and is committed to making things

right. Consequences shall be determined solely by the appropriate
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administrator (except for those matters referred to the School Board of
Directors).

2. Method for Determining Consequences. The administrator will assess the
severity of the offense and implement an appropriate response under the
guidelines of Level I, Level I, or Level Il violations, as defined in thelRH
Student Handbook.

3. Classroom Discipline. Nothing in this Academic Honor Code limits what
consequences the classroom teacher can impose, consistent with the teacher’s
authority in the classroom. Consequences can include but are not limited to a
“0” (grade of zero) on any test or assignment where there has been cheating or
lying or stealing, or the assignment of make-up or additional work.

Again, these three guiding principles give teachers and administratobslitiein
administering consequences in the best interest of students.

Joel Barlow High School (CT). The academic integrity policy for Joel Barlow

High School (CT) begins with a philosophy statement which encourages students to
maintain the highest levels of academic integrity at all timeshioadc

An important part of the program at Joel Barlow is the expectation that students

strive for and maintainthe highest standard of academic honesty. Chewating a

plagiarism are two practices that are contrary to this goal. Chesatilegined as

the intentional use of someone else's work or material on any test or aggignme

(or the improper provision of one's own work or ideas for use by another student

in place of original work) or the use of prohibited means to enhance performance

on an examination. Plagiarism is defined as appropriating and putting forth as
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one's own the ideas, language or creations of another without properly citing the
source.
While the policy provides definitions of cheating and plagiarism in the opening
philosophy statement, this is not the focus of the entire policy. Instead, the policy
explains the responsibilities of all school constituents in encouraging and promoting
academic integrity:
All parties - students, staff and parents - have the responsibility to promote
academic honesty. Teachers will provide clear expectations for assignme
including opportunities for students to understand the concept of academic
honesty. Likewise, students have the obligation to exercise the discipline and
judgment to maintain these standards.
As stated above, students are expected to exercise “discipline and judgment” in
upholding academic integrity, as opposed to avoiding academic dishonesty, which is the
focus of many of the other policies in this study.
The school’s policy also makes a point to propose a solution to plagiarism issues
by encouraging students to use the JBHS Writing Tools Handbook:
A common type of plagiarism involves the improper citation of works used in
assignments. Multiple opportunities for learning proper citation are given
throughout the academic program. Students are advised to consult the JBHS
Writing Tools Handbook when citing sources to insure proper format. Many
teachers require that students submit their writing pieces to turnitin.combeand ot
services to assist in addressing plagiarism and cheating. Joel Baghvé¢hool

embodies a spirit of mutual trust and intellectual honesty that is centralwerthe
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nature of learning and represents the highest possible expression of shared value

among the members of the school community.

This signifies the school’'s emphasis to openly address the issue by focusing ondke val
associated with academic integrity, and to provide proactive solutions to students t
maintain academic integrity on all writing assignments.

The document then continues with a list of definitions of the school’'s core values

as part of the school’s honor code:

e Academic honestgs demonstrated when the ideas and the writing of others
are properly cited; students submit their own work (for quizzes, tests,
examinations, assignments, papers, projects, etc.) without unauthorized
assistance; students do not provide unauthorized assistance to others; and
students report their research or accomplishments accurately,

e Respect for others and the learning process,

e Trust in others to act with honesty,

e Responsibility of all to put forth their best efforts to prepare and complete
academic tasks,

e Fairness and equity so that all can experience an academic environment that i
free from the injustices caused by any form of intellectual dishonesty, and

e Integrity of all members of the school community.

The policy continues with an honor pledge, in which students commit to do the right
thing by upholding the values of honesty and integrity in all academic matters:

| pledge to maintain a high level of respect and integrity as a membei of Joe

Barlow High School. I understand and will uphold the values of the Honor Code
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in letter and spirit. 1 will not lie, cheat, plagiarize or be complicit whibse who
do. I will promote achieving with integrity within our community. | make this
pledge in the spirit of honor, trust and unity.
Finally, the policy concludes with a statement about the administration of consegue
for academic integrity violations:
If a staff member recognizes cheating or plagiarism or even suspests,a ¢
immediate steps will be taken to address the incident. If academic dighbagst
been proven, the student will receive a "0" on the assignment. The tea¢her wil
have a conference with the student, and the school counselor will be informed of
the incident. Parents may be contacted at this time as well. The record of this
incident will be kept in the student's academic file. Additionally, evidence of
flagrant or repeated plagiarism or cheating will result in additional consesgienc
which will include academic discipline and ineligibility for National Honor
Society, the Diploma of Distinction, and school leadership positions.
What is most consistent throughout the entire Joel Barlow High School (CT) sotiey
school’s focus on upholding the values associated with academic integrity, as opposed t
punishing academic dishonesty.
Summary. The Radnor High School (PA) academic integrity policy begins with
a preamble emphasizing the role of the school community in promoting academic
integrity. The policy then describes the four principles that the school community
upholds in relation to the concept of academic integrity—honesty, integritycteapd
responsibility. Then, the policy continues by outlining the responsibilities and

expectations of each constituent group—students, teachers, administrators,
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parent/guardians, and honor council. The expectations section is followed byexldetai
description of academic integrity violations, centered on themes of cheatng,dgd
stealing. The policy concludes with procedures for administering consequernges. It
important to note that while the school maintains an honor council which promotes
academic integrity in various ways, the sole decision making voice in admirgster
consequences is still left to the teacher and school administrator. This withé@cpoint
of discussion in chapter five.

Joel Barlow High School (CT) has written a strong academic integrity policy
which touches on many aspects of a progressive policy. The opening philosophy
statement evokes a sense of community as all members of the school have a
responsibility to uphold academic integrity. The language is far from harsh or
condemning, and instead promotes a standard of academic integrity one would want to
strive to uphold. The section on the honor code outlines respect, trust, responsibility, and
fairness. The honor pledge uses language in which students pledge to do what is right,
instead of pledging not to do what is wrong. The last section briefly addresses
consequences and what the school will do in the event of violations. Overall, the policy
contains examples of language which promotes a sense of community and an ethic of
care. The policy could be enhanced through more specificity and detail in definicg topi
such as what constitutes an academic integrity violation, but that should not ia@ny w
overshadow the strengths of this progressive policy.

Both the Radnor High School (PA) and the Joel Barlow High School (CT)
academic integrity policies do something that the other eight policies inutisfail to

do—maintain an overall focus on the importance of academic integrity, as opposed to
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academic dishonesty as a discipline matter. Both progressive policiegiggat lengths
to ensure that the values of academic integrity are clearly defined, &l thambers
of the school community understand their role in upholding the standards of academic
integrity within the school. These policies are the result of discourses wthschools
which aims to reduce academic dishonesty by employing an ethic of caneatidgca
sense of community within the school around the values associated with academic
integrity.
Conclusion

The intended outcome of chapter four was to provide an examination of each of
the ten documents in this study through a traditional text analysis of the impuaotalst
phrases, and sentences within each academic integrity policy. To accompligtethis, t
documents were categorized into four categories, depending on the academiig integ
policy’s overall depth and focus. The first category, embedded policies, fanuses
schools which do not provide an exclusive policy addressing academic intetptiead,
issues of cheating and plagiarism are embedded into a larger disciplioegggpfor the
school. The second category—underdeveloped policies—includes those schools which
do have a separate academic integrity policy, but it is rather concise and taeking
specificity of other fully-developed policies. Policies in this category take a
traditional or progressive approach in addressing academic integrity, batkhef |
specificity and detail in the policy provides less insight into the schoatsdetand
approach on the topic. The third category, traditional policies, provides an in-depth
description of honor code violations and consequences yet does little to educate or to

foster an ethic of care through the discipline process. Finally, the progresdicies
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explain and educate students about academic integrity, use language whiclep@mot
sense of community around the issue, and employs an ethic of care in handlingndiscipli
matters. Both the Radnor High School (PA) and the Joel Barlow High School (CT)
academic integrity policies provide the most progressive elements dipereting

academic integrity throughout the school community. This chapter provided the
appropriate description and text analysis of the ten documents, which will themserve

the foundation for uncovering hidden agendas and power struggles through the discourse

analysis and critical discourse analysis (CDA) in the next chapter.
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CHAPTER FIVE: CRITICAL DISCOURSE ANALYSIS
Introduction

This chapter will expose four themes found within the ten academic integrity
policies in this study-academic dishonesty as discipliséudent as criminal
authoritative adult voiceandextreme punishmengach theme will be explained by
examples uncovered through the discourse analysis process outlined in Gee’s (1996)
work. The four steps of Gee’s process used in this studyoaesiondiscourse
organization contextualization signalandthematic organizationThen, a critical
discourse analysis (CDA) of each theme will uncover the hidden agendas and power
struggles present in the documents. The critical discourse analysis (GIDiA¢
conducted through the lens of Boje and Dennehy’s (1999) deconstruction method. This
process consists of eight pardsiality searchreinterpret the hierarchyrebel voices
other side of the storgleny the platfind the exceptigrtrace what is between the lines
andresituate Also, the documents which present alternatives to the exposed themes
(which are in the best interests of the students) will be explained in termsecdiBb]
Dennehy’s (1999) method as well.

To first uncover the themes, it is first important to understand Gee’s (1996) work
on discourse analysis. In his wdBkcial Linguistics and Literacies: Ideology in
DiscoursesGee (1996) describes a system of five steps which serves as a framework fo
uncovering the hidden meanings in various discourses:

1. Prosody “ways in which the words and sentences of a text are said: their

pitch, loudness, stress, and the length assigned to various syllables, as well as

the way in which the speaker hesitates and pauses.”
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2. Cohesion “all the multifarious linguistic ways in which sentences are
connected to each other.”

3. Discourse OrganizationThis is the overall organization that “covers the ways
in which sentences are organized into higher-order units (bigger than single
sentences)....”

4. Contextualization Signalshe ways in which “speakers and writers cue
listeners and readers into what they take the context to be.... Context is not
just there; it is something people actively construe, negotiate over, and change
their minds about.”

5. Thematic OrganizationfThis covers the ways in which themes (images,
contrasts, focal points of interest) are signaled and developed” (p. 94).

For this research project, each document was analyzed using steps two tveusiiep
one prosody was not utilized, as it applies to spoken discourses only.

Boje and Dennehy (1999) outline a process for deconstructing various types of
discourses in their bodWanaging in the Postmodern World: America's Revolution
against ExploitationThe eight-step process of conducting a critical discourse analysis
(CDA) is as follows:

1. Duality SearchMake a list of any bipolar terms, any dichotomies that are
used in the story. Include the term even if only one side is mentioned. For
example, in male-centered and or male-dominated organization stories, men
are central and women are marginal others. One term mentioned implies its

partner.

145



Reinterpret the HierarchyA story is one interpretation or hierarchy of an

event from one point of view. It usually has some form of hierarchical

thinking in place. Explore and reinterpret the hierarchy (e.g. in the duality
terms how one dominates the other) so you can understand its grip.

Rebel Voicesbeny the authority of the one voice. Narrative centers
marginalize or exclude. To maintain a center takes enormous energy. What
voices are not being expressed in this story? Which voices are subordinate or
hierarchical to other voices (e.g. Who speaks for the trees?)?

. Other side of the storystories always have two or more sides. What is the

side of the story (usually a marginalized, under-represented, or even silent)?
Reverse the story, but putting the bottom on top, the marginal in control, or
the back stage up front. For example, reverse the male-center, by holding a
spot light on its excesses until it becomes a female center. In telling éne oth
side, the point is not to replace one center with another, but to show how each
center is in a constant state of change and disintegration.

Deny the PlotStories have plots, scripts, scenarios, recipes, and morals. Turn
these around (move from romantic to tragic or comedic to ironic).

Find the Exception¥hat is the exception that breaks the rule that does not fit
the recipe that escapes the strictures of the principle? Statdehe a way

that makes it seem extreme or absurd.

. Trace what is between the lindgace what is not said? Trace what is the

writing on the wall? Fill in the blanks. Storytellers frequently use "you know

that part of the story." Trace what you are filling in. With what alternate w
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could you fill it in? (E.g. trace the context, the back stage, the between, the
intertext).

8. ResituateThe point of doing 1 to 7 is to find a new perspective, one that
resituates the story beyond its dualisms, excluded voices, or singular
viewpoint. The idea is to reauthor the story so that the hierarchy is resituated
and a new balance of views is attained. Restory to remove the dualities and
margins. In a resituated story there are no more centers. Restory to script new
actions. (table 2-2).

These steps will be followed to create a full picture of the criticabdise analysis of
the ten academic integrity policies in this study, and will provide insight intofinome
academic integrity policies can be constructed without the constraints oatgg/hich
impede an ethic of care and a sense of community in the school.

After a deconstruction of the four themes, the critical discourse @aliis

continue with a comparison of the ten policies in this study by focusing on eight are
common to most academic integrity policies: philosophy/purpose statementjaledini

of academic integrity, definitions of academic dishonesty, honor council, honor pledge
consequences and discipline, and rehabilitative support. The policy language vathin ea
key area will be analyzed in terms of its ability to encourage an ethaze@tad promote

a sense of community in the school. Problematic language which impedes théifyossi

of a school community with an ethic of care, as well as language which reveals
asymmetrical power relations in the discipline process, will be uncovered. troadthe
length of each document will be analyzed in terms of its contribution to the school’s

overall approach to addressing issues of academic integrity.
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Before beginning the discourse analysis and the critical discourgsian(&@DA),
it is important to note that these academic integrity policy documents aestleof a
series of discourses happening within each school over a period of time. Thess policie
were most likely constructed after ongoing discourses among teaodexdrainistrators,
which at some point also included the decision to join the Academic Integrity etwo
In addition, the discourse surely continued after the construction of the policy, &nd wil
subsequently lead to further policy revisions as the discourse evolves. Onethaal of
critical discourse analysis (CDA) is to add to the overall discourse on tleeofopi
academic integrity policies, in hopes that schools will begin to shift the disoussi
policy elements which promote an ethic of care and a sense of community around the
concept of academic integrity in schools. It is also important to notegthiésance of
usingpolicy as curriculumThis concept of constructing policies which can be used as
educational tools for students cannot be understated, as it plays a key role itingstruc
student in the values embedded in a particular topic such as academic integrity.

It must also be noted that while a critical discourse analysis (CDA) @& thes
policies does provide insight into the discourse on the topic of academic integriti in hig
schools, it does not provide a full picture of the overall cultures of these ten highsschool
concerning the topic of academic integrity. Many various factors withiadheol
environment, which are not explored in this study, will have an impact of a school’s
culture and approach to academic integrity as well. Policy on academiatyniegnly
one of the various factors; therefore, conclusions about the micro-culture of these ten

schools cannot be made from the results of the CDA. However, the constructs which are
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uncovered in this study do speak to the overall macro-culture in schools concerning the
social construction of children.
Theme One-Academic Dishonesty as Discipline

The themeaacademic dishonesty as disciplisgoervasive in eight out of ten
academic integrity policies. This theme refers to the concept of acadsmindsty
being the focus of the policy, as compared with the focus on academic integiatythéls
policy views incidents of academic dishonesty as discipline mattergdhaie
consequences or punishment for students who commit such offenses, as opposed to
establishing a rehabilitative process for students to learn from theakesstThis theme
emerges throughout the documents, which go to great lengths to define the vaatsus fac
of academic dishonesty, handle violations as discipline matters, and explain tlieusume
consequences for those students who fail to follow the policy.
Uncovering Academic Dishonesty as Discipline

Rickards High School (FL) mentions the terms “cheating or plagiarism”méthi
policy titled “Infractions Requiring Informal Consequences.” These twostans
included along with a list of other infractions, including being tardy to classetushing
required forms, and violations of school parking rules. ddreextualization signals
when reviewing the full list, point to a contradiction in the seriousness of offerses. T
list includes “stealing (minor theft)” and violations of “school bus rules of condiud¢tie
same context. Clearly, there are much larger ramifications for incidestsdent theft,
however minor, than there are for students acting out on the school bus. Add to this the
entire issue of academic integrity, and the policy loses its credilsléwveell-planned

discipline policy. In short, theontextualization signalgoint to a policy full of a variety
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of issues that do not seem to fit under the same category of simply requiringrahfor
consequences.” Many of these infractions, including academic dishonesty, regghre m
more intentionality in educating students in the importance of upholding spetifesya
while others are minor student discipline issues which should be easily resolvélgle in t
context of a school day.

The Mountain Pointe High School (AZ) academic integrity policy is also a policy
which solely focuses on the issue as a discipline problem. While the opening sentence
mentions honesty as a “foundation value for success in career and life,” thetihest of
document clearly focuses on discipline. Near the end, the document discusses
“disciplinary consequences,” which include five days of in-school suspension fiaisthe
offense, and removal from the course and a grade of “F” for any seconceatiensg a
student’s high school career.

The East Chapel Hill High School (NC) academic honor code contains a lengthy
explanation of cheating, followed by three short sentences related to consequences
Overall, the policy is simply focused on providing a definition of cheating so that
students know exactly what is considered a breach of academic integrityisGherse
organizationof the East Chapel Hill High School (NC) policy can be analyzed through
an examination of the six points presented under the definition of cheating. First, the
document defines cheating as “the act of gaining an unfair advantage, epressinting
one’s knowledge.” Then, the six points attempt to further the explanation byipigvi
specific examples of cheating. The first two, which include plagiarizeigjrgy test
information prior to an exam, and cheating in some way during an exam, present the

more traditional forms or definitions of what constitutes cheating. Then, the document
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continues into what would be considered more convoluted areas of academic
dishonesty—using the same paper for two classes, convincing the teacluelitfonal
time on an assignment to gain more information, and missing class the day afrahest
day an assignment is due. These are certainly more complex types of situatans w
would require a subjective analysis to determine whether or not students hadiviolate
these points. The organization of this discourse flows from the traditional efsndtf
cheating, to the more complex definitions, as just described. All this ledus fiodl
point in the East Chapel Hill High School (NC) policy, which proves to be the most
convoluted of all the definitions—*“lying about any of the above.” Intended aseanstat
to encompass any situation in which the student has participated in acts ofiacadem
dishonesty, this part of the document puts students in jeopardy of committing two
offenses in each situation—the actual violation of academic integrity, and pussiale
second violation if the student lies about the situation during an investigation. While
teaching honesty after making a mistake is a very important value tbimstiidents,
the policy seems intent on catching those students who are dishonest a second time and
harshly punishing them accordingly. What seems lacking is an ethic oNzatdifigs,
1984; Sernack, 1998) in handing the situation in a way which puts the students’ best
interests first (Shapiro & Stefkovich, 2005; Stefkovich, 2006). Instead of a rédualeli
process to learn from mistakes, the policy simply reinforces the idea ofh@cade
dishonesty as a discipline issue in need of severe punishments for those whoheolate t
policy.

Thethematic organizatiof concepts within the Egg Harbor Township High

School (NJ) policy reveals the themeagfidemic dishonesty as disciplimeterms of
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using the policy as a way of defining unacceptable behavior. It is evident thatmacad
dishonesty as unacceptable behavior was clearly a theme which the autimolexdinde
emphasize throughout. In fact, there are only three words typed in boldface font in the
entire document: “unacceptable academic behavior.” This statement isctejpeato
sentences in a row, and is also given another name as the document continues—
“improper conduct.”

The concept ofliscourse organizatiors critical to understanding the complexity
of the approaches taken in the River Hill High School (MD) academic integritypol
First, the document begins with an honor pledge: “On my honor, | have neither given nor
received unauthorized aid on this assignment” (Appendix E). This serves as a foundation
for the rest of the policy; however, it is written with language which empéasi
academic dishonesty, as opposed to language which promotes academig.ihtegt;jt
the document follows with a section describing the honor council, and then the document
continues with a listing of academic integrity violations. Finally, the decunmcludes
two tables which explain consequences for offenses for level one and level two
violations. What is most noticeable about diecourse organizatiors the lack of any
kind of discussion related to academic integrity and the values it entails. The document
does not contain any opening philosophy or purpose statement, and no definitions or
explanations of academic integrity are given.

Woodside High School (CA) uses an academic integrity policy which mostly
focuses on definitions of academic misconduct and subsequent consequences. While the
policy begins with a philosophy statement focused on an ethical climate groanded i

academic integrity, it quickly shifts to cheating and plagiarism ases@veblems and

152



gives teachers the sole authority in handling perceived matters of acatigmoicesty
within their classrooms. Theohesiornof the sentences in the Woodside High School
(CA) document’s opening paragraph shift focus from the purpose of the policy to a
defense of the policy. It begins with a clear focus on concepts such as dndharsis,”
“ethical behavior,” “school community,” and “ethical climate.” Contrasise terms with
the following statement:

While there can be a variety of pressures or temptations for students to consider

cheating or plagiarism, including time constraints, parental expectations, the

actions of peers, and poor preparation for exams, none of these pressures justifies
either behavior.
This statement reads like a defense of the policy and seems to detraittefnoower of
the values presented at the beginning of the philosophy statement. In addition, these
statements also show a shift in focus of the philosophy statement from schoalmgmm
to individual student. As the philosophy continues, the focus shifts yet again to the staff
“The staff at Woodside values learning above grades....” This lack of cohesi@s caus
confusion as to the policy’s purpose and leads to the question of whether the policy is
written to support and guide students, or to provide staff with a system for punishing
students who patrticipate in situations of academic dishonesty.

Thediscourse organizatioof the Woodside High School (CA) policy
demonstrates that the purpose of the policy is clearly intent on addressingiacadem
integrity issues in terms of discipline. While the policy mentions acadeoniesty and
integrity in the opening lines of the philosophy statement, the policy does not in gny wa

attempt to define these concepts. Instead, the second section of the policy, ielynediat
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following the philosophy and purpose statements, contains the definitions of academic
misconduct. The third and final section of the policy is titled “Consequences and
Procedures,” which solely utilizes punitive consequences instead of retiseildr
educational consequences. These are examples of the modernists’ approachitediscipl
which only serves to oppress children (Block, 1997; Lesko, 2001; Males, 1996; Mayhall,
1994).

The academic integrity policy for Seckman High School (MO) is a calleof
disorganized parts which do not fit cohesively together to form a whole. While the
document does make some strong points which seem to encourage a sense of community
around the issue (mainly in the statement that “teachers should clearly come timégr
expectations to students, and make every effort to avoid situations in which thesstudent
are confused about how they are expected to meet assignment requirertients”)
majority of the document reads like discipline instructions for a severe belsstier No
detailed explanations are provided for the concept of academic integsityadl, the
majority of the document is devoted to defining plagiarism and explaining level one and
two offenses and subsequent consequences.

The lack ofcohesionramong the three opening sentences of the Seckman High
School (MO) academic integrity policy demonstrates the lack of cohesion throulgbout
entire policy. The first sentence serves as a purpose statement which @tuses
“promoting academic excellence” as well as helping students grow irgedhig
learners.” The second sentence, however, shifts focus to the academic instidtion, a
argues that the only way for the school to be successful academically isemenplan

honor code with consequences. No further explanation of this assertion is presented
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anywhere else in the document. The third sentence then shifts focus again, troshiene t
administration by making the declaration that “cheating, dishonesty, andrgagivill

not be tolerated at Seckman High School.” It is this final point which garners the most
attention throughout the rest of the policy.

Thediscourse organizatioof the Seckman High School (MO) policy follows the
pattern of sentenamhesionestablished in the opening paragraph. The first major section
after the opening philosophy statement is a list of definitiomsating integrity, and
plagiarize The fact thaintegrity is placed in the middle @heatingandplagiarize
symbolizes the document’s lack of logical organization. Then, the followingpsesta
paragraph of disconnected thoughts on academic integrity. This section is folloaed by
more detailed explanation of plagiarism, which is then followed by the finabagedt
section—violations and lists of consequences. The back and forth swing from yrtiegrit
dishonesty shows a lack of clarity in terms of the policy’s intended purpose. A few
instances do attempt to clarify what integrity is and why it is importamilonf, but
these are not clearly stated.

Thecontextualization signals the Seckman High School (MO) academic
integrity policy can be categorized into two general groups—those which point teethe us
of the policy as an aggressive discipline tool for handling violations, and those which
seem to indicate that the policy was written with little forethought as tmjilications.
First, the sheer length and devotion to the violations and consequences section
immediately signals the school’s desire to focus on academic dishonestiysagpline
issue in need of severe punishment. Language such as “premeditation” antditieft

consequences such as “unable to participate in ceremonies such as graduatioh” suppor
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this assertion. Second, the policy seems written with little forethought oe&areto
choose words and phrases which prove insightful into the topic of academic integrity. Fo
example, definitions ofheating integrity, andplagiarizeare all taken fronwebster’s
New Collegiate Dictionargand not from any source specifically related to academic
integrity or original definitions written by the school. Also, additionalestents read
like casual conversations from educators to students:
Good relationships between people are based on trust; cheating violates that trust.
Getting a high school diploma is supposed to mean that you've demonstrated
certain skills. When you pick up that diploma, you will want to know that you've
earned it legitimately, not cheated your way to it.
While perhaps beneficial in a discussion or training to impress upon the students the
importance of upholding academic integrity, these statements do littlgtoléefy the
purpose of the academic integrity policy and detract from a serious approhehdpit.
Again, this type of language points to the social construction of children as problematic
(Jenks, Mayhall, Lesko). The phrase “cheated your way to it” implegsstudents are
viewed as problematic and are likely to engage behaviors such as cheating, as
emphasized throughout the Seckman High School (MO) policy.
While a very well-written academic integrity policy overall, onelglig
problematic area of the Joel Barlow High School (CT) policy can be uncoveoedhh
an analysis of thdiscourse organizationlhough the result of the analysis is not an
uncovering of any hidden agenda or belief, it is necessary to mention as a way of
encouraging schools to constantly review and revise their practices, in hopesiofcrea

the best possible policies in the best interest of students. The opening philosophy
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statement of the policy establishes a foundation of promoting academic ytiegrithe
inclusion of the definitions of cheating and dishonesty in the opening paragraph seems
out of place. Instead, these definitions would be more effective if placed in the final
section which focuses on consequences for cheating and plagiarism, since tiaytlae
central focus of the intent of the policy.
Critical Discourse Analysis ofAcademic Dishonesty as Discipline

Boje and Dennehy (1999) present the concepts daftties side of the storgnd
trace what is between the lineshich can both be easily applied to the Rickards High
School (FL) discipline policy which includes academic integrity. The poliopéswhich
first lists the infractions requiring informal consequences, and themletaformal
consequences which may be administered. These consequences include contraband items
being confiscated, warnings in writing given to the student, privileges being tb\aia
student detention being assigned. Compared with the list of infractions, these
consequences do not seem appropriate or to match up with the offenses in any way. For
many schools, policies are written in haste, and are rarely (if evesited year after
year. The practice of writing and revising problematic policies often oettinge end of
a school year by school administrators planning for the next year; howether piblicy
is never questioned (as most are not) then it may not be reviewed for many gdeapsP
this is the case with the Rickards High School (FL) policy. It is a policyiwdioes not
seem to have been well planned using a logical process, and it does not appear that the
writers made great effort to ensure that the policy consequences werprggiprfor the
infractions covered in the policy. While it is highly possible that the school hasdstart

implementing strategies to promote academic integrity, Rickards HigboS(FL) has
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yet to move beyond academic dishonesty as solely a discipline problem, in terms of
policy and the consequences administered. The first step for this school in moving
forward would be to construct an academic integrity policy as a separate god issue
which needs its own policy to effectively focus on academic integrity iayetinat
benefits all students in the school.

At Mountain Pointe High School (AZ), those who are found guilty of academic
dishonesty at will be punished through in-school suspension the first time. This type of
punishment, traditionally reserved for behavior issues and not academic concerns,
demonstrates the school delineating the topic of academic integrity aspiirtgs
problem. Taresituatethis policy, Mountain Pointe would need to examine the problem
from a different perspective, most notably the perspective of the students who do engage
in incidents of academic dishonesty. It would be important to begin to understand
academic integrity in terms of why students cheat. The research réhagadtudents
cheat as a result of various pressures they face, including feauoé faarental
expectations, and maintaining a particular academic standing (Aiken, 199Xnramje
1997; Arnett, Feldman, & Cauffman, 2002; Davis, Grover, Becker, & McGregor, 1992;
McCabe, 2001; Schab, 1991). The discourse should be resituated to understand and
interpret these actions by students, as well as to understand academic dishibmest
the context of the role academic competition plays for students in the high sdhogl se

A duality searchof the Woodside High School (CA) document reveals several
interesting terms, which reinforce the document’s emphasis on control of punishment
given by school staff. While the document itself is titled “Academic Inte&olicy,” the

word integrity is rarely used, and no definition is ever provided. Rather, terms such as
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“dishonesty,” “misconduct,” “cheating,” “plagiarism,” and “violatiorwhich are all used
repeatedly throughout the document, again signals the document’s heavy emphasis o
“academic dishonesty” as a discipline issue instead of “academic integgia positive
concept to promote throughout the school.

To deny the ploin reference to the Woodside High School (CA) academic
integrity policy would be to change the story from one of tragedy focused on academic
dishonesty, to one promoting academic integrity. Although consequences areycanainl
important and necessary component of a policy such as this, they should not be the entire
focus. Instead, the policy should define concepts associated with academityiatedyr
honesty, and point out ways in which the school works to promote these concepts.

The Seckman High School (MO) policy illustrates the concephdfthe
exceptiorthrough perhaps the most complicated and concerning statement in any of the
documents: “Getting a high school diploma is supposed to mean that you've
demonstrated certain skills. When you pick up that diploma, you will want to know that
you've earned it legitimately, not cheated your way to it.” What thitestent fails to
realize is that most cheating that occurs is not because of a lack of acadésnic ski
Instead, students engage in academic dishonesty for a variety of reasons, iriehrdofig
failure, academic demands, perceived unreasonable workloads, and drive to succeed
(Schab, 2001; Anderman, 1997; McCabe, 2001). To tie the concept of academic
dishonesty to a lack of academic skills is yet another example of this pahgyviatten
from a less-informed perspective than other policies in this study. In additionytioé pa
the statement which implies that students involved in situations of academic dighonest

have cheated their way to diplomas serves to label all students in a negsti@edrdoes
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not leave room for rehabilitation and for students to learn from their mistakes and t
improve in the future.

To resituatethe Seckman High School (MO) academic integrity policy, one
would need to change the focus from problematic students to an examination of the
organizational arrangements that precipitate academic dishonesty. F@iesxame
should consider the reasons why students cheat in the first place. Again, studsnts che
for a variety of reasons, but most are related to unique pressures facing students i
competitive academic environment (Aiken, 1991; Anderman, 1997; Arnett, Feldman, &
Cauffman, 2002; Davis, Grover, Becker, & McGregor, 1992; McCabe, 2001; Schab,
1991). This includes the overall competitive environment of our public high schools,
which includes pressures to maintain class rank, qualify for academmizatjians such
as National Honor Society, and gain acceptance to prestigious univergiiegorous
application and academic requirements.

The Langley High School (VA) academic integrity policy could alscels¢uated
as well to change the focus from problematic students to the flaws in currewt publi
educational institutions. In resituating this policy, it would be important to britlg floe
student voiceo explain why students engage in academic dishonesty, and to examine the
policy in terms of how the school addresses the pressures students face. Fog,ekampl
policy fails to mention any reasons why students cheat, and instead frachesiaca
dishonesty as a discipline issue in need of severe consequences for those shadents w
engage in academic dishonesty. However, if resituated from the contexstidbat
voice the discourse would begin to address some of the underlying factors as to why

students cheat, and begin to address the reality that the school as an orgaailsatmn f
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address the true problem at hand, and instead perpetuates the matistipiiae and
punishmachine (Foucault, 1977) solely intent on punishing students for bad behavior.
Challenging Academic Dishonesty as Discipline

Radnor High School (PA) presents a direct challenge to the concept ofacade
dishonesty as discipline by placing a school-wide effort to promote acadeegrity.
Thecohesiorof the individual sentences within the school’'s academic integrity policy
flow together in a consistent manner, and all work together to present theeegsba
school community working together to support students in making the right decision. The
opening sentence puts forth the idea of the school community and its desire for students
to pursue knowledge. This conceptseihse of community continued in the second
sentence, in which specific values and specific community members ade [
support his pursuit, we believe that honesty, integrity, respect, and responsibilityemust
present among students, teachers, administrators, and parents/guardiattardThe
sentence of the preamble continues the focus on the values of upholding academic
standards through the phrase “principled conduct,” and does not shift focus to the
negative aspect of academic dishonesty, as most of the other academic iptdigréay
in this study do.

Perhaps the greatest strength of the Radnor High School (PA) acadegrityinte
policy can be uncovered through and analysis ofltbeourse organizatioof the
document. The policy begins with a brief yet strong opening philosophy and purpose
statement, which sets the tone for the rest of the policy to primarily focus valtles
surrounding the concept of academic integrity. The second section of the document does

something that very few of the other documents attempted to do—present aeecript
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and definitions of “honesty,” “integrity,” “respect,” and “responsibility”. Then,
expanding on the concept of responsibility, the policy outlines a list of respiesilfdr
each member of the school community—student, teacher, administrator, pardrdfgua
and honor council. By placing the important definitions of the values as well ad thfe lis
responsibilities up front, Radnor High School is emphasizing its focus on academic
integrity as a value to be encouraged and supported throughout the entire school
community. The document continues with a lengthy list of definitions related tonaicade
dishonesty, as well as a section on student requirements and prohibitions, and
consequences for violations. However, the foundation of a policy rooted in promoting
academic integrity has already been established, and the inclusion ofetttesesss
appropriate to the overall purpose of the policy.

The Radnor High School (PA) academic integrity policy also contains multiple
examples otontextualization signalwhich demonstrate an intentional emphasis on
building an ethic of care and creating a sense of community within the schoadk This
clearly demonstrated in the list of four principles which explain the actionsttigents
should do, as opposed to a set of rules which they should not do. By defining
expectations and providing clarity to what constitutes academic integatiRadnor
High School (PA) policy is building an ethic of care by eliminating the poggibil
teachers and administrators creating their own definitions of academictingegt thus
contributing to an abuse of power through the discipline process. This list incldithgs tel
the truth, giving credit to all sources, striving to maintain high moral principteating
a community which values learning, demonstrating self respect, and emlaading

advancing “the common good of our community.” In addition, the list of individual
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responsibilities also contains variozmntextual signalsvhich point to this same idea of

shared values throughout the community. For example, all students are entéoirage

participate during their high school career “in the further development of tdeAuc

Honor Code.” Teachers are expected to present the honor code in each class, and

administrators are encouraged to facilitate “ongoing conversations éadiosf about

the Academic Honor Code.” Parents are also expected to become fantilidveshonor

code and to ensure that their child knows and understands the various facets of the policy
In addition to the Radnor High School (PA) document, the Joel Barlow High

School (CT) academic integrity policy is also considered progressivgatteimpt to

promote academic integrity, as opposed to the traditional approach of punishing academi

dishonesty. The document emphasizes the responsibility of each member of the school

community in promoting academic integrity, gives definitions of the values atswci

with academic integrity, and presents an honor pledge in which students commit to

upholding high standards of academic integrity, as opposed to a commitment not to cheat.

This type of specific and intentional language throughout the policy invokes an ethic of

care and a sense for what is in the best interest of students in every aspegolidyhe
Cohesionof sentences, ideas, and thoughts within the Joel Barlow High School

(CT) academic integrity policy is perhaps the greatest strengtle diotument. Unlike

most documents in this study, which shift focus from sentence to sentence, tlyis polic

maintains a steady focus on the values associated with academic integristdrt to

finish. The opening philosophy statement illustrates this clearly. Thadéindéénce begins

by emphasizing the school’'s commitment to the “highest standard of acadenstytione

Then, the next sentence mentions the concept of academic dishonesty, but continues the
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focus on academic integrity by maintaining that cheating and plagiarestoartrary to
this goal.” The next two sentences provide definitions for cheating and dagiaut
they are not written with an authoritative tone, and they do not shift the focus away fr
academic integrity, as many of the other documents do. Then, the opening paragraph
continues by describing the responsibility that teachers and students have inngromot
academic integrity and upholding the values associated with academiayntegally,
the opening section concludes with perhaps the most powerful statement in the document:
Joel Barlow High School embodies a spirit of mutual trust and intellectual
honesty that is central to the very nature of learning and represents the highes
possible expression of shared values among the members of the school
community.
This statement clearly reiterates the focus on promoting academidtiyptagropposed to
punishing academic dishonesty. Perhaps what is most impressive about this concluding
sentence of the philosophy statement is that the rest of the document trulyvahgtiss
central idea and does not revert back to a focus on academic dishonesty gdirzedisci
issue, as so many of the other documents in this study do.
The Joel Barlow High School (CT) academic integrity policy also containg ma
examples otontextualization signalsvhich all point to an overall emphasis on
academic integrity as a value to be lauded and upheld, as opposed to academic dishonesty
as a discipline issue in need of severe consequences. For example, in the second sentence
of the document, the policy states that cheating and plagiarism are “cdattiaig goal,”
referring to maintaining the highest standards of academic integrityisTim sharp

contrast with other school policies previously explained, which state thainchaad
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plagiarism are “wrong” and “will not be tolerated.” The section which present®nor
code outlines definitions for six values associated with the concept of academic
integrity—academic honesty, respect, trust, responsibility, fairness, aqgdtyt The
following section, called an honor pledge, continues to focus on the idea of academic
integrity through a carefully worded statement in which students pledghigvaaevith
integrity, as opposed to abstaining from dishonesty. Again, it is the intentionas dfoic
language such as “high level of respect and integrity” and “will uphold suchsValue
which focuses on academic integrity as opposed to academic dishonesty, whiais sets
policy apart from the others in the study, and which clearly illustedbesal caring
(Noddings, 1984) andaring power(Sernak, 1998).

Several important values can be uncovered from an analysistb&thatic
organizationof the Joel Barlow High School (CT) document. First, there is the value of
student responsibility which runs through the entire document. One line states that
“students have the obligation to exercise the discipline and judgment to maintain” the
highest standards of academic integrity. In addition, the document makes specific
mention of the need for students to understand plagiarism and recommends that students
“consult the JBHS Writing Tools Handbook when citing sources to insure proper
format.” Second, there is the value of teacher responsibility which suracasalsimes
in the document as well. In the opening statement, teachers are given theibbdgpahs
providing “clear expectations for assignments including opportunities for students to
understand the concept of academic honesty.” This shows a commitment on the part of
the school to educate students in the values surrounding academic integrity. Also,

teachers are to hold conferences with students who do participate in situations involving
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academic dishonesty. Again, this emphasizes the school’s desire to educate and
rehabilitate those who do make mistakes.
Summary

The theme o&cademic dishonesty as disciplilsea central component of most of
the policies in this study. Instead of using the policy as an educational tool to @romot
academic integrity throughout the school and to define appropriate actions,itiespol
this study mainly focus on defining academic dishonesty and the consequssuzstad
with committing such an offense. For examplduality searchof the Woodside High
School (CA) academic integrity policy uncovered a plethora of terms useglmtithes
throughout the document, including “dishonesty,” “misconduct,” “cheating,”
“plagiarism,” and “violation.” However, little effort is made in the poltoydefine or
expand on the concept of academic integrity. In addition, the critical discourgsignal
(CDA) revealed that both the Seckman High School (MO) and Langley High School
(VA) policies could benefit from beinggsituatedwithin a context of the ethic of care to
bring the focus of the policy back to academic integrity and away from a grimar
emphasis on academic dishonesty as a discipline issue.

Theme Two: Student as Criminal

The specific language found within several academic integrity poiictbss
study uncovers the perspective of viewing a student who violates an acadegmityinte
policy as a criminal. In some instances, it is the individual word choice within the
policies which creates the connotatiorstifdent as criminalin other cases, it is the steps
of the discipline process which portrays the student as a criminal on trial foagemac

crime. In either case, the concepstident as criminalindermines the values
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surrounding the concept of academic integrity and impedes the employmentlutat et
care when handling those students who do participate in situations of academic
dishonesty.
Uncovering Student as Criminal

The Langley High School (VA) academic integrity policy begins with@nstr
opening philosophy statement and fundamental beliefs focused on trust, community, and
shared values. However, the main sections of the policy all follow the tradlitiona
approach of viewing academic integrity as a discipline problem in schools. This
dichotomy points to the social construction of children as problematic and hints that
children are inherently deficient in their abilities to make decisions aengwith ethical
values. Thus, a focus on discipline and punishment is perpetuated. Instead of focusing on
the values of upholding academic integrity standards, the policy explains thenacade
violations in great detail, as well as outlines the specifics of level omagihifour
consequences for students who participate in situations of academic dishonesty. In
addition, the document includes much legal language which invokes a sshsdeot as
criminal throughout the policy.

Thecohesiorof the Langley High School (VA) academic integrity policy starts
out in a very succinct way, with each sentence written with intentionality apdsgyr
and the ideas within each sentence flow in a logical order from one to the next. The
opening philosophical statement begins with a sentence which touches on values of
school community, trust, and intellectual honesty. The opening section then flows into a

list of three fundamental beliefs which are central to the Honor Code, and wtlictie
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concepts similar to those in the opening sentence (trust, injustice, and honesty and
integrity). The third sentence reads as a purpose statement for the exdireedo

The functions of the Honor Code are to communicate the meaning and importance

of intellectual honesty to all students of the school; to articulate and support the

interest of the community in maintaining the highest standards of conduct in

academic affairs; and to identify, sanction, and educate those who fail to liwe up t

the stated expectations of the school community with regard to these standards.
This statement’s intended meaning is ideal to the concept of creating acaddes
which do more than punish; instead, they focus on using an ethic of care to creaée a sens
of community and understanding of the values behind upholding academic integrity. Yet
the following sentences, which conclude the introduction section, signal the hidden intent
behind the policy. This paragraph moves directly into the enforcement of the policy by
introducing the Honor Council and a statement that any violation will not be tolerate
This becomes the true thesis statement of the entire document, and sets theofotordati
a policy written with legal language throughout, focusing on academic dish@sesty
crime within the school.

Thediscourse organizationf the Langley High School (VA) academic integrity
policy is laid out in an order which serves the purpose of having a policy which builds in
intensity of severity and consequences. While the opening begins with aniclealist
picture of the values surrounding academic integrity, the policy quickly shifts to one
focused on the punishment of wrongdoing. The document lays out an extensive
description of five different types of academic violations—cheating, plagiari

falsification/lying, stealing, and cell phone use. This is then followeddtgmby step

168



explanation of the process which all students suspected of being involved in situations of
academic dishonesty must go through. Finally, an extensive list of offefsssfied

into five categories) follows. It is this systematic approach, filleti lmmguage with

legal connotations, which invokes the sense that this policy is more of a law addressing
criminal activity than a support system to help students make right choices.

The Langley High School (VA) academic integrity policy is also full of
contextualization signalwhich make the document read more like a law than a school
policy. For example, the document is filled with individual word choices whiclakgn
sense of legality—"sanction,” “illegally,” “fraud,” “sabotaging,” “forgg” “tampering,”
and “fraudulently.” In addition, any student suspected of academic dishonesgpomay
before the Honor Council to present his/her case, and the Honor Council will conduct an
investigation and hearing to determine the outcome. While some honor councils do have
merit, it is the sense of students being put on trial for honor code violations a¢y.angl
High School (VA) which further plays into the concept of academic dishonestggal a
issue rather than an educational one.

Thethematic organizationf the Langley High School (VA) academic integrity
policy includes concepts all grounded in legal themes. The concept of academic
dishonesty as a crime, and the student who violates the policy as a criminiggrated
throughout the document. The definitions of the five various forms of academic
dishonesty are so extensive as to explain each and every possible violation wittowhich t
charge a student. Once accused of the crime of academic dishonesty, the student ma
then go before a jury of teachers and peers, who will render a verdict and assig

consequences, based on a lengthy list of possible punishments, and based on the level of

169



conviction. These legal themes pervade the document, without any mention of ways to
rehabilitate or educate students who are involved in situations of academic dighones
This intense focus on justice proves a serious impediment to the fostering of aif ethic
care in the school (Noddings, 1984; Sernak, 1998).

Although nothing close to the extreme nature of the Langley High School (VA)
academic integrity policy, the Radnor High School (PA) document uncovers some
discrepancies in word choice that should be noted. Overall, the policy writers chose
words which reflect a sense of community around the issue of academicyntegyrithe
first half of the document, there is very little mention of academic dishonestynstead
an overall focus on upholding the values of academic integrity. The languadge tivé
definitions of various offenses also seems appropriate for its purpose of striviegrtp c
define the various actions of academic dishonesty. However, it is the languiaigehvat
final two sections—student prohibitions and student consequences—which prove
problematic and in conflict with the language in the rest of the document. The bee of t
word “prohibitions” carries negative connotations and seems inconsistent with a
document whose primary purpose is to promote academic integrity and to educate on
situations of academic dishonesty. Also, there is some language which imatiesac
dishonesty as a criminal situation, including the phrase “investigatioregedll
violations” (Appendix I). But these prove to be minor examples of contradictory
language within a policy which consistently promotes academic intelgrdyghout the
school community.

Critical Discourse Analysis ofStudent as Criminal
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A duality searclof the Seckman High School (MO) reveals language which is
centered on academic dishonesty, instead of focusing on the values surroundingcacademi
integrity. Although “academic integrity” and “honesty” are mentione, the repetition
of such words such as “dishonesty,” “cheating,” “premeditation,” “th&fujilty,” and
“suspect,” that carries the most weight. It is also important to note the ongeiofjthe
word “violations” of the academic integrity policy in the second half of the docyras
compared with no mention of the students who uphold these values each and every day.

Therebel voicethat needs to be analyzed further within the Seckman High School
(MO) academic integrity policy is that of the student who does uphold the values behind
academic integrity, and those students who want to improve in this area. Nowhere in the
document does it explain the concept of academic integrity, or does it definadfiésbe
of upholding such standards. In addition, there is no mention of any kind of educational
trainings or rehabilitative approaches for the general student body cudenst who
have been involved in situations of academic dishonesty. These students are not
criminals, and instead need to be represented in the policy through a voice whl@h spe
to the benefits of maintaining strong ethics in the area of academic ytegilié in high
school and beyond.

To tell theother side of the storpne must focus on those Seckman High School
(MO) students who do uphold academic integrity standards and want to see others do the
same, without classifying anyone as a criminal. As the policy readsintps/siesigned
for those students who are involved in situations of academic dishonesty. The current aim
of the policy is to identify the violators and punish swiftly. In turn, this approagkdea

out the students who model values of honesty and integrity each day at Seckman High

171



School (MO). When limited to only those who violate, the policy is then incapable of
establishing a sense of community throughout the school around the issue of academic
integrity, thus leading to lass of communitgSergiovanni, 1994). Instead, the policy

should speak up for the students who uphold values of academic integrity. These students
should be included in the policy as well, through a description of the charadesfstic

this type of student. For example, the statement about some students cheatwaytheir

a diploma should, in the very least, be complimented by praising those students who
maintain honesty and integrity on the road to graduation.

A duality searchof the Langley High School (VA) document uncovers huge
contradictions in words used in the opening philosophy statement, as compared to those
in the rest of the document. The document begins with phrases like “spirit of mutual
trust” and “shared values among the members of the school community.” However, the
concept oimutual trustseems to be contradictory to the document’s intense focus on a
discipline process which strives to very meticulously catch students iofastademic
dishonesty and make sure they are given punishment for their actions. In addition, it
would seem from the terms found all throughout the policy that the shared valuesireferr
to in the opening philosophy statement must be in reference to valuing a legal policy put
in place to ensure that all violators of academic integrity are handletlysamt justly.

The hierarchy represented in the Langley High School (VA) academiciiptegr
policy is unlike the other policies in this study. In this case, the hierarghgywr is not
granted solely to the teachers and administrators. Instead, some power is dieen to t
Honor Council, which does investigate and impose sanctions for academicyntegrit

violations. However, the real power source lies in the policy itself, which doedowt al
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for any kind of rehabilitation or education of students who are involved in situations of
academic dishonesty. So even though the Honor Council can make some decisions, they
are closely managed by the policy itself.rémterpret the hierarchyit would be
important to make the educating of students a crucial theme of the overall poliay, and t
help students understand the values behind academic integrity and the importance of
upholding those values at all times. In the opening philosophy, the document does
mention the intent to do this—“educate those who fail to live up to the stated
expectations”—yet, this is never mentioned again or integrated into the quohietin
any way. The education of students can also be accomplished by focusing osdhs rea
why students cheat, and by beginning to address these reasons in ternssunfethie
voice so that the organization can address the true reality of the context of the problem.

Therebel voicebeing oppressed in this policy is that of the student and teacher
who views academic integrity as a positive value to be lauded, discussed, antkeitegra
into the fibers of the school community. Instead, this positive voice is drowned out by a
policy basically written as a law. To change this, the voice of those who want a
academic integrity policy to include all members of the school community, and not jus
those who commit violations, must be considered and integrated into a future policy. This
voice is critical to fostering a sense of community, to giving students a @epsie®nging
to a greater purpose, and to establishing a community of meaning and resistance
(Shapiro, 2006).

Boje and Dennehy (1999) argue for a telling ofdtieer side of the storyvhich
in the case of Langley High School (VA) involves the need to acknowledge academi

integrity as a positive concept which should be promoted within the policy and
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throughout the school. Instead of the criminalization of the problem of academic
dishonesty, as seen through the legal language throughout the documathietisede of
the storywould aim to explain why some students engage in academic dishonesty and
would give validity to thestudent voicexpressing concerns related to academic
pressures. Also, while some students do engage in academic dishonesty (whdaticyhe
was intended to address) there are many students to which a policy focused solely on
consequences would never apply. Bhieer side of the stonyould also focus on how
those students are making decisions to uphold academic integrity each and evwery day
school, and what these students are doing to ensure that they continue to make decisions
rooted in honesty and integrity. In essence, the policy would explain the pro-social
behaviors that one could expect from students who choose to uphold the values
associated with academic integrity.

To deny the plotor the Langley High School (VA) academic integrity policy
would be to turn it from a tragedy to one focused on the best interests of the students.
One particular aspect of the policy—the Honor Council—is a good place to begin the
discussion of changing the plot. As it is written, students who are accused®maca
dishonesty are given the opportunity to go before the Honor Council and present his/her
case. However, with such strict guidelines outlined in the policy, the Honor Council
would have very little room to be able to handle the situation with an ethic of care and in
a way that is in the best interest of the student. For example, if the Honor Couitgldde
on a guilty verdict, they would assign consequences from a list stated in the ploiscy. T
includes sanctions from a zero on the assignment, to removal from honor societies, to

ineligibility for student offices the remainder of one’s high school cafeedeny this

174



plot, a wide variety of consequences should be afforded to the Honor Council so that they
could, in fact, help students who have made mistakes associated with academic
dishonesty to learn from the situation and uphold values of academic integrity in the
future. Examples of possible rehabilitative consequences could be refledting w
activities, decision making scenario dialogues, or instructional matdesigned to
promote academic integrity.
Challenging Student as Criminal

A reinterpretation of the hierarchipund within the Radnor High School (PA)
academic integrity policy can best be understood in context with the Langjby Hi
School (VA) discussion in the previous section. While Langley High School gk} a
voice to students in terms of the discipline process through membership on the honor
council, the overall language within the document is strict, legal policy whiekesran
overall hierarchy of political authority over the issue. Radnor High Schooli§RAg
exact opposite. While the Radnor High School (PA) policy does not give students a voice
in the discipline process and leaves all investigations and consequences up to school
administrators and teachers, the overall policy uses language which invokes afh eth
care and gives students the opportunity to participate in the promotion of academic
integrity throughout the school community. This distribution of power within the Radnor
High School (PA) academic integrity policy allows students and other merobtre
school community to have a voice, and the student is viewed as anything but criminal.
Summary

The theme o$tudent as crimindiound within some academic integrity policies

in this study further expands on the first themaa#ddemic dishonesty as disciplirmad
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begins to portray the student as the perpetrator of a crime. This theme movesteeen f
away from the intent of focusing on the values surrounding academic integrity, and
heightens the severity of academic dishonesty even more from a disciplie¢asa
school crime. For example, the critical discourse analysis (CDA) ofahgléy High
School (VA) policy revealed that the school has established an Honor Council which
hears the cases of students accused of academic dishonesty, and subsequernitigsiete
guilt and punishment as well. This type of legality around such issues at the high school
level further widens the gap between situations of academic dishonesty ahdaaadl
rehabilitation and education grounded in the values of academic integrity.
Theme Three: Authoritative Adult Voice

Another prevailing theme through much of the academic integrity policidssin t
study is the presence of aathoritative adult voiceThe voice is primarily that of a
teacher or school administrator who uses position and power to force students into
compliance with the standards of the policy. Instead of invoking an ethic of care and
giving the students a voice in the dialogue or proceduresutheritative adult voice
places demands and expectations on students with little explanation or education on the
values behind the academic integrity policies. Thus, power struggles and oppressive
educational practices are born.
Uncovering the Authoritative Adult Voice

Contextual signalare one element of Gee’s (1996) critical discourse analysis
framework which easily applies to the Mountain Pointe High School (AZ) academ
integrity policy. Perhaps the most alarming phrasing within the document isithesht

that students should follow the honor code as a way to “respect the wishes aftaadhe
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others....” Although the opening statement speaks of honesty as a value for shiscess, t
statement alludes to students doing what is right to please the teachers. Thitsconne
with the power-relationship struggles between children and adults, and the fact that
children are often oppressed by adult constraints (Mayhall, 1994; Jenks, 1996). This
aspect of the policy signals the strong voice of the teachers, who seem to haeaa pers
investment in students not cheating, perhaps as a reflection of teachitgsabil

Continuing with the theme of power relations in policy, the Egg Harbor Township
High School (NJ) policy reads like a teacher’s authoritative speechassaabm full of
nervous students on the first day of class. Language such as “deviation,” ‘atahteé
“wrong,” and “disservice” makes the policy seem more like a lecture in ndidbd do
and less like a document providing guidance and support to students. Again, the student
voice is missing, especially as the document concludes with all authority os adsue
academic dishonesty given to the classroom teacher.

Second, teacher power as a theme dominates a large part of the Egg Harbor
Township High School (NJ) document. A teacher is referred to as the “arbiter as t
whether or not cheating has occurred. Incidents of cheating must be judged by the
teacher...” The teacher is then given the responsibility to report all instancesatfraine
to the guidance counselor. The final line states that “AP/Honors students may be& droppe
from the Honors program,” which seems to suggest that teachers would have a strong
voice in making this happen if they believe it warranted.

Thecontextualization signals the Woodside High School (CA) policy center on
the concept of the policy as a protection for teachers/staff. The philosomextat

shifts from the students to a focus on the teachers/staff by the end. Thestaeams
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to argue that teachers have done everything they can to communicate thag cheat
wrong; however, since students continue to cheat, then a strict, punitive policy is needed.
This context also surfaces in the statement preceding the consequences ahagsoce
section:
The teacher’s professional judgment will determine whether or not a shatkent
cheated or plagiarized. It is the responsibility of the student to avoid aoy act
situation that may cause teachers to believe this policy has been violated.
This seems to imply that if a teacher decides that a student has cheatadjeheis
guilty as charged, and even being remotely associated with an incideaaddn built
by association. Again, the context of the policy implies a need to protectreadite
speak up and bring forth an incident of cheating, and attempts to eliminate any kind of
investigation, discourse, or explanation of the situation at hand. In short, whatever the
teacher says happened will be taken as fact. This is clearly a result ef¢bptjon that
children are seen asher, and that adults must manage the behavior of children through
authoritative discipline to maintain an orderly society (Mayhall, 1994; Block, 1997,
Lesko, 2001; Ehrensal, 2003; Giroux, 2009).
Critical Discourse Analysis of theAuthoritative Adult Voice
The student voice is threbel voicewhich is missing from the East Chapel Hill
High School (NC) academic integrity policy. Nowhere in the document is theeutikse
of the student ever mentioned or implied. In fact, the powerful, strong voice appears to be
those teachers who have experienced students turning in papers more than omgce, askin
for extra time when they really did not deserve it, or missing class whessignmaent is

due. In addition, these teachers have probably experienced students lying about these
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incidents. This is what Foucault (1977) was referring to when he explains authority as
discipline and punish, with thetudent voicabsent from the discourse. In this case, the
teachers have a list of reasons why students might cheat; however, thaslisfobm the
teacher’s perspective. To give the students a voiceeb® voicewould present a
different reality than the one presented by the adults in this policy. This pa&y
written in a way to support the adult construction of reality and to silence the student
who should have an important voice in the discourse on academic integritgbEhe
voiceis saying that the adult reality is not the lived reality of the students. Though
participation in situations of academic dishonesty is not acceptable, it isamipkor
academic integrity policies to give credence todhuglent voicethrough
acknowledgement of the academic pressures students face, detailed exdaidhe
value and importance in upholding academic standards, and an overall sense of
community which builds around schools which understand and promote academic
integrity. The East Chapel Hill High School (NC) policy is lacking all esthaspects.
Power is a resounding element which surfaces throughout the academic integrity
policy for Mountain Pointe High School (AZ). First, the second sentence of the policy
states that students have an “obligation” to uphold academic integrity values and to
“respect the wishes of teachers and others carrying out all academgrmassis.” In
addition, the policy states that “Mountain Pointe has established an Honor Code that all
students will sign and be expected to know and follow.” In essence, following the
academic code is a demand from teachers and administrators of the school. This
authoritative approach fails to include ttebel voicesor those of the students who want

to follow the policy because it is the right thing to do, and not because of a document that
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they are required to sign at the beginning of the yearrdibed voiceseveal that the
adult reality is not consistent with the students’ reality, and therefore puslom#ae
idea of being required to sign an academic honor code without a voice in the discourse.

Tracing between the lines one way to analyze the Egg Harbor Township High
School (NJ) using Boje and Dennehy’s (1999) framework. The policy, brief in length,
reveals a strong, authoritative voice of the teacher. The tone of the documentasaaki
frustrated teacher trying to take a stand with a group of students who lack an
understanding of the depths of academic integrity. Without knowing which approach to
take, the teacher defaults to the traditidmedause | said sexplanation. There is a
strong element of teacher guilt aimed at students in the following staterepttdrm
of cheating, to any extent, is wrong. This improper conduct is a disservice to one’s own
educational program, as well as to that of others.” By including statementssaihch a
the teacher voice is attempting to “guilt” students into following the acadetegrity
policy. In addition, the teacher voice must also have initiated the inclusion of “parents
will also be notified” as the final line of the first paragraph, again as an elefmteying
to guilt students into appropriate behavior. This approach is what Lesko (2001)aefers t
as theadministrative gazéoking down on children and their behaviors.

To reinterpret the hierarchwithin the Woodside High School (CA) policy, one
must first uncover the original hierarchy of power embedded in the document. The
dominant power within the policy is clearly the classroom teacher. Onmstatevhich
grants teachers the “professional judgment” to make the decision whetheiastadéent
has committed a violation, gives teachers the full authority in the disciplinesprddas

construct oteacher as arbitegives teachers the authority to determine the meaning of
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“academic integrity,” as the term is not defined in the policy. Although omégaly

that students tell their side of the story at some point in the discipline procgsslitiie
does not explicitly state that a student is ever asked to discuss or explainatiens For
serious violations, the teacher will consult with the department chairperson and the
student’s administrator to administer consequences. Again, although it is inhplied t
student may initially tell his/her side of the story, the policy fails toieiiyl state

whether a student is encouraged or allowed to discuss the situation withiltise a
Instead, the student must follow the school’s “normal” appeal process for disgiplina
matters if he/she wishes to challenge a decision. Also, the hierarchy afipaive

hands of the teacher is further enforced with a statement which makes students
responsible for avoiding “any action or situation that may cause teaoh®bave this
policy has been violated.” The way it reads, students may be punished as violt#ters of
academic integrity policy even if they are not guilty, but are somehoweatous
suspected by the teacher. This is consistent with Foucault’s (1977) thoughts on
disciplinary authority leading to abuses in power in situations in which there is
asymmetrical power relations among individuals. It is also consistémnFaucault’s
(2977) idea of information flowing in one direction only, as is the case when the power to
punish is given téeacher as arbiterand when thstudent voicés nonexistent.

Therebel voicebeing oppressed in the Woodside High School (CA) document is
clearly the student who has been suspected of academic dishonesty. The pddityig op
sentences seem to indicate an inclusion of the student voice through a commitment to
“fostering self-respect, achievement, and positive relationships amastgkaholders in

our school community.” However, that is the last mention of the students as part of the
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promotion of academic integrity. Instead, the policy is written with the exf@ctthat
students will violate the policy, and this takes priority within the context of thenalermt.
Even in the discipline process, the student voice is not given an opportunity to be present.

Boje and Dennehy (1999) put forth the concepitber side of the storyr a
retelling of the story if the voiceless were given the opportunity to spedie bate of
the Woodside High School (CA) policy, the student voice would clearly speak out on
several important points. First, the student voice would address the variety afgsess
which lead students to cheat in the first place. Mentioned earlier in thisrsebe
teacher voice is clearly evident in this statement: “While there cawvéety of
pressures or temptations for students to consider cheating or plagiarism...norse of the
pressures justifies either behavior.” The student voice would ask for help,
encouragement, and assistance in dealing with these pressures, instead of simply
dismissing them as wrong by the teacher voice. In addition, the student voice would
request the opportunity to discuss any situation in which the teacher suspectet@cade
dishonesty, and would ask for a more objective process to defend oneself, rather than the
teacher being the sole authoritative power on the matter at hand. One wayge tbiean
situation andleny the ploin the Woodside High School (CA) policy would be to take
away the sole decision-making power from teachers and put it in the hands of other
teachers, administrators, and students, perhaps as part of a school honor council.

The concept ofind the exceptiochallenges one to identify those statements in
which a solid argument could be made in conflict with a policy’s intended meaning. For
the Woodside High School (CA) policy the statement making students directly

responsible for avoiding any action or situation that may cause teachefet@ that
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they are in violation of the academic integrity policy immediately jumpsasone
statement in which an exception could be easily argued and defended. For example,
suppose one student is using a cheat sheet and, before getting caught, tossef#& under t
desk of another student sitting nearby. The teacher immediately picks up thehaweta
and presumably suspects the student sitting in that desk. Is this student to be assumed
guilty because the cheat sheet is under his/her desk? By the wording of thed&/'oods
High School (CA) policy, the answer is yes. This clearly illustratesd¢leel for discourse
and investigation on each individual situation of alleged academic dishonesty.

One way taesituatethe Woodside High School (CA) academic integrity policy
is to bring forth thestudent voicend the need for educating students on what it means to
uphold the values behind academic integrity. Througlstingent voicethe policy can be
resituatedin a way of decriminalizing academic dishonesty, and can also reveal the
reality of the reasons why students engage in cheatingstitient voiceeveals the need
for student to be given the opportunity to explain their side of the story and to pagticipat
in a restorative and educational process, should one engage in academic dishonesty. In
addition, the policy should outline definitions for such terms as “academic igfégrit
“honesty,” “self-respect,” and “ethical climate.” All these amnis used in the policy,
yet no explanation is given as to their intended meaning in relation to the padicy as
whole.

To reinterpret the hierarchypf the Seckman High School (MO) academic
integrity policy, one must again examine the consequences section of the document.
While the Woodside High School (CA) policy created an extreme hierarchytegithers

having the sole discretion of deciding guilt in cases of possible situationsdefaica
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dishonesty, the Seckman High School (MO) policy does state that when violations are
considered severe, they “will be dealt with by the teacher and assistaipadrinl here

is a lack of clarity as to the process in which a student would be able to dialogugewith t
teacher and administrator in the case of a possible situation of academic dishones
however, it is more likely that this is the result of a lack of forethought thouighe

policy rather than an intentional power stance, as seemed evident in the Woodside High
School (CA) policy. However, the statement in the opening philosophy that “cheating
dishonesty, and plagiarism will not be tolerated,” and the severity of the consesjaénc
the end of the policy, reinforces the power hierarchy of teacher/administsatoe
authoritative voice in discipline process. As Jenks (1996) argues, it is thesky social
constructed power-relationships, such as teacher-child, in which the child is seen as
dependent in need of the guidance of the adult, thus perpetuating the power of the
authoritative adult voice.

Totrace what is between the lineme must examine the overemphasis of
plagiarism throughout the Seckman High School (MO) document as well. In fact,
plagiarism has an entire section devoted to explaining its various forms, witeneais
no explanation as to what constitutes specific forms of cheating. Within thenseucti
plagiarism, the document authors chose to use boldface type for two phrases--“without
proper acknowledgement” and “few words and phrases”—and yet there is no other use of
boldface type in the rest of the document. Also, most issues of plagiarism aeatbeli
as level two violations, as opposed to level one cheating incidents (copying, using chea

sheets, giving or receiving test information). The strong voice of a teaakeafed with
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ongoing issues of plagiarism again rings loud and clear throughout this sechen of t
document.

While attempting tdrace what is between the lineme clear thought emerged in
the Langley High School (VA) policy—that students should know academic dishonesty
is wrong, and they will be held accountable under all circumstances. This posggds i
of power relations by those writing the policy for the school. There is a clderiative
viewpoint that students should abide by the rules, without the need for the school to
provide an avenue for understanding and support for students who may not always
uphold the values associated with academic integrity. The severity of the cortssgue
also adds to the assertion that the document is meant to demonstrate a high level of powe
and authority. Although the Honor Council does give students a voice in presenting their
side of the story in disputes of academic dishonesty, it is the inclusion of the Honor
Council which appears to be an example of the disciplinary drill with the underlying
power issues at play within the policy. These councils cannot do anything thdulise a
in the school do not want them doing, thus the Honor Council is simply legitimating
hegemony by reinforcing the beliefs of the adults in the school. The mere presamnc
Honor Council, especially one under the parameters of such strict guidelmetreed
in the policy, does not disguise the strong authoritative voice throughout the document.
This echoes back to the work of Foucault (1980), who stated that “power reaches into the
grain of individuals, touches their bodies and inserts itself into their actions dandesti
their discourses, learning processes and everyday lives” (p. 30).

Therebel voices the voice of the group of individuals who appear powerless,

based on the language of the discourse (Boje and Dennehy 1999). While the Radnor High
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School (PA) academic integrity policy appears to give a voice to stugangsits, and
teachers/staff, it is in the administration of consequences in which thisivsicaped.
The document states that the power to administer consequences for seriousnafract
lies “solely” with school administrators. As a revision to the policy, Radnor Hibo@
(PA) could consider the model of using an honor council made up of students as a way to
give them a voice in the process of administering consequences to those students who do
participate in situations of academic dishonesty.
Challenging the Authoritative Adult Voice

While most of the academic integrity policies in this study quiet the wabice
students in matters of academic integrity, the River Hill High School (MDgypol
includes a “student-to-student” honor council, which handles incidents of possible
academic dishonesty. According to the policy, the academic integrity t@ugisien
three important responsibilities:

1) Provide guidance and assign consequences to students who have violated RH

Academic Integrity Policy;

2) Develop educational tools that will foster academic integrity;

3) Strategically develop and implement RHHS academic integrity standards
All three of these responsibilities are a clear indication of including a studiee,
employing an ethic of care, educating the student body, and creating a sense of
community within the school. In addition, the policy explains the honor council as an
organization “created to improve the academic integrity environment throughsaogris
effort.” To accomplish this goal, the first step the honor council should take would be to

resituatethe academic integrity policy at River Hill High School. The resituatrtyis
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case should be done from the perspective odthieoritative student voi¢cevhich would

give support for the three points listed as responsibilities of the honor council to become
the bedrock of the policy. By keeping the existence of an honor council while expanding
on the three concepts with intentional descriptions of each, the policy could evolve into a
strong, progressive academic integrity policy which invokes an ethic ofrcdre school
community.

The Radnor High School (PA) academic integrity policy signals a shifrdowa
progressive elements which give a voice to students as well. The policy contains
language which focuses on the values associated with academic inte@inttipds of
the responsibilities of all members of the school community, and educationalgsaior
students aimed at promoting academic integrity. theenatic organizatiowf the Radnor
High School (PA) academic integrity policy contains the important thermelvidual
expectations. The explanation of individual expectations are extremelyholaaghout
the document, as each and every member of the school community has expectations to
meet in regards to upholding values of academic integrity. Students are the mos
accountable, with a separate section of the policy focusing on student requirements and
prohibitions. This section contains three requirements of all individual students:

1. Students shall not cheat, lie, or steal.

2. Students shall cooperate in all investigations of alleged violations of this

Academic Honor Code or the Code of Student Conduct.

3. No student shall engage in any act that would constitute intimidation,

retaliation, or harassment of any other student or individual who has reported

a violation of the Academic Honor Code.
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While these statements are written as a list of actions that a student shardags in,
they do not come across as a mandate from the authoritative voice of the teaghers a
administrators. Instead, a student voice of peers holding other peers accountable for
upholding the standards of academic integrity rings through.

The Radnor High School (PA) academic integrity policy attempts to aeate
sense of community and employ an ethic of care to promote academic ynietii its
school. The policy’s strengths include language throughout which focuses on academic
integrity instead of dishonesty, makes great effort to explain defisititnd examples of
the values behind academic integrity, and explains the role and responsibility of ea
member of the school community in promoting academic integrity. Althoughittoalcr
discourse analysis did uncover some problematic language and one question of power
relations related to the discipline process, these issues are completehadweared by
the policy’s commitment to creating a school-wide effort to educateeatitvars of the
community in the importance of upholding values of integrity in the academitgsetti

Similar to the Radnor High School (PA) academic integrity policy, which
contained few problematic examples of hidden meanings or intentions, the Joel Barlow
High School (CT) policy has been written with such intentionality as to not oppress the
student voice or create an imbalanced power hierarchy within the poldyaliy
searchof the document yields little in terms of conflicting language; instead, the
document is filled with language which aims to promote academic integrityhraedc
every line of the policyReinterpreting the hierarchgeems unnecessary in terms of
trying to reveal issues of power, as the language within the policy invokesnz dalf

power at every turn. Because of the ethic of care takergh®b voicesare silenced or
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oppressed, including the voice of students, and there does not seem to be a ndéd to tell
other side of the stoyyo deny the plqgtor totrace what is between the lines
Summary

Perhaps the most important problem uncovered through the critical discourse
analysis (CDA) of the academic integrity policies in this study is tbggnice of an
authoritative adult voicevhich demands obedience from students and punishment for
those who make mistakes. One extreme example is from Mountain Pointe High School
(AZ), in which the policy states that students have an “obligation” to uphold academic
integrity values and to “respect the wishes of teachers and others gauyiall
academic assignments.” This language, along with the language found in ntla@y of
policies in this study, further encourages the hierarchy of teacher oventsinde
impedes the fostering of a sense of community within the school. In addition, the
frustrated teacher and school administrator voice was revealed in ited digcourse
analysis, and a demand that students comply with the academic integrijyranfidoud
and clear. Statements such as “will not be tolerated” contribute to the ovaesalltbat
theauthoritative adult voicés primarily focused on justice for violators of the policy,
rather than focusing on the promotion of the concept of academic integrity.

Theme Four: Extreme Punishment

The theme oéxtreme punishmerfound in several of the academic integrity
policies in this study, refers to the concept of severe consequences beingtedeaito
those students who violate some or all of an academic integrity policy. &ktesee
punishment#nclude taking actions primarily reserved for severe school discipline

incidents. The punishments include in-school and out-of-school suspensions, removal
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from courses, removal from graduation ceremony, and notification of future cotiege
employers. Connected with this theme is the strong need of the authoritative voice to
punish students in violation of these policies. What are not included as part of these
punishments are ways to rehabilitate and educate students in the values surrounding the
concept of academic integrity and why it is important to uphold such values.
Uncovering Extreme Punishment

The Woodside High School (CA) policy lists some of the harshest consequences
found in this study, including the direct notification of prospective collegesaoieatic
integrity violations. When analyzing the document through the lens of Gee'stic
organization one important theme arose, woven throughout the Woodside High School
(CA) academic integrity policy—administering severe consequencasddemic
dishonesty. For example, the “Defining Academic Misconduct” section includés s
words as “penalty” and “offenses.” The following section on “Consequences and
Procedures” contains language such as “violation” and “automatic consequartbe.” |
end, the policy spells out a list of severe consequences for violations:

1) Suspension and/or removal from class;

2) Suspension from school (including extra-curricular activities);

3) Department refusal to provide letters of recommendation;

4) Rescindment (by original writer) of previously written letters of

recommendation or notification of unethical academic conduct sent to

prospective colleges.
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The level of severity of these consequences demonstrates the staffjsngteaito punish
students for their wrongdoing, and to ensure that students involved in situations of
academic dishonesty experience the maximum penalty for their wroogsact
Thethematic organizationf the Seckman High School (MO) document includes
special emphasis on plagiarism and severe consequences for level two violalibes. W
the policy does not specifically explain what constitutes cheating, the dotdoes
outline various forms of plagiarism. Also, the policy delineates most plagias a level
two violation, perhaps signaling an ongoing struggle with issues of plagiaritma i
school. When further examining the level two consequences, it becomes evident that this
policy, along with Woodside High School (CA), includes some of the most severe
consequences for situations of academic dishonesty. For example, studendsnwwhbp ¢
level two violations may not be allowed to participate in their graduatiomoeng In
addition, “if a senior has three or more violations, a letter listing all offemidles
accompany any transcripts requested within five years of graduation.’isTdksrly an
attempt by the school to deter academic dishonesty through harsh punishmentsyhowe
the policy does not include any rehabilitative or educational activities fomgsuabo
commit a violation. What is lacking from this approach is ethical caring to ¢utde
students from learning from mistakes toward making appropriate decisioddi(iys,
1984).
Critical Discourse Analysis ofExtreme Punishments
To trace what is between the lineme must examine the level of severity of the
consequences mentioned at the end of the Woodside High School (CA) document. Not

only is the matter of cheating handled within the high school, but there is an inherent
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need to punish the student even beyond his/her high school years, by refusing to write
letters of recommendation, contacting colleges to rescind lettersashneendation

written prior to a situation of academic dishonesty, or even notifying prospeclieges

of a situation which arises. There seems to be a dual motivation related to thennalus
such harsh actions. First, a strong desire of the adults involved in the situation koipunis
evident; Ehrensal (2003) refers to thisadsilt angst It is as if situations of academic
dishonesty are personal insults against the teacher, and thereéaeher as victim
mentality in need of revenge arises. Second, the severity of the consequantesan
attempt to deter students away from academic dishonesty. Perhaps the idg& is tha
students realize their future college career could be in jeopardy, thely swh be too

afraid to cheat. This could also be seesdm®ol organization as victimvith the school
engaging in extreme punishments to maintain its reputation and guard agaistsickamy
academic dishonesty that might look unfavorably on the high school. Whatever the case
the use of this kind of punishment points to a traditional model for discipline that the
research clearly shows has not been successful in recent years (Block,es3@7,2001;
Males, 1996).

To deny the plotin relation to the Seckman High School (MO) academic integrity
policy, one would want to follow the same proposal as that for Woodside High School
(CA). Both policies should focus on the values associated with maintaining academi
integrity as the highest goal, even above holding accountable students involved in
possible situations of academic dishonesty. Another exampkenging the plotvould
be to reevaluate the severe consequences for students that would carratidetted to

transcripts for five years after high school. Such an action seems vindictiaéure and
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more apt to appease a frustrated teacher or administrator, rather tham to ddteate
the student on the importance of upholding academic integrity. This is a cleasdismi
of the ethic of care and tlwaring power(Sernack, 1998) that school staff can
demonstrate in relation to supporting students.

The concept ofind the exceptiom terms ofextreme punishmegtn best be
illustrated by a line in the final paragraph of the entire academic polidyafayley High
School (VA): “Violations of the honor code are cumulative (they do not reset at the
beginning of a new school year).” In short, if one commits a violation during his/he
freshmen year, then it will stay with him/her through graduation. This beggiéstion
as to how students can ever learn and recover from mistakes. Suppose a student commits
two offenses his/her freshmen year. That means that he/she will be exonsechy
honor society, will be asked to resign from any Student Government Association office
and will be “ineligible to apply for any honor societies or run for any studewesffor
the remainder of his/her high school career at Langley High School.” Thid ety
impedes any student who desires to make a positive change in the area ofacademi
integrity, and who may want to succeed in many areas of school, including honor
societies and student government, in future years. Many successful gsathuatd have
strong first year experiences in high school, for any number of reasons. Yuilitys
prevents those students from having the opportunity to change, grow, and be fully
successful in all areas after one year in high school. This reveals thegsfaiowing
the damnation model (Ehrensal, 2003), which is unforgiving of the mistakes of students
and provides no hope for growth or change.

Challenging Extreme Punishments
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One question to consider when challenging the extreme punishments is whether
or not to prescribe a list of less severe consequences for situations of aclidkanesty
within the policy, or to simply allow consequences to be handled by schools on a case by
case basis, as determined to be in the best interest of students. The twaipegres
policies, Radnor High School (PA) and the Joel Barlow High School (CT) offer these tw
differing perspectives on the issue. Whereas Radnor High School (PA) prescligteof
reasonable consequences, the Joel Barlow High School (CT) policy fails to mention
details related to the consequences and or the discipline process for students who do
participate in situations of academic dishonesty. It seems quite evideatdktailed
explanation of consequences was not included in the Joel Barlow High School (CT)
policy as to maintain a determined focus on the promotion of academic integrity
throughout the policy. This raises the question as to whether this policy should be
resituatedto include more explanation of what constitutes academic dishonesty and the
corresponding consequences. Whatever the answer, it is clear that the agpadashe
by both Radnor High School (PA) and Joel Barlow High School (CT) are much better
situated to make decisions in the best interests of students, as compared withathose
employextreme punishments try and prove a point on authority in schools.

Summary.

The theme oéxtreme punishmefdund in some of the academic integrity
policies in this study serves as a culmination of the other three previouslyséidcus
themes. The perspectiveafademic dishonesty as disciplileel to the more extreme
perspective of viewingtudents as criminalithin the discipline situation. Added to

these perspectives was tgthoritative adult voicewhich enhanced the conflict by
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playing into the power struggles of students and adults. Finally, the theaxeerhe
punishmenfunctions as a final attempt of thethoritative adult voicéo find justice for
those students who make mistakes. The list of extreme consequences goes tg0 far a
include the following: in-school and out-of-school suspensions, dropped from AP/honors
courses, unable to participate in the high school graduation ceremony, rescinding of
college entrance letters of recommendation, and notification of violations on at&ude
transcript up to five years after graduation. With such an intense focus on the
consequences aspect of academic dishonesty, the idea of using an ethic of eate & cr
sense of community as a way to promote academic integrity is all but forgotte
Additional Discourse on the Four Themes

The themes adicademic dishonesty as discipliseudent as criminal
authoritative adult voiceandextreme punishmentsveiled in the previous discourse
analysis and critical discourse analysis (CDA) sections uncovered the patiblem
language and power struggles which should be eliminated from academicyntegrit
policies. This section will expand on the four themes by providing an additionasianaly
of the ten documents through an examination of these themes as they are found within the
major components of the academic integrity policies: philosophy/purposmstdt
definitions of academic integrity, definitions of academic dishonesty, honor council
honor pledge, consequences and discipline, and rehabilitation support. This additional
discourse will provide continued discussion on how schools can eliminate problematice
language and construct academic integrity policies in the best interasdenhts.

Philosophy/Purpose Statement
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The philosophy and purpose statement of any academic integrity policy should be
written in such a way as to foster a sense of community and to encourage the use of an
ethic of care in promoting academic integrity throughout the school. All languags in t
section should reflect such purpose and should not center on the thacaeleric
dishonesty as disciplin€&or example, the Woodside High School (CA) opening
statement begins with a strong sentence which encompasses the goal ohgrthendi
policy in a firm foundation of shared values:

The Mission and Expected Schoolwide Learning Results of Woodside High

School advocate high standards in ethical behavior as well as scholarship.

Academic honesty is an integral component in fostering self-respect,

achievement, and positive relationships among all stakeholders in our school

community. Our Academic Integrity Policy is intended to clarify the expiects

we have for all students to maintain an ethical climate at Woodside that values

honesty, effort, and respect for others.

The other documents which provide similar opening statements to the one from
Woodside High School (CA) include Langley High School (VA), Radnor High School
(PA), and Joel Barlow High School (CT), all of which do incorporate discourse on the
importance of valuing academic integrity.

While several of the policies are written with strong language whichgiesna
sense of community around promoting academic integrity, as mentioned above, the
majority of the policies contain problematic language within the philosophy apdgaur
statement which shifts the focus to punishing academic dishonesty. For exaasple, E

Chapel Hill High School (NC) does not have a philosophy or purpose statement, but
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begins with a definition of cheating as the opening line of the policy. Egg Harbor
Township High School (NJ) quickly shifts focus to academic dishonesty in the opening
paragraph through language such as “deviation,” “unacceptable,” “disseranckthe
phrase “any form of cheating, to any extent, is wrong.” River Hill High Sciiid) (

opens with a negatively worded honor pledge, which states that students “have neither
given nor received unauthorized aid on this assignment.” Also, while it definitgdybe
with appropriate language in a strong opening philosophy and purpose statement, the
Woodside High School (CA) academic integrity policy shifts to a discussicasbns

why students might cheat, and reiterates that these do not justify studenblsehatile

all of these statements in the policy may be true, it is the individual word choice of
language with negative connotations which shifts the focus from the values @&skociat
with academic integrity, to the discipline concerns of academic dishonesty.

One phrase used in three of the documents—Mountain Pointe High School (AZ),
Seckman High School (MO), and Langley High School (VA)—all use the phrase “will
not be tolerated” within the opening philosophy and purpose statement. While it is
important for schools to take steps to address and remedy situations of academic
dishonesty, the inclusion of this phrase reads as an authoritative voice speaking down to
the students of the schools. This statement serves to reemphasize the povebiyloérar
teachers/staff above students and impedes the fostering of a sense of cgraraund
the issue of academic integrity. As an alternative, these schools should lookef@ndif
language which does not create such a power struggle. Joel Barlow High SchHool (CT
used an alternative to “will not be tolerated” through the choice of phrasing waiek s

that students are expected to maintain the highest levels of academityiraegrany
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form of academic dishonest is “contrary to this goal.” This level of spexific
intentional phrasing is essential to creating an atmosphere rooted in the etre. of
Definitions of Academic Integrity

Perhaps the most alarming fact uncovered from the critical discourgsianal
(CDA) is that six of the ten policies in this study do not attempt to define or explai
academic integrity or the values it encompasses in any way. Of the &budiotmention
it, two only do so in a limited way. Seckman High School (MO) puts forth a dictionary
definition of integrity and then follows up with a simple phrase “academic itytegr
means doing schoolwork honestly.” Langley High School (VA) does not define
academic integrity directly, but instead lists three fundamental bahelsrlying their
honor code, which includes general discussions of trust and honesty within the school
community. However, these are quite limited and do very little in explainingpéideof
behaviors with underlying values rooted in academic integrity. While it is nod¢dese
two schools do take the first step toward defining academic integritylithied
approach does little to educate students on the topic. Instead, these two schools, along
with the other six schools without any definition of academic integrity, should look to the
two schools with progressive policies--Radnor High School (PA) and Joel Barlygw Hi
School (NJ) as guides for including a full explanation of the values associated with
academic integrity.

The Radnor High School (PA) academic integrity policy includes a sedtemh ti
“Principles of the Radnor High School Community with Regard to Academic
Performance.” In this section, the document gives three examples of appragitetse a

related to each of the school’s four core values—honesty, integrity, respect, and
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responsibility. Similarly, the Joel Barlow High School (CT) explains sixesl

associated with the overall concept of academic integrity—academic haesgtyct,

trust, responsibility, fairness, and integrity. Each of these is explairedefinition as

part of a larger honor code:

1)

2)

3)

4)

5)

6)

Academic honesigs demonstrated when the ideas and the writing of others
are properly cited; student submit their own work (for quizzes, tests,
examinations, assignments, papers, projects, etc.) without unauthorized
assistance; student do not provide unauthorized assistance to others; and
students report their research or accomplishments accurately;

Respect for others and the learning process,

Trust in others to act with honesty,

Responsibility of all to put forth their best efforts to prepare and complete
academic tasks,

Fairness and equity so that all can experience an academic environment that i
free from the injustices caused by any form of intellectual dishonesty, and

Integrity of all members of the school community.

Not only does Joel Barlow High School (CT) make great efforts to provide dafimitor

the values associated with academic integrity, but each word and phrase msveitiose

such intentionality so that no hint of the authoritative voice or a hierarchical power

struggle exists. Instead, the ethic of care is evident in every word and phrase choi

Definitions of Academic Dishonesty

One common characteristic of nine of the ten policies (the exception is Rickards

High School (FL), the school without a specific academic integrity policy) isathaf
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these academic integrity policies contain some form of explanation or aefiotfti

academic dishonesty. When examining the definitions of academic dishonesdty close
within each document, the focus becomes less about uncovering problematic language
and more about the extent to which definitions and explanations are needed. The best
way to illustrate this point is to do a comprehensive examination of the definitions and
explanations of academic dishonesty within the two progressive policies—Radnor High
School (PA) and Joel Barlow High School (CT).

The Radnor High School (PA) academic integrity policy contains a lengthof li
definitions of the components of academic dishonesty. The first category indlodes t
offenses which are considered cheating. These include assignment cobbabooati
approved by the teacher, using a cheat sheet or cell phone in class on a quiz or test,
impeding the advancement of a fellow student by “hoarding or by sabotagingatsateri
resources,” gaining unauthorized information prior to a test, or sending hand signals
talking during a test. The second category of academic dishonesty ifetdaasilying,
which includes fabricating or falsifying data or information in a papegjrigrany
document, changing a grade in the school’s records, or “making statements that you
know or reasonably should know have caused a false impression or understanding to
have been created, and failing to correct the false impression or misunderstamtang.
third and final category concerns stealing, and is further explained as giagiari
someone else’s work or not properly giving credit through proper citations, dwasurg
a paper from another individual. As a whole, the Radnor High School (PA) clearly
outlines most all of the possible ways students participate in situations ofracade

dishonesty.
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Contrast the lengthy explanations in the Radford High School (PA) policy with
the terse definitions found in the Joel Barlow High School (CT) academic igitegrit
policy. Definitions of cheating and plagiarism can be found in the opening philosophy
statement:
Cheating is defined as the intentional use of someone else’s work or material on
any test or assignment (or the improper provision of one’s own work or ideas for
use by another student in place of original work). Plagiarism is defined as
appropriating and putting forth as one’s own the ideas, language or creations of
another without properly citing the source.
While these definitions provide a clarification of what each concept means ialgene
terms, no further definitions or explanations are given in the rest of the documead. It w
noted earlier that these sentences should be moved to a section devoted to academic
dishonesty or consequences for behavior, instead of serving as part of the opening
philosophy statement. The question still remains, though, if moving them to a separate
section is sufficient, or if more detail overall is needed.
To focus the analysis of definitions of academic dishonesty, the discoudse nee
to be framed within the context of which approach is in the best interest of students—the
long, descriptive approach of Radnor High School (PA), or the very brief summary
definitions of the Joel Barlow High School (CT) policy. When making students the focus
of the decision making process for what is best in policy, it seems that the daswer
somewhere in the middle of the two approaches. On the one hand, Radnor High School
(PA) has provided very clear direction in terms of what is and is not acceptatilegyra

however, the extensive detail feels burdensome on those students who do uphold those
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values of academic integrity at all times, and does somewhat play irgoatiemic
dishonesty as disciplinrbeme. The list also projects thethoritative adult voicéghrough
a list of lengthy rules for students to follow. This extensive list may gixee students
ideas of how to cheat that they had never previously considered. On the other hand, the
Joel Barlow High School (CT) policy leaves the general definitions of academi
dishonesty open to interpretation on many levels, and may leave many leggtocent
guestions unanswered as to what constitutes cheating. Therefore, it seepsatpdor
an academic integrity policy to provide balance when presenting definitionsdanaica
dishonesty. This could be resituated from the student voice perspective to consider the
reasons why students cheat, as to reveal the reality of the academicgsréssng
students, which are derived from the organizational arrangement of schools. Then, thes
definitions and explanations should contain details pertaining to the specificsto$ wha
unacceptable practice incorporating in sfiedent voicgyet is not so extensive as to
project an authoritative voice and shift the policy’s focus from promoting academic
integrity to punishing academic dishonesty.
Honor Council

Perhaps the single most progressive element of an academic integrityipthey
inclusion of an honor council. Although the inclusion of one does not guarantee that the
entire policy is progressive in nature, as illustrated in the very traditiangley High
School (VA) policy, the concept of an honor council does give way to the opportunity to
establish a sense of community within the school and to give students a stronger voice
promoting academic integrity. Academic honor councils are only establishedenothr

the ten policies in this study—River Hill High School (MD), an underdeveloped policy;
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Langley High School (VA), a traditional policy; and Radnor High School (PA), a
progressive policy. All three examples of honor councils offer unique ways of pngmot
academic integrity throughout the school community.

The River Hill High School (MD) honor council is arguably the most progressive
found in any of the policies in this study. In fact, if implemented as the policg stia¢e
concept of academic integrity is sure to be handled in a way that is in thetbessdtiof
students, gives students a voice in the discipline process, and aims to educate al student
on the importance of upholding the values associated with academic integrity Vv€he Ri
Hill High School (MD) honor council is made up of a panel of thirteen students, who are
“dedicated to promoting and upholding integrity among the student body.” The honor
council is then charged with implementing three strategies to improve acadgiay
within the school. First, the honor council will “provide guidance and administer
consequences” to any student who participates in a situation involving academic
dishonesty. Second, the council is required to develop “educational tools” to help explain
academic integrity to the school. Finally, the council will participatéendevelopment
of specific academic integrity standards. Together, these thpnsgisilities of the
honor council, if carried out with an ethic of care, would make a tremendous impact on
the school community. Although this honor council appears to be more progressive
because it contains only students as representatives, the council is acteailjycar
controlled by school administration, which serves as a way of legitimatgeniony.

Unlike the River Hill High School (MD) honor council, the Langley High School
(VA) honor council of students and staff is established as a discipline panelvbrdi

plays into the theme sftudent as criminalThe policy states that a student who receives
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an honor code referral has the option of appearing before the school’s honor council. The
policy does not state whether or not this is a student led group, or if it is comprised of
teachers/administrators, or a combination thereof. The main purpose of the honor council
is to “hear the student’s case, when applicable, and then render a decisiomar 8imi

the abundant legal theme within the Langley High School (VA) policy, the sshool’

honor council also seems to function as part of a larger school legal system, as apposed t
a support organization for students. The use of students on the Honor Council at Langley
High School (VA) is an attempt to present an appearance of fairness in therscipli
process; however, trauthoritative adult voicés present, not only as actual members of

the Council, but also within the legal language of the procedures for the Honor Council t
follow.

The final school with an academic integrity policy which establishes an honor
council is Radnor High School (PA). The document lists the following as the primary
responsibilities of the school’s honor council:

1) Organizing education sessions, to be held every fall and throughout the school
year, to help all students understand the Academic Honor Code, suggest ways
to act honorably in difficult situations, and provide a forum through which
students can contribute their comments and questions to the ongoing
discussion about academic honor at RHS;

2) Reviewing the Academic Honor Code each spring, considering teacher,
student, administrator, and parent input;

3) Maintaining “de-identified” records of Academic Honor Code offenses;

4) Maintaining confidentiality;
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5) Encouraging students to make appropriate use of their work.
Collectively, these responsibilities outline an honor code with the purpose oiffgste
sense of community around the issue of academic integrity, and to give studactise
voice in this process. By allowing students on the honor council to lead the ongoing
education of the concept of academic integrity for the student body, aswelftecipate
in a review of the policy each year, Radnor High School (PA) has taken amayos the
authoritative voice that might be oppressive to students, and has empowered them to lead
the way in upholding these values within the school. However, one must also caution if
students have internalized the hegemony and get others to internalize it byngntorci
through membership of the Honor Council, thus becoming part of the disciplinary
machine.

It is important to note the differences among the honor councils described in these
three policies, and the questions which arise from their differences. Ferstfended
purposes of the honor councils seem quite different. While the River Hill High school
(MD) and Langley High School (VA) policies delineate discipline and the radtration
of consequences to the honor council, the Radnor High School (PA) policy does not.
Instead, the Radnor High School (PA) honor council leads a school-wide process of
promoting academic integrity and leaves the discipline process solely to school
administrators. This leads to the question of student membership as part of the honor
council. Clearly student membership is an essential part of the River gil$tihool
(MD) and the Radnor High School (PA) honor councils, as both provide an essential
student voice to the process of promoting academic integrity. However, the &loner

students to listen to student cases and to administer appropriate consequences, wherea
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the latter only reviews unidentified student cases and does not meet with pisgeimi
consequences to students involved in situations of academic dishonesty. To include honor
council students in the actual discipline process and administration of consequences
would be a difficult task, with regard to ensuring that all federal and state teanda
related to confidentiality were followed. While this could be accomplished in aeruoh
ways, it is certainly not a necessity of honor councils to include a student paneévo revi
discipline cases. The real essence of a successful honor council would be one which
reaches out to the school community to educate all constituents on the importance of
upholding values of integrity at all times in the academic setting.
Honor Pledge

An honor pledge is a written statement that students may sign, making a
commitment to some concept associated with academic integrity. Esgetiteié are
two types of honor pledges which contain very different language. The first typst—m
closely illustrated by the River Hill High School (MD) academic intggolicy—states
that students will refrain from participating in academic dishonesty. dtalgolicy of
River Hill High School (MD) reads like this: “On my honor, | have neither given nor
received unauthorized aid on this assignment.” In theory, this statement woldddx si
by students before taking a quiz or test, or while turning in a project or homework
assignment. While this should certainly be the expectation for all studentssatheol,
the honor pledge falls short with its focusamademic dishonesty as disciplirzes
opposed to academic integrity. The second type of honor pledge does just that—focuses
on the values associated with academic integrity and places the emphasis of the

commitment on doing the right thing. A compelling illustration of this type of geslg

206



found in the Joel Barlow High School (CT) academic integrity policy. The pladtgss
the following:
| pledge to maintain a high level of respect and integrity as a membei of Joe
Barlow High School. I understand and will uphold these values of the Honor
Code in letter and spirit. | will not lie, cheat, plagiarize or be complicit Wit
who do. | will promote achieving with integrity within our community. | make
this pledge in the spirit of honor, trust, and unity.
While acts of academic dishonesty are mentioned, these are not the overalf ibeus
pledge. Instead, the focus of this honor pledge is on upholding those values which help
foster a sense of community in the school around the issue of academic integrity. In
essence, to be part of the greater purpose and spirit of the school is to do thengght thi
Consequences and Discipline
Many similarities and differences within the ten academic integriigipslican
be found through an examination of consequences for those students who do participate
in situations of academic dishonesty. The one common consequence found in nine of the
ten policies (again, the Rickards High School (FL) policy is the one exception) is a
proposed grade reduction on the assignment in which the student was dishonest. Of the
nine, there are seven schools which dictate a grade of “zero” be given tioddret ®n
the assignment. Two other schools propose a slightly different take on the grade
reduction scenario. The academic integrity policy for Woodside High Schoglsi@ies
that “teachers will assign a failing grade for the assignment” istigure While this could
result in a “zero” at the teacher’s discretion, the policy does not dictate sayasd g

teachers flexibility in allowing the student to make up the assignment for sontg poi
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(although still a failing grade). The Radnor High School (PA) policy statdsat

classroom teacher may assign consequences that “can include but aretedtdirai“0”
(grade of zero) on any test or assignment where there has been cheatifgs again
gives the teacher the discretion in making decisions about consequences andhaitows t
the flexibility to counsel a student through a situation of academic dishondistyitvi

being required to give the student an automatic “zero” on an assignment.

While the grade reduction for the assignment in question is fairly cartsiste
across the policies in this study, the additional consequences for more sevepetaper
violations of academic integrity policies is more diverse, and some schgaaisyem
extreme punishments prove a point. For example, some of the policies connect
academic integrity with participation in organizations such as National FRowety
(NHS) and student government. Six of the ten schools in this study list removal from
NHS and other honor societies as a possible consequence, including Joel Barlow High
School (CT), one of the two progressive policies in this study. It is interestimge that
the other progressive school policy—Radnor High School (PA)—makes no such mention
in its policy. Also, the Egg Harbor Township High School (NJ), while not mentioning
anything about honor societies, does propose removing students from the school’'s
AP/honors program after a second offense. Although one can make an argument for
including National Honor Society standards to include upholding academic integrity
standards, it seems illogical to remove a student from his/her appropriateflevel
academic instruction because of incidents of academic dishonesty. IAfitas dhe
higher achieving students, and not those who perform lower academically, who are

cheating at alarming rates because of fear of failure, academiadgnparceived
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unreasonable workloads, and drive to succeed (Schab, 2001; Anderman, 1997; McCabe,
2001).

Another consequence found in five of the ten policies is the traditional
punishment of in-school or out of school suspension for academic dishonesty. River Hill
High School (MD) allows the administrator to assign Saturday school or suspession a
needed. The Woodside High School (CA) policy supports suspension as well as removal
from the particular class, and Seckman High School (MO) recommends in-school
suspension or detention. The most severe examples of the traditional punishenents ar
Mountain Pointe High School (AZ) and Langley High School (VA). The academic
integrity policy for Mountain Pointe High School (AZ) states that “the Gffgénse
results in a zero on test/work and up to 5 days of ISS [in-school suspension]; second
offense, in that class or any other class over the four years, resultbdnawial from
class with an F.” The Langley High School (VA) policy allows for studenbset
assigned up to ten days suspension for ongoing violations. In addition, the policy states
that “violations of the honor code are cumulative (they do not reset at the beginning of a
new school year).” One has to question how these two schools which accumulate
violations over the course of one’s high school career, and not simply one school year,
could be acting in the best interest of students with such a strict policy with no room to
improve upon mistakes made.

The most alarming consequencesgxdireme punishmentientioned in three of
the policies focus on denying students letters of recommendations to college based on
violations of the academic integrity policy. The East Chapel Hill High Scin®) (

academic integrity policy states that academic dishonesty may hindés ailéy to
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obtain college recommendations.” The academic integrity policy for Woodsithe Hi
School (CA) mentions the refusal of the academic department to provide letters of
recommendation, as well as withdrawing any letters sent to collegesoptihar situation
of academic dishonesty or notifying these colleges of any “unethicalrazadenduct.”
Seckman High School (MO) states that a senior with three or more violatiot=awella
letter detailing all offenses mailed along with any requested tratséor the next five
years. It seems concerning that these schools are seeking to hinder asstutieatby
establishing policies which mandate the school interfere with a studenégesoll
admissions process. In doing so, #u¢horitative disciplinarian voiceises to the top of

the hierarchy in a fervent display of power. It is then imperative thedied voice

representing the students to provide the necessary pushback by explaining tlzitghe re

of students is not the same reality of adults. While consequences are ceréaralyted
in situations of academic dishonesty, one has to question the effectivenessypktbis t
extreme punishment, or how this in any way could be in the student’s best interest.
Perhaps the school should instead focus on rehabilitative practices so that tieseare
faced with the consideration of the need for this typexteme punishment

Rehabilitative Support

Rehabilitation is the term which refers to the support process students gdthroug

after participating in academic dishonesty. The goal for rehabilitatioruch more than
just a change in future behavior; instead, rehabilitative support should aim to help
students fully understand and apply the values associated with academityiniégri

ten policies in this study propose very little in terms of rehabilitating steidettie area

of academic integrity. While a few of the policies mention teacher-studesiings or
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administrator-student meetings, none of the policies present a rehakilgtzin forward
for students who do participate in situations of academic dishonesty. Policiebesthe
interest of students should include a plan to support students who have made mistakes
and are administered disciplinary consequences for their actions (Shapetk&vieh,
2005; Stefkovich, 2006). These rehabilitative steps, when implemented with an ethic of
care, can refocus a student on the values of academic integrity and can brindeht s
back into the academic community as a full participant on the quest to value knowledge,
learning, and academic success.
Conclusion

Overall, the critical discourse analysis (CDA) has uncovered a plethorddehh
agendas and power struggles behind the language of the ten academic integetyipolic
this study. In fact, four important themes emerged from the discourseisalgthe
CDA—academic dishonesty as discipliseudent as criminakuthoritative adult voice
andextreme punishmentAll four themes embody the approach that focusing on rules
and consequences will reduce academic dishonesty in schools. However, these same
themes are the impediments to employing an ethic of care and fosterimgpase
community around the concept of academic integrity. While this study did reveal two
schools with some progressive policy elements—Radnor High School (PA) and Joel
Barlow High School (CT)—overall the policies in the study prove problert@atize
possibility of an ethic of care and a sense of community in schools. The findiG@gsAof
revealed constructs aimed at maintaining asymmetrical power relatithms the school.
For example, the lack of a definition for “academic integrity,” or a defmin the

negative, gives the authority to tteacher as arbiteto determine his/her own meaning
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of the term. Other constructs sucht@scher and school organization as victiack of
student voiceand honocouncil as legitimating hegemoriso contribute to the
maintenance of asymmetrical power relations. If schools leaders do nagras|y the
importance of leading with an ethic of care and fostering a sense of commuithitythe
school, then written policies are not likely to encompass these values as weilteas
policies are the result of numerous discourses among school leaders and other

constituents in the school community.
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CHAPTER SIX: CONCLUSION

The purpose of this study was to present a critical discourse analysis (EDA)
current academic integrity policies used by public high schools, to uncover how the
impede the fostering of the ethic of care and a sense of community in the school. The
theoretical perspective used for this study was postmodernism, based on the work of
Foucault (1977, 1980, 1991), which examines the concept of power within social
institutions and reveals asymmetrical power relations among individuals.Ufo&¥ 7)
provided the foundations for examining hierarchical power relations that exigt withi
schools, and which can be specifically applied to the analysis of the acadeagpityint
policies in this study. It is his critique of social institutions and his asabfgpower
within these institutions which gives merit and theoretical foundation to thegboic
conducting a critical discourse analysis (CDA).

The findings of this study uncover constructs which create the impossibility of
fostering the ethic of care or creating a sense of community in schoolsckied a
definition of “academic integrity,” or a definition for “academic integriiocused on
negative concepts such as dishonesty or cheating, impedes the possibigatiafc
school community which fosters an ethic of care by failing to define the desiteome.
This gives rise to the constructtebicher as arbiterin which the teacher sustains the
traditional power hierarchy within schools by determining his/her own meahing
“academic integrity.” What is lacking from these academic integoticies is astudent
voiceto engage the reality of why students cheat, which is the true problem at hand.
Instead, thestudent voices either silent or controlled, as is the case with such practices

as Honor Councils, which simply function by legitimating hegemony. In addlitihe

213



construct oteacher as victinportrays the teacher as the victim of an academic crime
committed by students; therefore, the usexdfeme punishmenbecomes the means for
revenge. Also, the conceptsthool organization as victimses extreme punishments to
maintain a positive reputation of academic integrity for the entire inshtuh short, the
academic integrity policies in this study operate as a disciplinary neagtient on
maintaining asymmetrical power relations within the schools.
Impediments

The critical discourse analysis (CDA) of the four themes presentdtpier
five—academic dishonesty as discipliseudent as criminakhuthoritative adult voice
andextreme punishmentreveals important problems within the overall discourse on
academic integrity in high schools. These impediments create the impossibility
fostering an ethic of care or creating a sense of community in schoolsdahe concept
of academic integrity. These problems, including a lack of definition fod&o&
integrity,” teacher as arbiterlack ofstudent voicehonor councils as legitimating
hegemonyandteacher and school organization as victicneate a discourse focused on
maintaining asymmetrical power relations as a way of deflecting fdalreasing why
students cheat and the organizational arrangements that precipitateiachsleomesty.
Lack of Definition

The overall discourse on the concept of academic integrity as revealechthiteug
high school academic integrity policies in this study shows a lack of definingthe te
“academic integrity.” In fact, six of the ten policies in the study do not mentipkiad
of definition or explanation of the term in any way. The lack of defining the canhstf

“academic integrity” allows for those in power to define this construct dewpto their

214



own beliefs and experiences, thus perpetuating the traditional power hienagchy a
practices which maintain control in schools. Many of the policies in the stunlgeiine
the concept of “academic integrity” in the negative and explain what “aceadetegrity”
is not—academic dishonesty, cheating, and plagiarism. By focusing on the negative
the policies, the discourse maintains the asymmetrical power structuingcimchildren
have been socially constructed as problematic and in need of strict disciplinedtriden a
(Griffin, 1997, Jenks, 1994; Males, 1996; Mayhall, 1994). Instead of addressing the
reasons why students cheat or giving voice to these students to explain thénrealit
which they live, the discourse simply promotes the idea that students are the peasiglem
the concept of academic integrity is simply one in need of discipline and punishment
without ever recognizing the need to define the pro-social behaviors which encaurage a
ethic of care and promote a sense of community.
Teacher as Arbiter

By failing to clearly define the concept of “academic integrity,” thealisse
allows for a teacher to define the term within his/her own framework, thus enicauaag
system in which a teacher may determine the guilt or innocence of atstadesed of
academic dishonesty solely through the lens oathdt voice Then, the school
administrator will further carry forth thedult voiceby administering punishments based
on the teacher’s findings. For example, the Woodside High School (CA) policysallow
teachers to use their “professional judgment” when handling academic dishonesty
however, the concept of “professional judgment” is not defined but does imply that
preference be given to the adult perspective in the discourse without considering the

reasons why students cheat. This grants teachers the authority to neafn@aexcuses”
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stance related to the concept of academic integrity, and leads to the idearnatitn
only flowing in one direction in terms of disciplinary authority and the disciplinary
machine (Foucault, 1977). Again, the concegeather as arbitefurther maintains the
asymmetrical power structure in schools and perpetuates the ideagtestsiar for
schools to blame students than fix systemic organizational and societal problems.
Lack of Student Voice

Throughout the discourse on academic integrity in high schools is a lack of a
presence of atudent voiceThe critical discourse analysis (CDA) reveals that¢el
voicebeing oppressed throughout the academic integrity policies in the study is the
student voicelf allowed to speak asrabel voicewithin the discourse, th&udent voice
would explain the various factors why students cheat, including unreasonable wqgrkloads
fear of failure, and academic pressures (Aiken, 1991; Anderman, 1997; Arnett, Feldman,
& Cauffman, 2002; Davis, Grover, Becker, & McGregor, 1992; McCabe, 2001; Schab,
1991). Then, theebel voicerepresenting the student could reveal the various
organizational reasons why students cheat to be addressed by the overall ttwganiza
thus creating a disruption in the way the discourse has traditionally beetaimedl.
However, suppressing the student voice allows adults to ignore the organizational
arrangements and their role in precipitate academic dishonesty.
Honor Councils as Legitimating Hegemony

While honor councils as part of an academic integrity policy appear to giite mer
to astudent voicgin actuality the honor councils simply function by legitimating
hegemony, working as part of the disciplinary machine to accomplish the intent of the

authoritative adult voiceStudents may participate as members of an honor council, but
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these councils do not exist outside the constraints and direction of adult contral,Inste
students become participants in nothing more than a disciplinary drill which further
distances the trugtudent voicérom one that is shaped by those in authority. Shapiro
(2006) refers to this as the “banality of evil”, in which individuals “do their patomi
giving much real thought or reflection as to what is the end result or consequenae of the
actions” (p. 95). In the end, these students who participate in the honor councils are in
essence maintaining the asymmetrical power relations in schoolsdwuithcontrolas a
foundational component of the hierarchical power structure.
Teacher and School Organization as Victim

With the perpetuation of the disciplinary machine and the traditional power
structure in place, teachers are then able to use their power to desathex as victim
scenario in which the student has committed a crime against the teachearfpleg the
extreme punishmentsr students involved in situations of academic dishonesty—
including refusal to write letters of recommendation, rescinding letters of
recommendation previously written, and notification of prospective collegesadraca
dishonesty violations—signal tlaelult angstof those in authority with a strong desire to
punish (Ehrensal, 2003). Situations of cheating and plagiarism can also be taken
personally by the teacher, anteacher as victinmentality directs the teacher’s personal
anger toward the student, as if the student has committed a crime or personaéy violat
the teacher. In this situation, the teacher uses his/her authority wittsahbel hierarchy
to enact revenge on the student by ensuring he/she recei@egeme punishmeifr
the violation. The school organization can also use tieseme punishmenés a way

of protecting the reputation of the entire organization from negative press tssoata
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academic dishonesty. gchool organization as victimentality within an institution can
arise when facing situations of academic dishonesty, and extreme punishragrits
used as a way to deter students from any academic dishonesty that would brivg negati
attention to the school.
Maintaining Asymmetrical Power Relations
Each of the impediments presented above reveals a common theme throughout
the discourse—a need for adults within schools to maintain the asymmetrical power
relations between teachers/administrators and students. Foucault (1977)ad}yecific
mentions schools and the traditional discipline structure that is used by those ityauthor
Gradually—but especially after 1972—the educational space unfolds; the class
becomes homogenous, it is no longer made up of individual elements arranged
side by side under the master's eye. In the 18th century, 'rank’ beginséaiuef
great form of distribution of individuals in the educational order: rows or ranks of
pupils in the class, corridors, courtyards; rank attributed to each pupil at the end of
each task and each examination.... It is the perpetual movement in which
individuals replace one another in a space marked off by aligned intervals (p. 146-
147).
Foucault is describing the state of education in which students are seen asratiject
than individuals, and a prescriptive model for discipline policies was used to standardize
the discipline process, maintain the general order of the schools, and guaranitee swif
punishment for students who commit violations during the school day. Thus, the

disciplinary machine is born.
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Foucault (1977) also points out how unfair the punishment system can be when
the power to punish is held by a hierarchical authority. Foucault uncovers the psivilege
of those who have been given the power to punish within societal institutions:

There was too much power on the side of the prosecution, which possessed almost

unlimited means of pursuing its investigations, while the accused opposed it

virtually unarmed—this led judges to be sometimes over-severe and sometimes,
by way of reaction, too lenient; there was too much power in the hands of the

judges who were able to content themselves with futile evidence (p. 79).

This point can be clarified by examining the concegeather as arbiterin which the
teacher or administrator is given the authority through the discourse to aeténmiguilt

or innocence of a student, without the guidance of a definition for “academic integrity”
and without the representation of gtadent voice This is contrary to Dewey’s (1916)
idea of learning through experience and creates the impossibility fonttudenake the
connection between learning in the classroom and learning in society, and tefsiligces
transfer the school learning process to everyday situations one might enesuater
citizen living in a democracy. Tlathoritative adult voicen the discourse on academic
integrity in high schools views the issue in terms of discipline and punishment, and fails
to address the real problem of why students cheat, and the organizationaragmaisg
that precipitate academic dishonesty.

False Reality

By maintaining an asymmetrical power hierarchy in schools, the academic
integrity policies in this study fail to accurately engage the rediitiyeosituation in

schools. Instead, the discourse presents a particular way of seeing the prdidém—t
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students are, by nature, problematic and in need of discipline and punishment by those
running the schools. Historically, “adults” in positions of authority have bpcia
constructed children agherby subjecting children to the demands, rules, and
regulations that have come to be viewed as cultural norms (Griffin, 1997; Jenks, 1994,
Males, 1996; Mayhall, 1994). For example, Griffin (1997) argues against thesalcultur
norms in terms of the development of young girls in adolescence, and critiquég socie
label of “troubled teen” for anyone who does not follow the socially constructed
developmental path through their teenage years. This expectation of children’®behavi
at certain ages is more abadult angstand a need for control than it is about teaching
ethics to children.

Sapienza (1985) argues that believing as seeing. That is, what one “Believes
about structures will determine what one “sees.” In this case, the discourse of t
academic integrity policies presents a reality which expects studestisdt because
they are problematic. Instead of engagingstuglent voicand attempting to understand
why students cheat, the discourse silences any kind of discussion in favorafidiiy s
constructed reality that children are problematic and therefore in neextiplidie and
punishment. Thorne (1993) captured this point of false reality in her study oh&eyne
school children. While the perception was that children’s play was chaotic and void of
order or meaning from the adult perspective, Thorne began to examine play from the
perspective of the children. Once she discovered the children’s perspective, Tasrne w
able to identify structure, logic, and patterns among the children’s intereicTherefore,

believing thateacher is victimandchildren as criminglschool officials “see” academic
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integrity as a discipline problem, not as an opportunity to alter the organizational
arrangement of schools to employ an ethic of care and create a sense of cgmmunit
Student Voice as Rebel Voice

While the social construction of children tells us that students cheat because they
are problematic in nature, tseudent voiceeveals a different reality. When given the
chance to speak as thethoritative rebel voicghestudent voicaserves to decriminalize
those who engage in academic dishonesty by explaining the reasons why stulents ma
the decision to cheat. Overall, the research shows that students cheathot res
mounting pressures they face (Aiken, 1991; Anderman, 1997; Arnett, Feldman, &
Cauffman, 2002; Davis, Grover, Becker, & McGregor, 1992; McCabe, 2001; Schab,
1991). For example, students struggling to meet parental and societal expgdttatain
acceptance into prestigious universities may see cheating as a nepesaas to
maintaining a rigorous course and activity schedule to achieve the highdsinaca
standing and most superior resume. Certainlystudent voicexplaining the pressures
and difficulties of our educational system should not be dismissed as simpdyabei
“bad” student. Instead, what should be addressed are the organizational arrantfehents
precipitate academic dishonesty and create the mounting pressures stuckamsee.
Organizational Arrangement and Systemic Violence

To address the academic integrity policies in this study in terms & thos
organizational arrangements that precipitate academic dishonesty woulchbéeaonge
the asymmetrical power structure found within the overall discourse. Howbaaging
the hierarchy of power relations is certainly not a simple task. Firsgatsier for adults

to dismiss students as problematic than to deal with the complexities and ttgSicidila
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problematic social institution. Second, to give credence tettltkent voicevould alter

the traditional power structure within schools, crea#idglt angsiamong those

concerned with maintaining order and control. Both of these reasons present cooicerns n
easily reconcilable by those desiring (whether intentionally or uniateaily) to

maintain asymmetrical power relations.

Epp and Watkinson (1996) explain the various practices in schools that that are
harmful to children and could have lasting repercussions on the very subjects they are
trying to help. The authors define the tespstemic violence the following way:

Systemic violence has been defined as any institutional practice or p@teaiur

adversely impacts on individuals or groups by burdening them psychologically,

mentally, culturally, spiritually, economically or physically. Applied timeation,

it means practices and procedures that prevent students from learning, thus

harming them (Epp & Watkinson, 1996, p. 1).

The authors point out that this type of violence is not the senseless school violence in
which perpetrators cause vicious harm on children, such as school shootings. Instead,
systemic violence encompasses all of the unintended situations of harm, in which most
individuals are unaware of the harm being caused. This includes school policies and
procedures which are not written in the best interests of the students, and do little to
educate or rehabilitate the students who fail to follow school rules. The auttialrgHti

three major components of systemic violence in the educational setting—dtaatian,
pedagogical practice, and punishment. It is the area of punishment which deladtdyg r

to the concept of academic integrity policies in high schools. The authors pointtout tha

the issue otontrolis central to the discourse on punishment. After all, schoolteachers
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and administrators are in need of maintaining order and control to operate a school
environment conducive to learning for all students. However, it is the methods of
maintaining this control which come into question.

Weaver (1997) presents the difference between two types of organizational
philosophies by comparing Dewey to Foucault. The author points out that while Dewey
takes an optimistic approach and argues that organizations have the potentidaido func
as places of growth, learning, and edification, Foucault essentially seegzatigas in
fatalistic terms of traditional hierarchical power relations and cdatr@iolence. It is the
conflict of these two philosophies which creates the dissonance between tlsticdeali
terms of how organizations should function (Dewey) and the reality of how organgat
actually function (Foucault). In this study, the discourse of high school acadeeyaty
policies focuses on maintaining the asymmetrical power relations, whickés tiee
possibilities of a school community with an ethic of care, and furthermoresitha
impossibility of reaching Dewey'’s edification within the organization.

Disrupting the Discourse

By conducting a critical discourse analysis (CDA) which revealstpediments
to fostering a sense of community and an ethic of care around the concepleohiaca
integrity in high schools, the path toward a new discourse can now be introduced and
explored. It is through the uncovering of impediments such as lack of definiackfl
student voicgteacher as arbiterand maintaining asymmetrical power relations, that the
current discourse on academic integrity in high schools can be disrupted, and new ideas

can be introduced into the discourse. The ultimate goal in disrupting the discourse is to
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write academic integrity policies which create a sense of communitjeged in the
ethic of care.
Context of Culture

While disrupting the discourse is important to changing the constructs uncovered
in this study, it is also important to note that the academic integrity padicesnly one
piece of the larger picture of school culture associated with academictintedhiese
schools. An analysis of a school’s culture of academic integrity cannot becfudisled
solely through an analysis of the school’s academic integrity policy. Hoynaegehool’s
academic integrity policy does play an important role in the discourse on the topic, as
these policies are the result of ongoing discourse within the schools, andgevighalpe
future discourse on academic integrity as well. These ten schools play an immbetant
in leading the discourse on academic integrity throughout the nation because of their
membership in the Academic Integrity Network (which led to their seledir inclusion
in this study).

Implications on Policy

Taylor, Rizvi, Lingard, and Henry (1997) argue that “policy analysis must
scrutinize the ways in which a given policy constructs policy problems and dinégxe,
including the way the context has been framed, more recently, in terms of global
imperatives” (p. 53). In terms of educational policy, the Critical Discoinsgysis
(CDA) presented in this study could serve as a guide for other high school polioges to
examined in a similar manner. Then, a plethora of problematic constructs could be
revealed which create the impossibility to fostering an ethic of careaiingea sense of

community within the schools. It is only through the revelation of such impediments that
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educators can begin to identify social injustices within our schools, disrupt tiogirdis,
and propose new policies which are written “in the best interests of the stu@apir
& Stefkovich, 2005; Stefkovich, 2006).

Implications for Future Research

While this study only examines the academic integrity policies of the lectes
high schools and does not address other factors which influence the school cultures and
the concept of academic integrity, it would be important to expand the study by doing a
full study of the micro-cultures of each of these ten schools. Using case study
methodology, one would be able to analyze the various artifacts, interviews, dagument
data, and stories which shape the school’s culture on academic integrity. Then, the
analysis would provide a more comprehensive picture of each school’s attempts to
promote academic integrity throughout the school, and could be compared to the
constructs that have been uncovered through the critical discourse ar@2DA)srg this
particular study.

Certainly this study is only the first step in examining the topic of academ
integrity in high schools. While this study aims to deconstruct the currentgsodiod
uncover the impediments to fostering a sense of community or employing @nfethi
care, the next step would then be to disrupt the discourse and to construct a policy in
which these impediments have been eliminated. In such a policy, careful carmidera
and dialogue must be given to correcting the imbalance of power relations found in many
academic integrity policies. In addition, it would be important to emphasize aicadem
integrity as opposed to focusing on academic dishonesty, provide opportunities for

rehabilitation and education for all students and staff, create a sense of conaraumty
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the concept of academic integrity and other similar values, and ensure thHatari et
care is taken with students who may be involved in situations of academic dishonesty.
Once an academic integrity policy “in the best interests of studentgji{8i&8a
Stefkovich, 2005; Stefkovich, 2006) has been constructed, another approach would be to
study the various components of a school-wide academic integrity approach ahthe hig
school level. Similar to Kibler's (1993; 1994) work in higher education, the same work of
researching the effectiveness of academic integrity programs, ppacidethos
strategies should be conducted at the high school level. The effectiveness of such
strategies should be determined, and the results should then guide school leaders to
implementing research-based practices which deter academic distemegiromote
academic integrity within the school community.
What the critical discourse analysis (CDA) of the academic inyggpitcies in
this study has done is provided an appropriate methodology for deconstructing current
school policies which are not in the best interest of students. By using the CDA method, a
wide array of social injustices may be uncovered, including an imbalance of power
relations and the concept of students being viewed astibeby those in authority in
schools (Griffin, 1997; Jenks, 1994; Males, 1996; Mayhall, 1994). Through the
deconstruction process, impediments to policy language not in the best interest of
students can be brought to light, so that future policies can be constructed in a way in
which social injustice is reduced and ultimately eliminated from the disc(@lsgen,
Codd, & O’Neill, 2004; Ozga, 2000; Stein, 2004; Taylor, Rizvi, Lingard, & Henry,

1997).
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An additional area to be studied could also include an examination of academic
integrity policies of those states with mandatory character educatiorapregwhile this
study specifically does not address the concept of character education, ¢l topi
academic integrity could also be considered a part of a larger overall schealteha
education program in which students are taught the foundational values of a democra
society—what Dewey (1916) promotes as a major responsibility of educatystehs.
Future work could examine the effectiveness these character education graggam
having on the development on values within children, and whether or not these programs
are having an impact on reducing negative student behaviors which are not inHine wit
universal core ethical values.

Final Thoughts

The purpose of this research study was to conduct a critical discoursesanalys
(CDA) of public high school academic integrity policies, with the purpose of unagver
the impediments to fostering an ethic of care and a sense of community in the Blohool.
schools chosen for this study have already shown a commitment to pursuing an
understanding of academic integrity by joining the Academic Integritywdi,
facilitated by The School for Ethical Education (SEE). These schools should be
commended for taking the first steps toward recognizing the need to addressdlué iss
academic integrity throughout the school community. However, it is imperhavéne
schools leading the way are constructing academic integrity policiesys which are in
the best interests of students. The results of the CDA revealed that most bbtbie 5T
the study are creating policies focused moracademic dishonesty as disciplithean on

the promotion of academic integrity, that some of the policies are using tengiéch
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portraysstudents as criminalshat a power struggle exists betweenatthoritative

adult voiceof school personnel and the students within the language of the policies, and
that in some casextreme punishmengse being used as a way to handle those involved
with situations of academic dishonesty. The discourse must continue to be disrupted, and
the student voice must be allowed to speak the unspeakable, in an effort to address the
real problems with false realities, organizational arrangements, aedsysiolence

which create the impossibility of a sense of community and an ethic of chre thig¢

school.
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Appendix A
Rickards High School (FL)

Infractions Requiring Informal Consequences
Infractions involving informal consequences are those which, whenever possible, should
be dealt with by the classroom or supervising teacher or administrator on an iddividua
basis without invoking formal discipline procedures. If repetition of these efens
occurs, or if they are of a severe nature, formal referral and disciplyeeraonsidered
necessary. Examples of in-school misconduct include, but are not limited to, the
following:

a. Tardiness (see also Board Policy 3.03)

b. Failure to return required forms

c. Failure to have required materials or equipment

d. Cheating or plagiarism

e. Unauthorized use of school property

f. Failure to report to class or leaving class without permission (see alsd Boa

policy 3.03

g. Stealing (minor theft)

h. Violation of school parking regulations

I. Violation of school bus rules of conduct

J. Inappropriate use of toys, games, telephones, electronic communication devices

audio or videos during the school day

Informal Consequences
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In addition to informal teacher interventions, examples of informal consequenicelejnc
but are not limited to, the following:

a. Confiscation of contraband items and/or direct discussion with student and/or
parent/guardian, in order to work out a problem. In cases where it is
appropriate, Student Services staff or outside social agencies mayetdercall
for assistance in this procedure.

b. A written warning or reprimand to a student and parent/guardian from the
teacher, or if deemed necessary, from the principal or designee.

c. Class reassignment may be imposed during school hours by the principal or
designee. The student may be assigned for a period of time, determined by the
principal or designee, to an alternative classroom under the direction of a
certified teacher. Regular academic instruction shall continue in thisoclass

d. School detention may be imposed for a limited period of time with a maximum
of one hour a day unless extended at the parent/guardian request. A period of
detention may not begin without one day’s notice to the student and
parent/guardian and a student shall be detained only under the supervision of
school personnel.

e. School privileges may be withdrawn by the principal or his designee. These
may involve field trips, co-curricular activities, school government and school
social events as well as other functions.

f. Referral may be made to a dispute resolution program, if available.

g. Probation or other consequences may be imposed in lieu of suspension.
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Appendix B
East Chapel Hill High School (NC)
Honor Code
Cheating is the act of gaining an unfair advantage, or misrepresenting oneledgeaw
Cheating includes, but is not limited to:
e Wrongfully using or taking the ideas or work of another, including:
e Giving or receiving unauthorized aid from another person on assignments,
papers, quizzes, tests, or examinations.
e Plagiarizing
e Giving or receiving advance information about quizzes, tests, or
examinations.
e Using or consulting unauthorized materials or using unauthorized devices on
papers, quizzes, tests or examinations.
e Using any portion of a paper or project to fulfill the requirements of more than
one course, unless the student has received prior permission to do so.
e Intentionally misrepresenting the need for extra time on any assignrapet, p
quiz, test or examination, in order to gain more information.
e Choosing to be absent on the due date of a paper, project, quiz or test.
e Lying about any of the above.
Violating the honor code will result in a “0” (zero) for the work in question. In it
cheating may jeopardize admission to the National Honor Society and onelstabilit
obtain college recommendations. The Integrity Committee may suggesbraaldit
consequences for cheating.
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Appendix C

Mountain Pointe High School (AZ)
Academic Integrity
Honesty is a foundation value for success in career and life. Each student has an
obligation to think and act with honesty and integrity, and respect the wishes of$eacher
and others in carrying out all academic assignments. Mountain Pointedidsest an
Honor Code that all students will sign and be expected to know and follow. Academic
integrity encompasses any academic project, paper, performance, gmzoeany
other work assigned by a teacher for a grade or credit (including optiond).credi
Cheating, fabrication and plagiarism (see definitions below) are all fofr@asademic
dishonesty that will not be tolerated.
» Cheating -Using or attempting to use unauthorized materials or technology,
unauthorized group work, information or study aids in any academic exercise or
assignment.
* Fabrication involves the falsification or invention of any information or citation in an
academic exercise or assignment.
* Plagiarismrefers to using another’s words, ideas, materials or work without
acknowledging and documenting the source. Students are responsible for knowing the
rules governing the use of another’s work, and for acknowledging and documhating t
source appropriately. Violations in carrying out class assignments, ingltain
inappropriate use of the internet, cell phones, PDASs, calculators, or any otherdagghnol

will result in disciplinary consequences. The first offense results imaoretest/work
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and up to 5 days of ISS; second offense, in that class or any other class over the four

years, results in withdrawal from class with an “F”.
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Appendix D
Egg Harbor Township High School (NJ)

Academic Honesty Policy
Students are expected to demonstrate honesty and integrity while in ateeatiBgg
Harbor Township High School. Each student is expected to do his/her own work. All
work submitted by a student should be a true reflection of his/her own effort and ability.
Any deviation from this standard is considered unacceptable academic behavior.
Cheating isunacceptable academic behaviotCheating is representing someone else’s
work as one’s own. Any form of cheating, to any extent, is wrong. This improper conduct
is a disservice to one’s own educational program, as well as to that of others.
Whether you give or receive information during an examination or on certain
assignments, the offense is the same, and you will receive a zero (O)viarkh@arents
will also be notified.

The classroom teacher is the arbiter as to whether or not cheating hasdccurr
Incidents of plagiarism must be judged by the teacher, as always, in lighabthe
teacher has taught and what the teacher expects the student to know. Thevi#acher
report all instances of cheating that involves formal and/or major assigntoehe
appropriate school counselor(s). Thenimum penalty for cheating is a “zero” for the
submitted work, and this applies to any student involved. AP/Honors students may be

dropped from the Honors program if a second incident occurs.
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Appendix E
River Hill High School (MD)
Honor Pledge
“On my honor, | have neither given nor received unauthorized aid on this assignment.”
Honor Council
Thirteen student members serve on the RHHS Honor Council, dedicateantotipg
and upholding integrity among the student body. The HC is responsillerder main
objectives:
4) Provide guidance and assign consequences to students who have
violated RH Academic Integrity Policy
5) Develop educational tools that will foster academic integrity
6) Strategically develop and implement RHHS academic integrity
standards
The Honor Council is a student-to-student organization, created to impeaeademic
integrity environment through a grassroots effort. Those who combat/el | violation

may appear before the student HC.

ACADEMIC INTEGRITY POLICY

Level 1 Violations

1. Copying, or allowing another student to copy, assignments or ideas
2.  Lack of internal citations, or omitting citats, within a given assignment
(Including a bibliography is not adequate)

3. Using another person’s ideas without offering proper citation

Level Il Violations

1. Cheating on exams or quizzes

2. Buying or copying an essay assignment and submitting it as one’s own
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3. Using an assignment from a student who previously took the class, or using an
assignment you completed for another class

4. Any intentional violations not listed
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Figure 2: River Hill High School (MD) Level | and Il Consequences
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Figure 3: River Hill High School (MD) Additional Guidance on Academicdntg

* Hand in assignmenis that yon yourself have compleied for your corrent classes. Do oot
bomow from someone else or recycle work you did for a different class.

* Complete all work yomrself unless otherwise insiocted by your teacher.

* Seck only appropriale belp from others Approprate help inclodes soch things as
proofreading, or discussing your ideas with someone else to gain clanty in your thinking

* Tlo not allow other stadents o copy your work

* Tlo oot use "cheat sheeis” or copy other stndents” worke

s (yive full and proper credit io yow somces.

The academic reason for doing 5o is o give credit o those who have conducted the
ariginal research and written the article or book

Citing yowr somces allows the teacher io look at them if needed i find oot if you have
properly undersiond what the anthor was trying o say.

Ciling your somres i a way io show that you've done the assipnment I yowr paper
coniains o0 citabions, the implicalion is that yon have done a piece of original research.

Citations (along with the bibliography) show that you have consulied a varety of
resomces, as the assinment recmes.
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Appendix F

Woodside High School (CA)
Philosophy and Purpose
The Mission and Expected Schoolwide Learning Results of Woodside High School
advocate high standards in ethical behavior as well as scholarship. Academig isonest
an integral component in fostering self-respect, achievement and positivenstgis
among all stakeholders in our school community. Our Academic Integrity Pslicy i
intended to clarify the expectations we have for all students to maintain eal etimate
at Woodside that values honesty, effort and respect for others. This policy aisatesl|
the consequences for students if they do not meet these expectations.
While there can be a variety of pressures or temptations for students to comsadergc
or plagiarism, including time constraints, parental expectations, the actioreropel
poor preparation for exams, none of these pressures justifies either behavioaffldte st
Woodside values learning above grades and strives to communicate to studeimésrthat t
best effort is what we expect. Cheating in any form detracts from the &atl purpose
of education.
Definitions of Academic Misconduct
Misconduct subject to penalty includes, but is not limited to, the following offenses:
Cheating is a form of academic dishonesty in which an individual undermas the
integrity of an assignment or exam.
Examples of cheating include, but are not limited to, the following:
1Copying an assignment or test.

"1Allowing others to copy an assignment or test.
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"1Giving or receiving test information.

[JUsing unauthorized resources during an assessment.

"1Submitting the same assignment or presentation more than once.
"IWorking on and/or completing an assignment collaboratively without
teacher authorization.

Plagiarism is a form of academic dishonesty in which an individual subnstor
presents the work of another person as his or her own. Plagiarism exists
when

"1There is no recognition given to the original author for phrases,
sentences, and ideas of the author incorporated in a paper or project.

JA portion of a document is copied from an author, or composed by
another person, and presented as original work.

Examples of plagiarism include, but are not limited to, the following:
_IPresenting another author’s entire work as your own.

[1Copying a summary from another source and incorporating it into

your work.

[JSubmitting an essay or story written by another student as your own.
JUsing another author’s sentences or phrases without using quotations
and/or citing your source.

The teacher’s professional judgment will determine whether or notuadent has
cheated or plagiarized. It is the responsibility of the student to avoid any action or
situation that may cause teachers to believe this policy has been violated.

Consequences and Procedures
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1. For any violation, automatic consequences include the following:

"ITeacher will assign a failing grade for the assignment.

[ Teacher initiates parent/guardian contact.

[ITeacher will inform the student’s other teachers and counselors of the student’s
behavior.

ITeacher will write a referral to the appropriate AVP.

"JAVP'’s office will document the referral and inform the teacher of anyipus

violations on file.

2. Consequences for repeat or severe violations may also include the following:
Note — in these cases the instructor will consult with the department chairperson and
the AVP to determine an appropriate course of action. The normal appeal process
for disciplinary issues will still be in effect. Any of the following actions rechie
approval of the administrator, teacher, and department chairperson. The parents will
be notified, and the action will be documented in an Academic Integrity Policy file, as
well as the student’s discipline file. The file will be consulted prior to resplmy

severe case to facilitate consistent enforcement of the policy. The AlllIfile

available to certificated staff.

ISuspension and/or removal from class.

"1Suspension from school (including extra-curricular activities).

"IDepartmental refusal to provide letters of recommendation

"IRescindment (by original writer) of previously written letters obremendation.

or notification of unethical academic conduct sent to prospective colleges.
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** \We wish to give credit to the academic honesty policies of University ofiBriti

Columbia and Palo Alto High School for some of the ideas contained in this document.
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Appendix G

Seckman High School (MO)
ACADEM IIC |INTEGRIITY
Academic integrity is an essential element to Seckman High School’sqgtippand
practice of promoting academic excellence and creating responsidtnbiféearners.
For an academic institution to be successful, an honor code and consequences for
violating the honor code must be established. Cheating, dishonesty, and plagiarism will
not be tolerated at Seckman High School.
Definitions:
1Cheating (noun): the act of fraudulently deceiving; obtaining property from arimthe
the intentional active distortion of the truth; the practice of fraud or trickevlgting
rules dishonestly
"lIntegrity (noun): firm adherence to a code of values; the quality of being denaple
undivided; honesty
"IPlagiarize (verb): to steal and pass off the ideas or words of another aswngts
use without crediting the source; to commit literary theft; to presem\asand original
an idea or product derived from an existing source.
- Webster'sNew Collegiate Dictionary
Academic integrity means doing schoolwork honestly. Students should do their own
work to the best of their ability. However, students are sometimes le@lymeisure
about what is acceptable and what isn’'t. Teachers should clearly communiaate thei
expectations to students, and make every effort to avoid situations in which sardents

confused about how they are expected to meet assignment requirements. Good
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relationships between people are based on trust; cheating violates that ttirgy.aGe

high school diploma is supposed to mean that you've demonstrated certain skills. When
you pick up that diploma, you will want to know that you've earned it legitimately, not
cheated your way to it.

Plagiarism is the use of and representation of other people's words and ideas, worwhole
in part, as your own work. This definition applies to words or ideas takbout

proper acknowledgementfrom another source.

Examples of plagiarism include:

1Copying word for word from any outside source without proper acknowledgement.
This applies to the use of an entire paper, to the use of entire sections and paragdaphs
to the use of éew words and phrases.

_IParaphrasing ideas from any outside source without proper acknowledgement.
"1Submitting in whole or in part a paper written by another student.

"1Submitting in whole or in part an assignment written for another course.

[JSubmitting other’s experimental data, foreign language translations, musmteom
programs, etc.

JAllowing one's essay, assignment, or test answers to be copied by another student.
VIOLATIONS : Violations of academic honesty will be divided into two levels. These
levels are determined by the importance of the assignment and premeditétien of

student.
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Appendix H
Langley High School (VA)
The Langley High School community embodies a spirit of mutual trust anceoitel!
honesty that is central to the very nature of the school, and represents the high#st poss
expression of shared values among the members of the school community.
The fundamental beliefs underlying and reflected in the Honor Code are:

o that trust in a person is a positive force in making that person
worthy of trust,

« that every student has the right to live in an academic environment
that is free from the injustices caused by any form of intellectual
dishonesty, and

« that the honesty and integrity of all members of the school

community contribute to its quest for truth.

The functions of the Honor Code are to communicate the meaning and importance of
intellectual honesty to all students of the school; to articulate and support thetinfe

the community in maintaining the highest standards of conduct in academic affdirs; a
to identify, sanction, and educate those who fail to live up to the stated expeatétions

the school community with regard to these standards.

The Honor Code is the school policy which defines the expected standards of conduct in
academic affairs. The Honor Council is the school body charged with enfaricehtlee

Honor Code. The student body and faculty at Langley High School will not tolesate an
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violation of the Honor Code.

Honor Code academic violations

Cheating

Cheating includes the actual giving or receiving of any unauthorized aid staassi or

the actual giving or receiving of any unfair advantage on any form of academkicor

attempts thereof. Such acts include, but are not limited to:

deception;

the use of talking, signs, or gestures during a quiz;

copying from another student or allowing the copying of an
individual assignment;

passing test or quiz information during a class period or from one
class period to members of another class period with the same
teacher;

submission of pre-written writing assignment at times when such
assignments are supposed to be written in class;

illegally exceeding time limits on timed tests, quizzes, or
assignments;

unauthorized use of study aids, notes, books, data, or other
information;

computer fraud;

sabotaging the projects or experiments of other students;

use of electronic devices during an assessment.
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Plagiarism

Plagiarism includes the copying of the language, structure, progransomguter code,

ideas, and/or thoughts of another and passing off the same as one's own original work, or
attempts thereof. Such acts include, but are not limited to:

« having a parent or another person write an essay (including the
purchase of works on-line) or do a project which is then submitted
as one's own work;

« failing to use proper documentation and bibliography (Langley
High School employs a plagiarism detection service through
Turnitin.com).

Falsification/Lying

Falsification includes the statement of any untruth, either verbally ortimgyrwith
respect to any circumstances relevant to one's academic work, or sttieenpbf. Such
acts include, but are not limited to:

the forgery of official signatures;

« tampering with official records;

« fraudulently adding, deleting, or manipulating information on
academic work, or fraudulently changing an examination or other
academic work after the testing period or due date of the
assignment;

« lying or failing to give complete information to a teacher;

« feigning illness to gain extra preparation time for tests, quizzes, or

assignments due.

260



Stealing
Stealing includes the taking or appropriating without the right or permission tatals
with the intent to keep or make use of wrongfully, the school work or materials of
another student or the instructional materials of a teacher. Such acts include,rmit ar
limited to:

o stealing copies of tests or quizzes, illegitimately accessing the

teacher's answer key for tests or quizzes;

« stealing the teacher's edition of the textbook;

« stealing another student's homework, notes, or handouts.
Cell Phone Use
Access to cell phones during assessments is prohibited; students should notlbring cel
phones to any testing situation. If your phone makes noise, or it is seen at any time
(including breaks) the device will be confiscated, and it will be considered an honor code

violation. This policy also applies to any other prohibited digital and/or electdemice,

such as:
« Blackberry
o Pager
« PDA
e iPod

« Camera or other photographic equipment
e A separate timer of any kind.

We strongly advise you not to bring these items to testing situations.
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Suspected Violations
If a student is suspected of violating the Honor Code, the teacher will completeman H
Code referral. The student will be given a copy of the referral in order tplewnhis/her
portion of the referral. The student must also obtain a parent signature on the rEfierral
referral must be returned to the reporting teacher within 48 hours of receiptudests
will choose from one of three options on the referral:
e Acknowledge that he/she violated the Honor Code and accept the
penalty imposed by the Honor Council.
e Acknowledge that he/she violated the Honor Code and accept the
penalty imposed by the Honor Council; however, the student
requests the opportunity to speak to the Honor Council before a
final penalty is imposed.
e Maintain that he/she did not violate the Honor Code and request an
investigation and hearing be conducted by the Honor Council.
The student can also attach a written statement to the referral.
Questions concerning an Honor Code referral must be directed to the Chair of the Honor
Council. The Honor Council will hear the student’s case, when applicable, and then
render a decision. Appeals of the Honor Council decision are made to the administration.
Consequences
If the student either admits to or is found to have violated the Honor Code the following
are consequences that the council may impose:
First Offense:

e The assignment receives a grade of zero.
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Second Offense:

Third Offense:

Student will be excused from any honor societies that he/she is a
current member of and may be excused from class office.
Student may not apply to any honor societies or run for any
SGA/class office for 12 months after the first offense.

The violation is kept on file by the chair of the council but is not

placed in the discipline or academic record.

The assignment receives a grade of zero.

The student will be assigned community service hours.

The student’s guidance counselor will be notified that a second
offense has occurred.

Student will be excused from any honor society that he/she is a
current member of and will be asked to resign any SGA/class
office.

Student is ineligible to apply for any honor societies or run for any
student offices for the remainder of his/her high school career at
Langley High School.

The violation is kept on file by the chair of the council but is not

placed in the discipline or academic record.

The assignment receives a grade of zero.
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e The student will be assigned community service hours and a
discipline referral, for Saturday School detention, will be given to
the grade-level administrator.

« Violations become a part of the student’s discipline and academic
record.

Fourth Offense:

e The assignment receives a grade of zero.

e The student is assigned community service hours and a discipline
referral, for a one-day out-of-school suspension, will be given to
the grade-level administrator.

Subsequent Offenses:
e The assignment received a grade of zero.

e The student will be suspended out-of-school from two to ten days

Violations of the honor code are cumulative (they do not reset at the beginning of a new

school year). Questions concerning the Honor Code may be addressed to one of the

Chairs of the Honor CounciKKXXXX ) or to a grade level administrator.
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Appendix |
Radnor High School (PA)
Academic Honor Code
Radnor High School
Preamble
The Radnor Township School District community holds the pursuit of knowledge in high
regard. To support this pursuit, we believe that honesty, integrity, respect, and
responsibility must be present among students, teachers, administrators, an
parents/guardians. This Academic Honor Code outlines basic requirements and

responsibilities, and is to be used to guide principled conduct in academic perirmanc

Principles of the Radnor High School Community
With Regard to Academic Performance
HONESTY
* Tell the truth
* Present your own work only
* Give credit for all sources
INTEGRITY
 Act in accordance with high moral principles
» Cooperate with efforts to maintain high moral principles
» Encourage high moral principles in others
RESPECT

» Consider each action as a chance to gain trust
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» Create a community that values learning and learners

» Demonstrate self-respect

RESPONSIBILITY

 Be willing to own what you do and say

* Embrace and advance the common good of our community

» Have the courage to do what is right

Expectations of the Radnor High School Community
With Regard to Academic Performance

EachSTUDENT will maintain and support academic integrity at RHS by:
» completing all assigned work, activities and tests in an honorable way that avoids
all cheating, lying, and stealing
* understanding the school-wide Academic Honor Code policy and individual
teacher assignment guidelines
» clarifying with the instructor anything that may be unclear about an assngnwith
respect to how the Academic Honor Code may apply to it
* participating in the further development in the Academic Honor Code during the
student’s high school career
» encouraging other students to make appropriate use of their work
EachTEACHER will maintain and support academic integrity at RHS by:
* presenting the school-wide Academic Honor Code principles, in some clear
written form, to show how they apply to that teacher’s class, including guisleline

for working on assignments in that class
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* reporting (to an administrator and school counselor) violations of the Academic
Honor Code that are serious enough to have incurred discipline in that teacher’s
class, and following through on the directives of the administrator

* maintaining the integrity of the testing process

* explaining the use of permissible study aids — including tutors — in coursework
» checking student papers for plagiarism

 encouraging students to make appropriate use of their work
EachADMINISTRATOR will maintain and support academic integrity at RHS by:
» making available to all students, teachers and parents a copy of the school’'s
Academic Honor Code

« facilitating ongoing conversations and reflection about the Academic Haaa C

» administering fair and consistent consequences for offenses of the Academic
Honor Code

» maintaining records of Academic Honor Code offenses

* reporting de-identified violations of the Academic Honor Code to the Honor
Council to be used as a tool for further teaching and reflection about academic
honor.In this context, a “de-identified” record is one in which the identity of any
student(s) involved will be kept confidential

 encouraging students to make appropriate use of their work
EachPARENT/GUARDIAN will maintain and support academic integrity at RHS by:
* becoming knowledgeable about the school-wide Academic Honor Code and
guidelines for individual teachers’ classes

* helping the student understand that the parent values Academic Honor and
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expects the student to comply with the school’s rules of Academic Honor

* supporting the imposition of consequences if the Academic Honor Code is
violated

 encouraging students to make appropriate use of their work

Each member of thdONOR COUNCIL will maintain and support academic integrity
at RHS by:

» organizing education sessions, to be held every fall and throughout the school
year, to help all students understand the Academic Honor Code, suggest ways to
act honorably in difficult situations, and provide a forum through which students
can contribute their comments and questions to the ongoing discussion about
academic honor at RHS

* reviewing the Academic Honor Code each spring, considering teacher, student,
administrator, and parent input

* maintaining “de-identified” records of Academic Honor Code offenses

* maintaining confidentiality

 encouraging students to make appropriate use of their work

Definitions of Offenses
1.To cheat To violate or to intend to violate the rules deliberately for one’s own
gain in academic, extracurricular, or other school work in order to (or with the
intent to) gain an unfair advantage (American Heritage Dictionary 326). With
regard to academic performance, conduct that constithesgingor the intention to

cheatincludes, but is not limited to, cases illustrated by the following examples:
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» Unpermitted collaboration on assigned work, or work submitted by any student,
including but not limited to papers, projects, products, lab reports, other reports, and
homework

» Unauthorized use of a cheat sheet, marks/writing on bodybody, teacher textbook,
formula, note-card or notes, calculator/computer, cell phone, iPod, Blackberry, or an
other technological device that would inappropriately enhance one’s work

* Creating a disadvantage for another student by hoarding or by sabotagiriglsnate
resources

» Unauthorized prior knowledge and/or use of tests, quizzes, midterms, finals, or other
assignments

» Having another individual take a test or prepare an assignment, or assisest tre t
assignment without approval

» Sending or receiving unauthorized information through hand signals or other gestures
talking, text messaging, looking at someone else’s test, showing your own {dst;jmy
an in-class essay) using e-mail

2.To lie: To make a statement one knows (or reasonably should know) is false, with
the intent to deceive or with disregard for the truth; to give a false impression
(Webster's New World Dictionary 780). Lies can be made verbally, in writing, or

by gestures that are intended to convey a false impression or understantiing. Wi
regard to academic performance, conduct that constlyimesincludes, but is

not limited to, cases illustrated by the following examples:

* Fabrication of data or information (i.e., making it up)

* Falsification of data or information (i.e., falsely changing the result)
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* Forgery of signature on documents for school record

» Changing a grade or attendance record in a teacher’s grade book or in the atendanc
records

» Making statements that you know or reasonably should know have caused a false
impression or understanding to have been created, and failing to correcse¢he fal
impression or misunderstanding

3.To steal To get, take, or give another’s property or ideas without permission or
acknowledgement. (Webster's New World Dictionary 1311). With regard to academ
performance, conduct that constitusésalingincludes, but is not limited to, cases
illustrated by the following examples:

* Plagiarism: The copying of language, ideas, thoughts, images, programming or
computer code of another without proper acknowledgement/citation

» The purchasing and/or using of another’s work or thoughts as your own

Student Requirements and Prohibitions
These shall apply to those functions or activities over which the School District has
authority or jurisdiction under applicable law. With regard to academic perfoenfianc
any class at Radnor High School, students shall comply with these requiraments
prohibitions:
1. Students shall not cheat, lie, or steal.
2. Students shall cooperate in all investigations of alleged violations of this Academ
Honor Code or the Code of Student Conduct.

3. No student shall engage in any act that would constitute intimidation, retaliation,
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or harassment of any other student or individual who has reported a violation of
the Academic Honor Code or of the Code of Student Conduct or who provided
information or evidence about any violation of the Academic Honor Code or the

Code of Student Conduct.

Consequences for Student Offenses against the Academic Honor Code
1. Generally. Consequences reflect the seriousness of the violation, promote respec
for the rules of the School District, protect students and the School Districturtdrar
violations, demonstrate that justice and integrity matter, and, when approproatee
the student with opportunities to prove that he or she sincerely regrets angleingng
and is committed to making things right. Consequences shall be determined stihay by
appropriate administrator (except for those matters referred to the Sclavdl &
Directors).
2. Method for Determining Consequences. The administrator will assess thty s#ve
the offense and implement an appropriate response under the guidelines of Level |
I, or Level Il violations, as defined in the RHS Student Handbook.
3. Classroom Discipline. Nothing in this Academic Honor Code limits what
consequences the classroom teacher can impose, consistent with the taatihaniity in
the classroom. Consequences can include but are not limited to a “0” (grade of zero) on
any test or assignment where there has been cheating or lying or staaiireg

assignment of make-up or additional work.
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Appendix J
Joel Barlow High School (CT)
Academic Integrity
Philosophy
An important part of the program at Joel Barlow is the expectation that studeat$astr
and maintainthe highest standard of academic honesty. Cheating and pragiarts/o
practices that are contrary tothis goal. Cheating is defined as theang use of
someone else's work or material on any test orassignment (or the impropsioprofi
one's own work or ideas for use by another student in place oforiginal work) or tbhfe use
prohibited means to enhance performance on an examination. Plagiarism is defined as
appropriating and putting forth as one's own the ideas, language or creations of another
withoutproperly citing the source.
All parties - students, staff and parents - have the responsibility to procackenaic
honesty. Teachers will provide clear expectations for assignments includinguopes
for students to understand the concept of academic honesty. Likewise, studetite have
obligation to exercise the discipline and judgment to maintain these standards. A
common type of plagiarism involves the improper citation of works used in assignments
Multiple opportunities for learning proper citation are given throughout treeata
program. Students are advised to consult the JBHS Writing Tools Handbook when citing
sources to insure proper format. Many teachers require that students sulsmititimgj

pieces to turnitin.com and other services to assist in addressing plagiadstheating.
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Joel Barlow High School embodies a spirit of mutual trust and intellectual hohasty t
central to thevery nature of learning and represents the highest possibssiexpoé
shared values among the members of the school community.

Honor Code

The core values underlying and reflected in the Honor Code are:

"1Academic honestyas demonstrated when the ideas and the writing of others are
properly cited; students submit their own work (for quizzes, tests, examinations,
assignments, papers, projects, etc.) without unauthorized assistance; stodwarits
provide unauthorized assistance to others; and students report their research or
accomplishments accurately,

"IRespectfor others and the learning process,

1Trust in others to act with honesty,

"IResponsibility of all to put forth their best efforts to prepare and complete academic
tasks,

IFairnessand equity so that all can experience an academic environment that is free
from the injustices caused by any form of intellectual dishonesty, and

"lIntegrity of all members of the school community.

The student body and staff at Joel Barlow High School are committed to the support and
enforcement of the school’s honor code.

Honor Pledge

The following pledge summarizes our commitment to Achieving with Integrity

| pledge to maintain a high level of respect and integrity as a member &astoev

High School. | understand and will uphold the values of the Honor Code in letter and
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spirit. | will not lie, cheat, plagiarize or be complicit with those who do. | pvdimote
achieving with integrity within our community. | make this pledge in the spitiobr,
trust and unity.

Cheating/Plagiarism

If a staff member recognizes cheating or plagiarism or even suspests, anamediate
steps will be taken to address the incident. If academic dishonesty has beanthmve
student will receive a "0" on the assignment. The teacher will have a@ocdewrith the
student, and the school counselor will be informed of the incident. Parents may be
contacted at this time as well. The record of this incident will be kept in the ssudent
academic file. Additionally, evidence of flagrant or repeated plagiasirstheating

will result in additional consequences which will include academic discipline and
ineligibility for National Honor Society, the Diploma of Distinction, and school

leadership positions.
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