
THE RELATIONSHIP BETWEEN SCHOOL AND PRINCIPAL CHARACTERISTICS 

AND THE RATE OF REPORTED SCHOOL DISCIPLINARY INFRACTIONS 

AMONG AFRICAN-AMERICAN STUDENTS COMPARED TO STUDENTS OF 

OTHER ETHNICITIES 

by 

BRANDI NICOLE ELEY 

A Dissertation Submitted to the Faculty 

in the Educational Leadership Program 

of the Tift College of Education 

at Mercer University 

in Partial Fulfillment of the 

Requirements for the Degree 

DOCTOR OF PHILOSOPHY 

Atlanta, GA 

2009 



UMI Number: 3374127 

Copyright 2009 by 
Eley, Brandi Nicole 

INFORMATION TO USERS 

The quality of this reproduction is dependent upon the quality of the copy 

submitted. Broken or indistinct print, colored or poor quality illustrations 

and photographs, print bleed-through, substandard margins, and improper 

alignment can adversely affect reproduction. 

In the unlikely event that the author did not send a complete manuscript 

and there are missing pages, these will be noted. Also, if unauthorized 

copyright material had to be removed, a note will indicate the deletion. 

® 

UMI 
UMI Microform 3374127 

Copyright 2009 by ProQuest LLC 
All rights reserved. This microform edition is protected against 

unauthorized copying under Title 17, United States Code. 

ProQuest LLC 
789 East Eisenhower Parkway 

P.O. Box 1346 
Ann Arbor, Ml 48106-1346 



© Copyright by Brandi Nicole Eley 2009 

All Rights Reserved 



Dedication 

I dedicate this dissertation to my family, friends, and supporters who have 

encouraged me in completing my research. In particular, for Jackson, Lucy, and Sean, 

who have been right beside me, full of love and support, throughout the entire doctoral 

process. "If we don't speak up, who will? If we don't take time out to believe that there is 

a tomorrow, who will?" (Cosby & Poussaint, 2007, p.48). 

IV 



Acknowledgements 

I would like to acknowledge: 

Dr. Olivia Boggs and Dr. Joseph Balloun- my co-chairs, for all of their effort and support 

in my research and writing. You are two of the most patient and understanding people 

that I have ever come across, and in times of pressure and what seemed to be the 

impossible, you were beacons of light, guiding me through. 

Dr. Paige Tompkins- for being a saving grace in the dissertation process. You have a 

witty way of making the impossible seem possible and you always were ready and 

willing to selflessly give 110%. 

Dr. Penny Elkins and Dr. Carl Martray- for believing that I could successfully complete 

this program, and always having the kindest words of encouragement along the way. 

v 



TABLE OF CONTENTS 

Page 

DEDICATION iv 

ACKNOWLEDGEMENTS v 

LIST OF TABLES ix 

LIST OF FIGURES x 

LIST OF APPENDICES xi 

ABSTRACT xii 

CHAPTER 

1. INTRODUCTION TO THE STUDY 1 

Statement_of the Problem 14 
Research Questions 17 
Procedures 17 
Conceptual Framework 19 
Importance of the Study 20 
Limitations 21 
Delimitations 22 
Definition of Terms 23 
Summary 26 

2. REVIEW OF LITERATURE 28 

A Historical Overview of Racial Discrimination 
in the United States 30 
The Disproportionate Rate of African-American Students 
Referred For School Disciplinary Infractions 39 
African-American Students' Self-Concepts and Identity 
Development 41 
A Cultural Disconnect in the Realm of Education 46 
African-American Students and Middle School 50 
The Role of School Administrators and Faculties 52 

VI 



CHAPTER Page 

Effective Strategies to Address the Disproportionality 56 

Summary 60 

3. METHODOLOGY 62 

Research Questions 63 
Research Design 63 
Population 65 
Participants 65 
Instrumentation 66 
Data Collection 68 
Response Rate 69 
Data Analysis 69 
Decision Rule 69 
Reporting the Data 70 
Summary 70 

4. RESULTS 72 

Organazation of Data Analysis 74 
Demographic Characteristics of the Sample 74 
Data Analysis 75 
Results of Data Analysis 77 
Summary 81 

5. CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 84 

Summary of the Study 85 
Discussion of Major Findings 87 
Conclusions 89 
Implications 90 
Recommendations 92 
Summary 93 

APPENDICES 95 

A. Survey Instrument 96 

B. Internal Review Board Approval 103 

C. Vita 104 

vn 



REFERENCES 106 

Vlll 



LIST OF TABLES 

Table Page 

1. Georgia Counties Out-of-School Suspensions Report for 2006 

from the Office for Civil Rights Report 15 

2. Research Questions, Statistical Procedures, and Decision Rule 70 

3. Means and Standard Deviations of Principals' Predictor Data 76 

4. Correlation Coefficients 78 

5. Correlation Coefficients 80 
2. Findings Based on Correlations for Principals' Predictor Rates and 

the Referral Rates of African-American Students as Compared 
to Students of Other Ethnicities 83 

IX 



LIST OF FIGURES 

Figure Page 

1. Research Design 19 

2. Correlational Analysis 74 

x 



LIST OF APPENDICES 

Appendix Page 

A. Survey Instrument 96 

B. Internal Review Board Approval 103 

C.Vita 104 

XI 



ABSTRACT 

BRANDI ELEY 
THE RELATIONSHIP BETWEEN SCHOOL AND PRINCIPAL CHARACTERISTICS 
AND THE RATE OF REPORTED SCHOOL DISCIPLINARY INFRACTIONS 
AMONG AFRICAN-AMERICAN STUDENTS COMPARED TO STUDENTS OF 
OTHER ETHNICITIES 
Under the direction of DR. OLIVIA BOGGS AND DR. JOSEPH BALLOUN 

Previous research documents that African American public school students 

receive higher referrals related to disciplinary infractions than other students. Using 19 

middle schools in 13 public school districts in a southeastern state, the research examined 

the relationship between principal and school characteristics and the discipline referral 

rates of African-American students compared to students of other ethnicities. 

The purpose of the study was to determine if principals' perceptions of their 

leadership characteristics, principals' demographic profiles, and selected school factors 

were related to discipline referral rates by student ethnicity. The study was guided by two 

research questions using correlational statistics. Data were retrieved from State 

Department of Education files, administration of the Leader Behavior Description 

Questionnaire, and questions regarding principal and school characteristics. 

None of the predictors were significantly related to referral rates for African-

American students. However, for students of other ethnicities, referral rates were 

significantly correlated with principals' total years of experience, tolerance of 

xii 



uncertainty, and production emphasis. A difference between correlations existed among 

principal ethnicity, school enrollment size, and consideration. 

The researcher concludes that higher referral rates among African-American 

students when compared to students of other ethnicities is an issue that continues to affect 

students and schools. Recommendations for future research include sampling a larger 

population of principals so that the sample size is not a limitation. Also recommended is 

the examination of the subjective nature of referrals, incarcerated African-American 

youth, and the creation of professional development programs that focus on diversity. 
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CHAPTER 1 

INTRODUCTION 

The purpose of this study was to determine the relationship between 

characteristics of middle school principals, their schools, and the rate of reported school 

disciplinary referrals among African-American public school students. In 2006, the 

United States Office for Civil Rights surveyed 136 of Georgia's 180 public school 

districts and reported that African-American students represented 42% of the student 

population, yet accounted for 70% of the out of school suspensions in the state. In 

contrast, Caucasian students represented 45% of the student population, yet accounted for 

only 23% of the out-of-school suspensions (OCR, 2007a). Accordingly, this study was 

designed to examine this phenomenon and its relationship to the characteristics of middle 

school principals and their schools. 

A variety of sources document that African-American students are identified as 

committing disciplinary infractions at disproportionate rates when compared to other 

ethnic groups (Brown & Beckett, 2006; Vavrus & Cole, 2002). Students who are 

removed from the classroom for disciplinary referral consequences often do not receive 

the full benefits of instructional time (Brown & Beckett; Harris, 2006). Time missed from 

the classroom because of suspension or expulsion typically results in decreased academic 

achievement (Roby, 2004), and a continuous cycle of poverty, low wages, and 

incarceration as students enter adulthood (Jackson & Moore, 2006). 

1 
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During the middle school years, many school discipline problems manifest and 

worsen (Tuzzolo & Hewitt, 2006). Studies indicate that the percentage of students 

involved in fighting, physical attacks- with and without weapons, and bullying are higher 

in middle school than in elementary or high school (McConville & Cornell, 2003). The 

U.S. Department of Education reports that crimes committed against students on school 

grounds are higher in middle school than in high school (2007). As students manifest 

behaviors that lead to disciplinary consequences, their risk for failing subjects and 

dropping out of school in later years increases (Tuzzolo & Hewitt). The greatest 

indicators of female youth incarceration rates are suspension, expulsion, and retention 

during the middle school years. An association also exists between student suspensions, 

retention, drop-out rates, and involvement in crime (Tuzzolo & Hewitt). In many urban 

middle schools, student achievement rates are below average while disciplinary 

infractions are above average (Bowers, 2000). 

A decrease in acceptable behaviors often occurs with the onset of puberty and the 

transition from elementary to middle school (Graham & Juvonen, 2002). Many times, 

minority students have disproportionate shifts in what they perceive to be acceptable 

behaviors as they try to identify commonalities with other students who are similar to 

themselves. When African-American students perceive they are viewed negatively, they 

may create tough exteriors as a means of survival, and this often leads to discipline 

problems in school (Graham & Juvonen). Researchers indicate that a possible reason for 

a drop in African-American students' grade point averages during the transition to middle 

school is that these students may develop beliefs of school alienation (Booker, 2006). 
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This feeling of alienation is significant for African-American male students because 

researchers indicate that these students have the greatest increase in suspension rates after 

entry into middle school when compared to students of other ethnicities (Holcomb-

McCoy, 2007). 

Statistics suggest that suspensions, fighting, and bullying are highest during the 

middle school years (Christie, Nelson, & Jolivette, 2004; McConville & Cornell, 2003), 

but the majority of infractions occur because of insubordination and defiance of 

authority. These data coincide with the fact that students may struggle with issues of 

identity and authority during this time (Skiba, Peterson, & Williams, 1997). As is often 

the case with adolescents, African-American students often look to their peers for 

acceptance, understanding, and guidance, as they often struggle to balance their own 

search for identity awareness with the mixed messages that society sends them 

(Holcomb-McCoy, 2007). 

Middle school principals have the responsibility of ensuring that students receive 

an education during these transitional years. In this era of accountability, improving 

academic achievement is mandated by the federal government (Gentilucci & Muto, 

2007); yet the quest for identity and the increase in discipline often hinder students' 

educational performance (Booker, 2006; Bowers, 2000). Principals' leadership practices 

have positive influences on student achievement regardless of economic status or student 

backgrounds (Gentilucci & Muto). Indications of increased achievement in schools due to 

positive principal characteristics include maintaining principals' positive relationships 

with students, being visible within the school, and modeling instructional leadership. 
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Gentilucci and Muto state that schools with principals who exemplify traits of direct 

leadership show a greater increase in student achievement than those with principals who 

work indirectly through teachers and staff. As students are searching for their identity, 

their understanding of the educational process is defined through the examples that 

principals and teachers demonstrate (Gentilucci & Muto). 

Principals' visibility on school grounds may have the ability to decrease the 

discipline gap between African-American students and students of other ethnicities 

(Gentilucci & Muto, 2007). Those principals who are present and involved with students 

create a safe environment, and are more likely to have students report discipline incidents 

(Batsche & Knoff, 1994). Researchers' state that over one third of middle school students 

fail to report school violence. In instances of bullying, students reported that they felt 

unsafe because they perceived that teachers and administrators would not try to prevent 

attacks from occurring (Batsche & Knoff, 1994). Students look at school leaders and 

adults for guidance in determining acceptable behaviors. Without appropriate modeling 

by school leaders, students are often left to determine appropriate behaviors by the void 

that exists on the part of the leaders within the school (Bonnell, 2003). 

High-quality leadership traits of principals may have the ability to decrease 

disciplinary disruptions in schools (Christie et al., 2004; Mukuria, 2002). Shellady and 

Sealander report that an organized and safe learning environment with strong 

administrative leadership is needed to maintain productive discipline systems within 

schools (2003). Specifically, the manner in which principals view discipline has an 

impact on the climate of the school (Christie et al.; Mukuria; Raffaele-Mendez, Knoff, & 
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Ferron, 2002). Specific characteristics that principals exemplify have the ability to 

decrease discipline instances within schools. The characteristics of principals include 

having a clear vision and attainable goals for their school, a mission and focus on 

academia, an orderly climate and environment, and an involvement in student progress 

(Christie et al.; Mukuria). The level of respect demonstrated by administrators towards 

students also correlates with the number of discipline instances within schools (Raffaele-

Mendez et al.). 

Principals affect discipline referral rates by the relationships they have with their 

teachers and the views they hold towards students (Mukuria, 2002). Strong school-wide 

discipline programs that are led by principals and supported by teachers, faculty, and 

students have the ability to decrease discipline (Christie et al., 2004). In a 2002 study, 

Mukuria found that principals who led schools with low suspension rates shared the 

qualities of understanding the importance of the teacher-principal team approach in 

decreasing discipline. The team approach involves verbalizing the value of both teachers 

and students while empowering them to do their best, establishing school routines, and 

interpreting discipline plans flexibly using alternative discipline approaches. The study 

also indicated that an important factor in decreasing the number of discipline issues is for 

schools to encourage parental involvement (Mukuria). Christie et al. suggests that 

principals' views on discipline might be a more important factor in predicting suspension 

rates than demographic or student background information. 

Race has played a critical role in the educational progress of African-Americans 

(Richardson, 2000). Historically, African-American students have experienced a great 
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deal of discrimination in American education (Warikoo, 2004). Following the U.S. Civil 

War, Reconstruction era legislation emanating from the 14th Amendment created a 

foundation for African-American students to receive an education (Alexander & 

Alexander, 2005). The 14th Amendment entitled Americans to equal protection under the 

law, regardless of color (Alexander & Alexander). Nevertheless, in the south, and other 

areas of the U.S. where resistance to these laws was extensive, African-American 

students faced many challenges in obtaining an education equal to their white peers 

(Smith & Kozleski, 2005). 

The 1896 Supreme Court case of Homer Plessy v. Ferguson {Plessy) derailed the 

quest for an equitable education as it legalized segregated public facilities (Eckes, 2004). 

In Plessy, the Supreme Court upheld an 1890 Louisiana law that provided separate but 

equal accommodations for railway passengers in the state. The Supreme Court 

maintained that the law was protected by the equal protection clause of the Fourteenth 

Amendment, and it became an option for businesses and agencies in all states to provide 

separate but equal facilities for persons of color. The decision, however, gave no opinion 

on how to define separate but equal, and this interpretation was left to the states 

(Alexander & Alexander, 2005). For African-American students, the dual standard of 

being separate but equal meant over half a century of second-hand, outdated textbooks 

and subpar facilities in which African-American students were expected to receive the 

same education as those of their Caucasian counterparts (Lewis, 1998). Twelve years 

after the Plessy decision, the National Association for the Advancement of Colored 

People (NAACP) began using the courts to fight for equality (Gutek, 2000; NAACP, 
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2008). The organization wanted to desegregate schools in order to demonstrate to 

Americans that all people should have equal rights and protections under the federal 

government (Smith & Kozleski, 2005). 

In 1944, Gunner Myrdal published a race-relations study, An American Dilemma: 

The Negro Problem and Modern Democracy. The study concluded that one cause of the 

displacement of African-Americans was Caucasian oppression, which contributed to the 

poor performance of African-Americans. Myrdal stated that in order to change this cycle 

in America, either Caucasians would have to eliminate the oppression or African-

Americans would have to rise above it (Myrdal, 1944). 

Steps toward decreasing oppression occurred with the Supreme Court decision of 

Oliver Brown et al. v. Board of Education ofTope ka et al, typically referred to as Brown 

v. Board of Education (1954 (Brown)). Brown was instrumental in addressing equity for 

African-American students, as it overturned Plessy's separate but equal decision 

(Alexander & Alexander, 2005). In Brown, the NAACP implemented strategies of using 

the court system to fight segregation (Fairclough, 2001). Their goal was to integrate 

African-American students into Caucasian schools, as they filed civil cases in five states. 

These cases were consolidated under one name, Brown v. Board of Education, as it 

reached the Supreme Court in 1952. In 1954, Chief Justice Earl Warren announced the 

Court's decision. The Court stated that separate but equal facilities were inherently 

unequal, thus, ordering the integration of public schools in the U.S. Integration was not 

immediate, and years would pass before it was initiated in many regions of America 
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(Fairclough). Although African-Americans continued to face a long journey towards 

equality, the Brown decision put the law on their side (Gutek, 2000). 

For years after Brown, school districts across the nation implemented tactics to 

circumvent the desegregation of public schools (Alexander & Alexander, 2005). Many 

school districts offered vouchers and tuition payments to private schools, freedom of 

choice plans, and the gerrymandering of school district lines so that students would attend 

schools based on color and class (Alexander & Alexander). In 1957, the integration of 

Central High School in Little Rock, Arkansas, gained national attention as the National 

Guard was summoned to stop African-American students from entering its doors 

(Alexander & Alexander; Fairclough, 2001). As the event gained media attention, federal 

troops were called and the National Guard was issued a reverse order to protect African-

American students as they integrated the school. Orval Faubus, the governor of Arkansas, 

shut down the high schools in Little Rock for the 1958-1959 school year in order to deter 

the integration of the schools (Fairclough). 

The Civil Rights Act of 1964, the Elementary and Secondary Education Act of 

1965, and the Education for all Handicapped Children Act of 1975 sought to improve 

education for American students (Alexander & Alexander, 2005). Nevertheless, 

roadblocks and resistance have continued, despite continued litigation in and out of the 

education system in the U.S. (Harris, 2006). African-Americans continue to fall behind 

students of other ethnicities in educational achievement (Harris) and hold the largest 

percentage of disciplinary infractions within U.S. schools (Brown & Beckett, 2006). 

These inequities, whether on the part of the students, the schools, or the government, lead 
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to societies that are unequal (Tatum, 1997). Society, economics, and politics have created 

complex challenges regarding the disproportionate rate of African-American students 

involved in school disciplinary infractions (Ward, 1998). 

In order to decrease the disproportionate representation of African-American 

students referred for disciplinary infractions, several areas of school discipline were 

analyzed. These areas included African-American students' self-concepts and identity 

development (Cameron & Sheppard, 2006), a cultural disconnect in the realm of 

education (Cameron & Sheppard; Noguera, 2003), and the role of administrators and 

faculties in decreasing the discipline gap between African-American students and 

students of other ethnicities (DeVoe, Peter, Noonan, Baum, & Snyder, 2005). 

African-American students' construction of self-concepts and identity 

development are important when analyzing the discipline gap between African-American 

students and students of other ethnicities (Cameron & Sheppard, 2006). Numerous 

studies have documented that students often internalize certain stereotypes. For example, 

numerous studies have suggested that often when African-Americans are perceived to be 

intelligent, they are said to be "acting white." If African-American students are told they 

cannot be successful in school, they might exhibit a "self-fulfilling prophecy" and drop 

out of school or act out to avoid academic work in which they are weak (Diamond, 

Randolph, & Spillane, 2004; Holcomb-McCoy, 2007; Lei, 2003). Historical methods of 

punishments are often detrimental to African-American students as the punishments are 

not culturally appropriate for students who have not been exposed to mainstream values 

and norms (Cameron & Sheppard). The disciplinary methods used by teachers and 
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administrators may exacerbate the behaviors intended to be corrected. Students often act 

out defensively because they are embarrassed or perceive that punishments are unjust 

(Skiba & Peterson, 2003). 

Many sociologists suggest that an inability to conform to acceptable school 

behavior emanates from a conflict of cultures. The innate immaturity of adolescence 

exacerbates the dilemma for African American youth who are juggling expectations of 

various subcultures that may differ significantly, such as school, family, and friends 

(Bireda, 2002; Hilliard, 1996; Kunjufu, 1990). Behavior that is expected and acceptable 

in one setting (among friends or at home) has the potential to be viewed negatively at 

school. Day-Vines and Day-Hairston report that students' cultures at home and school 

often clash, and this clash often leads to cultural discontinuities between African 

American students and their schools (2005). 

African-American students referred for disciplinary infractions may fall behind in 

academic achievement because of the diminished expectations and a lack of support by 

adults (Smith, Schneider, & Ruck, 2005). Students who are continuously in trouble may 

internalize the negativity that is connected to disciplinary consequences, and this 

becomes part of those students' self-concepts (Cameron & Sheppard, 2006). Many 

students internalize being disciplined as a part of their self-concept and participate in 

disruptive activities that they perceive match expectations that adults have set for them 

(Noguera, 2003). 

Education is important to the identity construction process of African-American 

students (Lei, 2003). When students participate in disciplinary infractions, these 
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infractions may block the development and maintenance of positive concepts of academia 

that are crucial to earning an education (Sankofa, Hurley, Allen, & Boykin, 2005). 

African-American students have a complex task of distinguishing among the mixed 

messages that are sent by society, home, and school environments regarding what 

achievements they may attain (Holcomb-McCoy, 2007). Maintaining positive images of 

school is often difficult as statistics indicate that African-American students are 

overrepresented in discipline, have decreased achievement rates, and are constantly 

surrounded with societal images of African-Americans involved in drugs, incarceration, 

poverty, and homicide. These statistics and images create disconnects between their 

identity and their educational expectations (Holcomb-McCoy). 

Stereotypes that depict African-American students as disciplinary problems or as 

underachievers impair students' ability to receive an education. In the classroom, where 

the majority of the disciplinary infractions occur (Skiba, Michael, Nardo, & Peterson, 

2002), teachers often distance themselves from students they perceive to be problematic 

(Cameron & Sheppard, 2006). Low expectations for African-American student 

achievement and an association with delinquency often leads teachers to challenge 

African-American students less, and put minimal effort into those students' educations 

(Diamond et al., 2004). African-American students have the greatest increase in 

suspensions after the transition into middle school as they are stereotyped as hostile, 

academically inadequate, as well as other derogatory perceptions (Holcomb-McCoy, 

2007). 
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A disconnect often exists between acceptable cultural behaviors of African-

American students and those of their teachers (Skiba & Peterson, 2003; Monroe, 2005a; 

2005b). Many times, faculties are unresponsive to African-American students' values and 

norms (Cameron & Sheppard, 2006; Diamond et al., 2004; Monroe, a, b), and this occurs 

regardless of whether the faculties and administrations are Caucasian or African-

American (Diamond et al.; Tyson, 2003). Students may perceive that they are 

discriminated against for behaviors that they deem acceptable, yet teachers and 

administrators recognize the behaviors as disruptive and worthy of disciplinary 

consequences (Cameron & Sheppard, 2006). African-American students may act out 

when punished, challenging authority, and disrupting instructional time, as they hope to 

retaliate for the insensitivity and discrimination they perceive has been directed towards 

them (Cameron & Sheppard; Noguera, 2003; Wright & Fitzpatrick, 2006). 

Teachers and administrators should be cognizant of cultural differences as they 

respond to student behaviors that they perceive to be inappropriate (Smith & Kozleski, 

2005). A predominantly Caucasian, female, middle class, educational workforce 

(Walker-Dalhouse, 2005) and an educational organization based on Caucasian, middle-

class values often contrast with the educational values of African-American students 

(Sankofa et al., 2005). Perceived disturbances of speaking loudly, having high intensity 

and energy, and a community approach to learning are examples of the contrast in 

acceptable actions of African-American students that are perceived as threatening and 

inappropriate by Caucasian faculties (Brown & Beckett, 2006; Sankofa et al.). 
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A culturally competent school environment is warranted to break the disconnect 

between students and faculties (Smith & Kozleski, 2005). Intrapersonal connections 

between students and faculties may decrease the achievement gap for African-American 

students. Cultural awareness and sensitivity of teachers and administrators can bridge 

gaps in achievement and discipline, creating an optimal educational environment for 

African-American students (Warikoo, 2004). 

An association exists between African-American students' educational 

achievement and negative outcomes such as delinquency and incarceration (Monroe, 

2005b). Researchers state that the discipline gap between African-American students and 

students of other ethnicities will have to narrow in order for graduation rates to increase, 

crime rates to decrease, and to make positive gains in student achievement (DeVoe et al., 

2005). Consistency of rules, discipline, and achievement practices have to be established 

and enforced or students will not perceive that there is legitimacy in the rules (Brown & 

Beckett, 2006). African-American students understand what education has to offer, but if 

the school culture does not support their achievement, there is little motivation to receive 

an education (Noguera, 2003). 

Discipline is a problem that not only affects the students referred for the 

disciplinary infractions, but also interrupts the instructional time of others (Brown & 

Beckett, 2006). Administrators should effectively discipline students in ways that do not 

take away from disciplined students' education or the education of others (Gorman & 

Pauken, 2003). Non-traditional discipline policies and teaching styles may alleviate the 
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disproportionate rate of African-American students referred for school disciplinary 

infractions and give all students the opportunity to learn (Vavrus & Cole, 2002) 

Although researchers suggest that there is a disproportionate rate of African-

American youth referred for school disciplinary infractions, voids in the literature exist 

on how to decrease the overrepresentation (Skiba et al., 2002). Programs designed to 

prepare faculties on methods to decrease the discipline gap between African-American 

students and students of other ethnicities are complex. Traditional means of administering 

disciplinary consequences to African-American students have proven ineffective in 

decreasing the number of African-American students who receive discipline referrals 

(Cameron & Sheppard, 2006; Sankofa et al., 2005). New methods of discipline that 

involve the understanding of values and cultural norms should be piloted in order to test 

if they are more effective than mainstream discipline techniques (Sankofa et al.). 

Statement of the Problem 

Research and school system data document that African-American students are 

referred for disciplinary infractions at rates that are disproportionate to students of other 

ethnicities (Brown & Beckett, 2006; Vavrus & Cole, 2002). Reports from the U.S. Office 

for Civil Rights verify the overrepresentation of African American students receiving out 

of school suspensions in Georgia (Table 1). 
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Table 1 

Georgia Counties Out-of-School Suspensions Report for 2006 from the Office for Civil 
Rights Report (N = 136) 

Racial Groups 

African-American 
Caucasian 
Others 

Total of all races 

Suspended 

91200 
30355 

8100 

129655 

Not suspended 

498670 
594240 
165070 

1257980 

Total 

589870 
624595 
173170 

1387635 

Traditional punishments for disciplinary infractions result in a concurrent loss of 

academic instructional time as the students are often sent out of the classroom, 

suspended, or expelled (Brown & Beckett, 2006; Harris, 2006). The loss of instructional 

time leads to a loss of education (Harris), which typically results in the inability of 

students to integrate effectively into society (Jackson & Moore, 2006). Low wages, 

incarceration, and poverty are results of lost instructional time in the classroom (Jackson 

& Moore). As the discipline gap between African-American students and students of 

other ethnicities increases, the less likely African-American students who are referred for 

infractions are to gain the benefits of an education (Brown & Beckett; Harris). The level 

of education that people attain is pivotal in determining quality of life. Those that 

graduate from college are likely to earn 2.5 times the amount of money that high school 

dropouts earn, and only a minute percentage of college graduates live in poverty (Lazear, 
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2006). Thus, the inability of many African-American students to attain an education 

prevents them from escaping poverty and gaining a better quality of life. 

Many unknown factors are associated with the disproportionate rate of reported 

African-American students identified as committing school disciplinary infractions. The 

upbringing, environment, and values of the students referred for disciplinary infractions 

are not known. Although faculties and administrators often observe disruptive behaviors, 

students' underlying causes for the behaviors are often unclear to the faculties and 

administrators (Cameron & Sheppard, 2006). Unknown biases of faculties and 

administrators also factor into the role of student discipline (Monroe, 2005a). 

Since principals are responsible for maintaining an environment for the education 

and discipline of students within their schools, the researcher analyzed the characteristics 

of middle school principals and their schools in a southeastern U.S. metropolis. The 

principals were given the Leader Behavior Description Questionnaire- Form XII Self 

(LBDQ), a survey instrument that originated as part of the Ohio State Leadership Studies 

in 1962 (Fisher College of Business, 2008). Other school and principal characteristics 

were also measured. The LBDQ predictor variables included the measurements of 

representation; demand reconciliation; tolerance of uncertainty; persuasiveness; initiation 

of structure; tolerance and freedom; role assumption; consideration; production emphasis; 

predictive accuracy; integration; and superior orientation. Other predictor variables 

included principal ethnicity; principal gender; total number of years as principal; total 

number of years as principal at current school; and enrollment size of school. These 

measurements were used to examine if a correlation exists between predictors and the 



17 

referral rate of reported African-American students as compared to students of other 

ethnicities. 

Research Questions 

The research was guided by the following two questions: 

RQ1: Are the predictors related to the referral rates of African American students 

or students of other ethnicities? 

RQ2: Do the individual predictors' correlations differ between African-American 

students and students of other ethnicities? 

To address these questions, the following related null hypotheses were 

formulated: 

HOI: There will be no statistically significant correlations between the predictors 

and referral rates of African-American students or students of other ethnicities. 

H02: There will be no statistically significant difference in the correlations 

between the individual predictors and total rate of reported discipline referrals for 

African-American students in comparison to students of other ethnicities. 

Procedures 

The research required a quantitative, descriptive correlational design to 

administer, collect, compile, and analyze the data in the study. The quantitative approach 

was used in order to gain insight into the characteristics of middle school principals, their 

schools, and the disproportionate rates of African-American students referred for 

disciplinary infractions as compared to students of other ethnicities. A descriptive format 

was used to describe the views that principals hold regarding leadership (Trochim, 2005), 
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and the number of discipline referrals at those principals' schools. Data were collected 

and analyzed from the population of middle school principals in a metropolis using the 

LBDQ survey instrument, an instrument that surveys attributes of leadership, as well as 

questions regarding school and principal characteristics. An informed consent letter 

guaranteed confidentiality and anonymity to the principals who participated in the study. 

The quantitative methodology was implemented in order to examine the characteristics of 

middle school principals, their schools, and the number of discipline referrals at those 

principals' schools. The instrument was administered in an electronic format, using e-

mail as the means of sending the survey and collecting the findings. The participants 

visited a survey engine link that the researcher provided to complete the instrument. 

The data gathered by the survey were correlated with the Georgia Department of 

Education's (GADOE) discipline data from the principals' schools. The data range from 

the academic years of 2003-2008, depending on how long the participants had served as 

principals at their current schools between those years. The discipline data were gathered 

through an open records request with the state. The data collected by the GADOE was 

self-reported by schools and local education agencies. By correlating the school and 

principal characteristic data from the survey and the GADOE, the researcher examined if 

a correlation existed between characteristics of middle school principals, their schools, 

and the referral rate of reported disciplinary infractions of African-American students 

compared to students of other ethnicities. 

The researcher analyzed and disaggregated the data using the Statistical Package 

for the Social Sciences (SPSS), quantitative analysis software, in order to compile the 
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principals' results in a numerical percentage format. A descriptive instrument was chosen 

because it focused on research that was conducted for the improvement of schools as 

organizations, describing school and principal characteristics and their relationship to the 

discipline gap of African-American students compared to students of other ethnicities 

(Brown & Beckett, 2006; Skiba et al., 2002). The survey was conducted in a timely, cost-

efficient manner (Trochim). 

Conceptual Framework 

The conceptual framework represents the researcher's hypothesized relationships 

between the variables: characteristics of middle school principals and their schools to the 

rate of reported African-American students' disciplinary infractions as measured by 

referrals compared to students of other ethnicities. Figure 1 illustrates the conceptual 

framework. 

Characteristics of 
Middle School 

Principals and their 
Schools 

(Predictor Variable) 

Figure 1. Research Design 

V 

African-American Referral 
Rates Compared to Students 

of Other Ethnicities 

(Criterion Variable) 
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Importance of the Study 

The study is important to the field of educational leadership as it details the 

characteristics of middle school principals, their schools, and how they relate to the 

disproportionate rates of African-American discipline referrals when compared to 

students of other ethnicities. If the discipline gap between African-American students and 

students of other ethnicities decreases, the opportunity for academic achievement 

increases. With a decrease in the discipline gap, African-American students who are 

referred for disciplinary infractions may gain instructional time in the classroom and 

improve their odds of completing high school. 

The study is important for all who believe that students have one opportunity for 

an education, and if students are referred for disciplinary infractions, their chances of 

attaining that education decreases. The value of earning an education is important in 

society. Without an education, cycles of poverty continue and students may not have the 

ability to understand the impact an education can have on their future. Students may not 

know the possibilities that lie beyond their environment if educators do not teach them. 

Educators cannot teach students who are constantly absent from the classroom because of 

discipline issues. New methods of understanding and correcting detrimental behaviors 

must be initiated. 

Middle school principals from a metropolis participated in the research. The 

significance of surveying middle school principals rather than elementary or high school 

principals is that researchers have indicated that students' middle school years are the 

time in which detrimental behaviors manifest and worsen. Although an abundance of 
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literature exists stating that students' middle school years are crucial in the formation and 

manifestation of disciplinary behaviors, there are few studies in the educational research 

community that address how to decrease disciplinary referral rates at the middle school 

level. 

The study is important for the educational research profession because there is a 

discipline gap between African-American students compared with students of other 

ethnicities. The research can improve educational organizations because as the discipline 

gap decreases, the achievement rate of African-American students may increase, 

improving the capacity for learning. With African-American students gaining in 

educational achievement, the rates of crime and incarceration that have been associated 

with African-Americans referred for disciplinary infractions may decrease, thus 

decreasing stereotypes, discrimination, and improving the quality of life for all people in 

society. 

The study was sufficiently compelling to justify time, effort, finances, and human 

resources because all students have the right to an education. In the era of accountability, 

schools are highly reliant on students passing standardized tests that measure their 

educational ability. Decreasing the discipline gap between African-American students 

and students of other ethnicities may improve the opportunity for students to earn an 

education, thus increasing their educational achievement. 

Limitations 

The researcher recognized that limitations existed in the study. There were school 

districts in the metropolis that did not give the principals permission to participate in the 
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study. Some principals that were given permission chose not to participate in the survey, 

and therefore, the researcher has no control over the number of responses that were 

received. The survey method of research may have lent itself to inaccuracies because the 

data were self-reported by the participants, thus threatening the validity of the findings. 

Misunderstandings of questions, intentional deceptions of answers, a lack of quality 

answers, and poor memory and reflection may have limited their findings. The unknown 

environment in which the administrators live and work and the regional areas in which 

the principals are located may have impacted the findings of the study and limited its 

generalizability. 

Delimitations 

Delimitations existed in the study. The choice of the research was restricted to the 

disciplinary infractions of African-American students because African-American students 

hold the largest discipline gap in public schools when compared to students of other 

ethnicities. The population sample was delimited to middle school principals in the 

metropolis. The researcher chooses not to survey elementary or high school principals 

because the social and disciplinary behaviors that the researcher chose to examine 

commonly manifest in middle school. Only principals were surveyed since they are the 

leaders of schools; thus, they are ultimately responsible for the disciplinary consequences 

administered to students. The survey, which included LBDQ questions as well as 

questions regarding school and principal characteristics, was chosen as the appropriate 

method of research rather than other options because the instrument was appropriate for 
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what the researcher was examining. The research was conducted, compiled, and analyzed 

in a timely, cost-efficient manner. 

Definition of Terms 

The following terminology is defined for the purposes of this study: 

Achievement gap: The gap in achievement between African-American students 

during their school years compared with students of other ethnicities (Warikoo, 2004). 

Black: "A person having origins in any of the Black racial groups of Africa" 

(U.S. Census Bureau, 2000, p.l). 

Cultural competency: For the purposes of this study, the definition of cultural 

competence was defined from the National Center for Cultural Competence. Their 

definition states, 

Cultural competence requires that organizations have a defined set of values and 

principles, and demonstrate behaviors, attitudes, policies and structures that 

enable them to work effectively cross-culturally, have the capacity to (1) value 

diversity, (2) conduct self-assessment, (3) manage the dynamics of difference, (4) 

acquire and institutionalize cultural knowledge and (5) adapt to diversity and the 

cultural contexts of the communities they serve, [and] incorporate the above in all 

aspects of policy making, administration, practice, service delivery and involve 

systematically consumers, key stakeholders and communities (National Center, 

n.d., f2). 

Cultural disconnect: "A lack of cultural synchronization in the classroom" 

(Monroe, 2006, p. 3). 



24 

De facto segregation: Segregation caused by housing patterns (Alexander & 

Alexander, 2005). 

Dejure segregation: "Governmentally promulgated and enforced 

discrimination in the South" (Alexander & Alexander, 2005, p. 898). 

Discipline: Not adhering to a school's code of conduct {Georgia Department of 

Education, 2008c). 

Discipline gap: The measure of disciplinary infractions of African-Americans 

compared with students of other ethnicities (Monroe, 2005a). 

Expulsion: Removal of a student from a public school for more than the current 

school semester (Public School Disciplinary Tribunals, 2008). 

Incarceration: Imprisonment in a jail, prison, or penitentiary (Gifis, 2003). 

Infraction: A violation of a rule that usually does not result in imprisonment 

(Garner, 2006). 

Instructional time: "The in-class time teachers spend on task, as opposed to 

management-oriented activities, like taking roll" (Mid-Continent Research for Education 

and Learning, n.d., ]J2). 

Leader Behavior Description Questionnaire: "Provides a technique whereby 

group members may describe the behavior of the leader, or leaders, in any type of group 

or organization, provided the followers have had an opportunity to observe the leader in 

action as a leader of their group" (Fisher College of Business, 2008, If 1). 

Middle school: Any school that is organizationally grouped containing Grades 6, 

7, and 8 (Yecke, 2006). 
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Mixed methods research: Research that uses both qualitative and quantitative 

research methods (Trochim, 2005). 

Out-of-School Suspension: "Excluding a student from school for disciplinary 

reasons for one (1) school day or longer. Does not include students who were suspended 

from the classroom but who served their suspension in the school" (Office for Civil 

Rights, 2007b, t l ) . 

Overrepresentation: African-American students represented in a larger percentage 

of disciplinary infractions than students of other ethnicities (Monroe, 2005b). 

Population for the study: 208 middle school principals from a southeastern U.S. 

metropolis {Department of Education, 2008b). 

Middle school principal: Administrative leader of Grades 6, 7, and 8 (Yecke, 

2006). 

Qualitative research: "Social or behavioral research based on unobtrusive field 

observations that can be analyzed without using numbers or statistics" (Kerlinger & Lee, 

2000, p.588). 

Quantitative research: Research gathered in a numerical format to quantify 

information (Kerlinger & Lee, 2000). 

Student achievement: For the purposes of this research, student achievement is 

defined as an increase in educational competency as measured by the Criterion 

Referenced Competency Test (CRCT). The CRCT measures students' knowledge of 

Georgia's standardized curriculum, the Georgia Performance Standards {Georgia 

Department of Education, 2008a). 
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Stereotyping: "Assuming that all members of a particular culture behave 

essentially the same" (Rose-Cohen, 2007, p. 38). 

Suspension: The removal of a student from a public school for a time period less 

than the present school quarter or semester {Public School Disciplinary Tribunals, 2008). 

Summary 

African-American students are involved in school disciplinary infractions at 

disproportionate rates when compared to students of other ethnicities. Students referred 

for disciplinary infractions have decreased instructional time in the classroom, thus 

minimizing the opportunity for African-American students to earn an education. 

Students' middle school years are often the time when negative behaviors manifest and 

worsen. Nevertheless, the characteristics of middle school principals and their schools 

may have positive influences on these behaviors. Areas analyzed in decreasing the 

disproportionality of African-American students referred for school disciplinary 

infractions are (a) the historical significance of racial discrimination in the U.S., (b) 

African-American students' self-concepts and identity development, (c) the cultural 

disconnect between students and educators, and (d) the role of school administrators and 

faculties in decreasing the discipline gap. 

Although discrepancies in the discipline gap of African-American students 

compared to students of other ethnicities have been researched, voids in the literature 

exist on methods to decrease the discipline gap. The researcher analyzed characteristics 

of metropolitan middle school principals, their schools, and their relationship to African-

American students referred for school disciplinary infractions compared to students of 
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other ethnicities. A descriptive research design was used to survey leadership attributes 

and compile discipline referral data. The LBDQ was used to administer, collect, compile, 

and analyze leadership attributes of middle school principals, and other questions 

gathered information regarding school and principal characteristics. The instrument was 

sufficiently compelling to justify time, effort, finances, and human resources. 



CHAPTER 2 

REVIEW OF LITERATURE 

In order to understand the historical and contemporary perspectives related to the 

issue of African American school discipline referrals rates, the following areas of the 

literature were reviewed: (a) a historical overview of racial discrimination in the U.S., (b) 

the disproportionate rate of reported African-American students referred for school 

disciplinary infractions, (c) African-American students' self-concepts and identity 

development, (d) a cultural disconnect in the realm of education, (e) the role of 

administrators and faculties in decreasing the discipline gap and (f) effective strategies to 

address the disproportionate representation. 

The U.S. Department of Education documents that while African-American 

children represent only 17% of public school enrollment nationally, they comprise 32% 

of out-of-school suspensions (U.S. Department of Education, 2000). When disaggregated 

by race and gender, the statistics are even more revealing. Brown & Beckett report that 

boys are four times as likely to be referred to the disciplinary office, suspended, or 

administered corporal punishment and when gender and ethnicity are combined, African-

American males are 16 times more likely to receive corporal punishment than Caucasian 

females (2006). When students are expelled from school, they are concomitantly denied 

an educational experience. Thernstrom & Thernstrom (as explained in Harris, 2006) 

report that average African-American 17-year-olds are four years behind their Caucasian 
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peers, and that by 12 grade, African-American students score lower than Caucasian 8 

graders in the subjects of reading, math, U.S. history and geography. 

Although research suggests disproportionate rates of African American students 

referred for disciplinary infractions, there have been few findings to address methods of 

decreasing the overrepresentation. "Despite extensive documentation of the existence of 

racial, socioeconomic, and gender disparities in school discipline data, however, the 

meaning of those statistics remains unclear. Few studies have systematically explored 

possible explanations or reasons for discipline disproportionality" (Skiba et al., 2002, 

p.318). 

Students who receive disciplinary consequences typically share common 

characteristics. In the U.S., students who have the greatest social, socio-economic, 

emotional and academic needs are punished the most (Noguera, 2003). Similarities exist 

in the types of alleged infractions. The Civil Rights Project reports that African-American 

and Latino students are more likely to be disciplined for defiance and disrespect of 

authority, and because these types of offenses are often subjective in nature, racial bias 

becomes a key issue in disciplining these students (2001). 

Cosby and Poussaint (2007) address the inequity of African-American students' 

education, particularly the African-American male students as follows: 

The problems start early for black boys, and we can all see it. Call it ADHD or 

learning differences, or whatever you like, but our young black males can act up a 

Level 5 storm in class... In some cases, too, teachers are wary of black boys and 

too quick to dump them into special education classes. This kind of racial 
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profiling and discrimination against active, aggressive black boys by school 

personnel accounts for some of the discrepancy in the numbers, but the bottom 

line is still bad... Why is the problem so grave? A mother can usually teach a 

daughter how to be a woman. But as much as mothers love their sons, they have 

difficulty showing a son how to be a man.. .Without that discipline, these sons 

often get into trouble at school because many teachers find it difficult to manage 

their 'acting out' behavior, If you think we're exaggerating, talk to a 

teacher.. .Troubled black boys in schools are more than twice as likely to be 

suspended as white boys or Hispanics, and this does no one any good except the 

neighborhood drug dealers, (pp. 3-5) 

A strong link exists between students involved in disciplinary infractions in school and 

criminal behavior in adulthood (Ward, 1998). Students who are suspended are more 

likely to be retained, drop out of school, and ultimately become incarcerated (Tuzzolo & 

Hewitt, 2006). Suspension, expulsion, or retention in middle school is the greatest 

predictor of future incarceration among females (Tuzzolo & Hewitt). 

A Historical Overview of Racial Discrimination in the United States 

In order to gain understanding of the disproportionate rate of reported African-

American students referred for school disciplinary infractions when compared to students 

of other ethnicities, insight into African-American culture and the plight of the African-

American people in the U.S. is warranted. According to Du Bois, the African-American 

"ever feels his two-ness—an American, A Negro; two souls, two thoughts, two un

reconciled strivings" (1903, p. 12). A historical analysis of racial discrimination will 
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sequence the events that have led to the current disciplinary state of education in 

America, as race and racism have played an integral role in the educational process of 

African-American students. 

No idea has been so damaging to the American people as the social construction 

and application of the idea of race and the rise of racism. Children are ultimately 

the beneficiaries and victims of the concepts that are popular and peculiar to the 

society in which they are raised. (Richardson, 2000, p.301) 

Research documents that vestiges of inequalities that began hundreds of years ago are 

still apparent in schools today for many African-American students. Whether it is home 

or social environments that impede learning or if discriminatory practices are instilled in 

America's education system, public school data document that achievement and 

discipline gaps exist between African-American students and students of other 

ethnicities. African-American students enter first grade less prepared for school than their 

Caucasian peers, and this gap continues to increase over the course of their academic 

careers (Warikoo, 2004). As this achievement gap between African-American and 

Caucasian students increases, these inequalities lead to differences in socio-economic 

statuses (Warikoo). A 1993 study conducted by the National Longitudinal Survey of 

Youth reported in a study of employed men between the ages of 31 and 36, African-

American men on average earn 67.5% of what Caucasian men earn (Jencks & Phillips, 

1998). 

In order to understand the contemporary context of African-American youth, a 

view of the past is needed. From the founding of America to the Civil War, any person of 
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African ancestry had the potential of being legalized property of an Anglo-Saxon (Ver 

Steeg & Hofstadter, 1969). As slaves were deemed legal property, they were afforded no 

rights of humans, and were not recognized as having any rights under the law, as 

exemplified by the 1857 Supreme Court case of Dred Scott v. Sandford (Rich, 2006). 

Fredrick Douglass expounded upon the inhumanity of slavery in his personal account, 

Narrative of the Life of Frederick Douglass, An American Slave, in which he states "I 

often found myself regretting my own existence, and wishing myself dead; and but for 

the hope of being free, I have no doubt but that I should have killed myself, or done 

something for which I should have been killed" (Douglass, 1845/1995, pp. 24-25). 

During Reconstruction, Congress enacted the 13th, 14th, and 15th Constitutional 

Amendments, which were intended to give African-Americans protection from state 

governments, primarily those state governments that were dissatisfied with the federal 

decisions of the post-Civil War era. Enacted in 1868, the Fourteenth Amendment has 

become the center of legislative and judiciary debates over the equality and 

discriminatory practices used against African-Americans. "It states in part: 'No state 

shall.. .deny to any person within its jurisdiction the equal protection of the laws" 

(Alexander & Alexander, 2005, p.82). In regard to education, the Fourteenth Amendment 

has been integral to public schools as it protects students from discriminatory practices 

and provides substantive and procedural due process (Alexander & Alexander). "In 

addition, the Fourteenth Amendment provides the conduit through which the First 

Amendment and other parts of the Bill of Rights are applied to the states" (Alexander & 

Alexander, p.83). 
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Beginning in the 1870s and 1880s, Jim Crow laws became popular in the south. 

The purpose of these laws was to segregate African-Americans and Caucasians, although 

the Fourteenth Amendment stated that the equal protection laws were afforded to all U.S. 

citizens. In 1896, the Supreme Court decision, Homer Plessy v. Ferguson, (Plessy) 

granted separate but equal treatment for citizens, which ultimately meant that whites and 

people of color could legally have separate facilities as long as those facilities were 

provided to all races and were essentially equal in nature (Smith & Kozleski, 2005). 

Plessy allowed states to legally enact Jim Crows laws. The Court stated that the Plessy 

ruling met the standards of the Fourteenth Amendment because it was a case of social 

equality, and only political and civil equalities were protected under the Fourteenth 

Amendment (Eckes, 2004). 

Plessy v. Ferguson was an unmitigated judicial defeat for black Americans. Not 

only did the Supreme Court deny that 'enforced separation' discriminated against 

black people, it also implied that racial segregation was 'in the nature of things.' 

The Fourteenth Amendment did not require 'enforced commingling of the two 

races.' In an argument that reeked of racism, the Court explained that 'if one race 

be inferior to the other socially, the Constitution of the United States cannot put 

them upon the same plane.' (Fairclough, 2001, p. 14) 

Plessy enabled states to circumvent equity in schools. "The judicial branch provided 

further support for segregation in the Cumming v. Richmond County Board of Education 

(1899) ruling that separate schools were legal even if comparable schools for Black 

Americans were not available" (Smith & Kozleski, p.271). This ruling assured that 
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African-American students would not have equal access to educational resources in the 

U.S. 

The National Association for the Advancement of Colored People (NAACP) was 

founded in 1909, in an effort to fight Jim Crow laws of the segregated south. The 

NAACP's mission was to fight for human rights and equality. "The NAACP became the 

spearhead of the black struggle for equality and one of the most influential reform 

organizations in American History" (Fairclough, 2001, p.69). After its founding, the 

NAACP focused its attention on using the judicial system in its quest for equality (Gutek, 

2000). 

In 1944, Gunner Myrdal published a race-relations study, An American Dilemma: 

The Negro Problem and Modern Democracy. The study concluded that one cause of the 

displacement of African-Americans was Caucasian oppression, which contributed to the 

poor performance of African-Americans. Myrdal stated that in order to change this cycle 

in America, either Caucasians would have to eliminate the oppression or African-

Americans would have to rise above it (Myrdal, 1944). 

In the 1950s, the U.S. Government made advancements in alleviating segregation 

by integrating the Armed Forces during the Korean War. Nevertheless, little 

advancements had been made at home as "separate but equal" public facilities and 

segregated schools were commonplace. The NAACP continued to use the legal system to 

combat prejudice, and one of its main strategies was to use the public school system as a 

conduit to fight segregation. "Many Americans view public school education as a great 

equalizer.. .The logic was that by desegregating the schools, the future generations of 
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Americans who would attend integrated schools would achieve equality and erase the 

color line" (Smith & Kozleski, 2005, p.270). This legal struggle led to the 1954 Supreme 

Court decision of Brown v. Board of Education, which overturned the Plessy decision. 

Chief Justice Earl Warren read aloud the Brown v. Board of Education decision 

that racial segregation violated the equal protection clause of the 14th Amendment 

stating, 'We conclude that in the field of public education, the doctrine of separate 

but equal has no place. Separate educational facilities are inherently unequal.' 

(Smith & Kozleski, p.272) 

Although the landmark decision was a watershed moment for equality among races, it 

failed to mandate a time frame in which the desegregation of schools should occur. In a 

1955 decision of Brown II, the Supreme Court ordered that, "...compliance must be 

achieved with all deliberate speed, including a 'prompt and reasonable start' toward 

achieving full compliance 'at the earliest practicable date" (Gutek, 2000, p. 128). Because 

many states disagreed that schools should be desegregated, these states used the vague 

terms of Brown II to delay its implementation. 

Resistance to integration led to many problems throughout the south. In 1957, a 

group of African-American children attempted to integrate Central High School in Little 

Rock, Arkansas. Governor Orval Faubus called the National Guard to prevent the 

students from entering the school. "The blatant defiance of Faubus, who had used the 

National Guard to prevent integration, and then encouraged mobs to physically harass the 

children, compelled President Dwight D. Eisenhower to dispatch troops in order to 

enforce the court's order" (Fairclough, 2001, p.224). Despite federal intervention, Faubus 
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ordered the schools to close down for the 1958-59 school year, forcing Little Rock 

children of all races to find alternate locations to receive an education (Fairclough). 

Several methods of resisting school integration included the gerrymandering of 

school lines, distinguishing between the definitions of integration and segregation, 

issuing vouchers, and freedom of choice plans. Because circuit courts were determining 

which practices were discriminatory, there was no consistency across different regions of 

the country. It was not until 1969 when the terms of Brown //were clarified by the 

Supreme Court that these issues were resolved, and the states that had not mandated the 

integration of all schools were ordered do so without exception (Alexander & Alexander, 

2005). 

Following Brown, other distinguishable efforts were made to resolve 

discrimination among students. The Civil Rights Act of 1964 gave equity and opportunity 

to adults and school aged children in America. Passed into law by President Lyndon B. 

Johnson, "No person was to 'be excluded from participation in, be denied the benefits of, 

or be subjected to discrimination under any program' receiving federal aid because of 

'race, color, or national origin" (Gutek, 2000, p. 177). Title VI of the Civil Rights Act 

granted powers to the U.S. Department of Education, and approved federal funding to 

local school districts if they met the criteria of eliminating segregation and integrating 

African-American children into these districts where performance mandates were met 

(Gutek). The Elementary and Secondary Education Act of 1965 (ESEA) also improved 

educational opportunities for all children, with emphasis on the impoverished. "The 

ESEA provided funds for impoverished children, model schools, pilot programs, 
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community centers, books and educational materials, guidance, remedial compensatory 

instruction, libraries, special services, and health" (p. 178). ESEA provided the funding 

and initiative to begin the Head Start Pre-school Program, whose mission was to provide 

early intervention for children living in poverty (Gutek). 

ESEA legislation led to the Coleman Report in 1966. The mission of the report 

was to examine race, school resources, facilities and educational achievement. The 

Coleman Report concluded that most African-American students were academically 

behind Caucasian students, and that the environments of family and community played 

an integral role in students' achievement. The study also reported that integrated schools 

had made positive gains in student achievement (Gutek, 2000). 

Beginning in the mid-1970s and ending in the early 1990s, the federal 

government began to distance itself from issues of school desegregation (Eckes, 2004). In 

the 1974 Supreme Court case ofMilliken v. Bradley, the Supreme Court ruled against 

desegregation efforts of the isolated Detroit City Schools to integrate Caucasian students 

of the suburbs (Alexander & Alexander, 2005; Eckes). In the early 1990s, two Supreme 

Court cases, Oklahoma v. Dowell and Freeman v. Pitts, both dealt with lifting court 

mandated desegregation decrees. In Freeman, the school district had complied with the 

decree even though desegregation efforts were not entirely met (Eckes). Eckes states, 

"Freeman took the Dowell holding one step further when it reasoned that a school system 

could achieve unitary status with respect to part, but not all, of its operations, which 

allowed lower courts to withdraw their supervision of school districts in a step-wise 

fashion" (2004, p.223). In the 1995 decision of Missouri v. Jenkins, the Supreme Court 
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denounced a federal district court's decision to raise the salaries of Kansas City teachers 

higher than teachers in the suburbs in an order to ".. .create 'desegregative attractiveness' 

to draw students, teachers, and staff to the central city school system and from the 

suburbs" (Alexander & Alexander, p.925). 

Re-segregation is an issue that is pertinent in the 21st century, as white flight to 

the suburbs has left many city school districts with student populations composed mainly 

of minorities (Eckes, 2004). The achievement gap between African-American students 

and students of other ethnicities continues to plague education. The 2005 reading 

assessment of the National Assessment of Educational Progress reported that in 4l grade, 

41% of Caucasian students scored at or above the proficient level, while only 13 % of 

African-American students scored at or above the proficient level (Institute of Education 

Sciences, n.d.). The statistics were as staggering at the 8th and 12th grade levels, as 39% 

of Caucasian 8th graders scored at or above proficient level compared to 12% of their 

African-American peers, and 43% of Caucasian 12th graders scored at or above the 

proficient level compared with 16% of their African-American peers (Institute of 

Education Sciences). 

Issues of discrimination and racism have long been a part of our nation, and thus, 

our nation's system of education. "Knowledge of race as an historical construct created 

by human beings in particular circumstances raises the possibility that race, racism, and 

its effects can also be changed by human beings acting in opposition in the conditions 

that artificially separate us" (Richardson, 2000, p.301). 
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The Disproportionate Rate of Reported African-American Students Referred for School 

Disciplinary Infractions 

Discipline in public schools is an issue that has caused debate throughout the 

history of public education (Cameron & Sheppard, 2006).The debate on effective school 

discipline is divided, with arguments of both the increasing need for disciplinary actions 

among K-12 students and the overuse of severe punishments which leads to damaging 

effects on children. 

Schools commonly use methods such as codes of conduct, suspension, corporal 

punishment, and teachers' management of students' behaviors inside the 

classroom to maintain safe and orderly environments that are conducive to 

effective teaching and learning... [However], teachers need to maintain safe and 

learning-appropriate classroom environments, and some disciplinary methods are 

indispensable to accomplishing this task. (Cameron & Sheppard, 2006, p. 15) 

An overrepresentation of African-American students is common in school disciplinary 

infractions (Cameron & Sheppard). Minority students, males and students with special 

needs are more likely to be disciplined in school (Cameron & Sheppard). Factors such as 

the nature of childrens' disabilities and cultural and ethnic norms are often misinterpreted 

in students' behaviors, causing punishments for issues that may be addressed with a 

better understanding of students' backgrounds (Kaplan & Cornell, 2005; Monroe, 2005a). 

School faculties should be culturally competent and value differences no matter how 

drastic (Smith & Kozleski, 2005). 
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For over 25 years, researchers have found disproportionate rates of disciplinary 

infractions and dispensations of consequences in African-American students and those 

who hold a low socio-economic status when compared to students of other ethnicities and 

those among the middle and upper classes (Skiba et al., 2002). Research on the causes of 

the disproportionate rates is not widely documented. "The disproportionate discipline of 

African-American students has been extensively documented; yet the reasons for those 

disparities are less well understood" (Skiba et al., p.317). Certain indicators may be 

correlated with disciplinary infractions of African-American students. Skiba et al. report 

that factors such as students receiving free and reduced lunches and those who have 

fathers that do not work on a full time basis are more likely to be suspended in school 

(2002). Other characteristics of students who are at risk for suspension include those with 

special needs, in foster care, and those who are homeless (Skiba, 2000). Noguera states 

that children who are academically behind in school often have motives to get involved in 

disciplinary infractions (2003). These motives include frustration, neglect, harassment, 

and embarrassment (Noguera). 

African-American students are the most likely ethnicity to face challenges, 

especially in regards to discipline throughout their academic career (Jackson & Moore, 

2006). Skiba et al. state that African-American children are punished for different types 

of offences than Caucasian children are punished for (2002). The subjective nature of the 

infractions alludes to the overrepresentation. "White students were significantly more 

likely than black students to be referred to the office for smoking, leaving without 
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permission, vandalism, and obscene language. Black students were more likely to be 

referred for disrespect, excessive noise, threats, and loitering" (Skiba et al., 2002, p.332). 

Stakeholders within the community of education have to address issues regarding 

the discipline practices of African-American students. "Furthermore, complex problems 

resulting in student discipline disorders and criminal behavior are caused by a myriad of 

social, economic, and political ills which demand complex and comprehensive strategies" 

(Ward, 1998, p.46). Schools should have a cultural, social curriculum that guides student 

actions and is valued as important as academics in determining the success of students 

(Skiba & Peterson, 2003). If cultural competency is not present, decreased expectations 

and academic support of African-American students, males in particular, may lead to low 

educational achievement (Smith et al., 2005). 

African-American Students Self-Concepts and Identity Development 

Reliance on traditional methods of punishment widens the discipline gap among 

African-American students when compared to students of other ethnicities (Cameron & 

Sheppard, 2006). Cameron and Sheppard suggest that students who are punished using 

traditional methods of discipline may react with unhealthy, counter-productive behaviors 

because of the negative messages they internalize during disciplinary interactions. 

Punishment cannot teach new behaviors without the control of situational variables, and 

without this control, the undesired behaviors may outweigh any behavioral gains (Skiba 

& Peterson, 2003). 

Typical discipline procedures are often ineffective with students who are 

uninterested in school. Repeat disciplinary offenders may view school punishment as a 
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way of escaping their environment. Students may find motivation in provoking and 

participating in disciplinary infractions in order to stay out of school (Cameron and 

Sheppard, 2006). Those students who are suspended from school may view the 

suspension as unsupervised vacation time and an opportunity to enjoy freedom since 

many of their parents cannot take the time off from work to stay home with them. 

Alternative disciplinary measures may be taken to insure that disruptive activities 

decrease and so that students may receive a free and appropriate public education 

(FAPE). Advocates of alternative approaches to punishment believe that these students, 

who are often repeat offenders, may reach their potential as students as they enter 

adulthood (Strahan, Cope, Hundley, & Faircloth, 2005). "The literature is full of 

examples of teachers enabling students, even the most unlikely ones, to learn to 

outstanding degrees and reach beyond prediction to a self-confident, socially committed 

state of growth" (Strahan et al, p.25). One example is to engage students in self-

discipline. The self-discipline approach includes "...asking students to reflect on their 

decisions, plan and carry out corrections, make commitments, and discuss what they have 

learned, [while] teachers simultaneously hold students accountable and reinforce positive 

relationships" (Strahan et al., p.26). Although the idea of self-discipline sounds ideal in 

theory, it is a difficult concept to follow through with and is best used on minor 

infractions (Strahan et al.). 

An important aspect of students' academic development is identity construction. 

Within American schools there is a complicated relationship between students' personal 

identities and academia (Lei, 2003). "It is within this relationship that the symbolic realm 
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(in which histories, experiences, and people are represented) and material realities 

collide, interact, and coexist. It is also within this relationship that identities are created, 

imposed, appropriated, resisted, and embraced" (Lei, p. 158). The identity construction 

process for African-American students is integral in forming positive connections 

between students and their perceptions of school, in order to decrease disciplinary 

infractions which may hinder their academic performance. Sankofa et al. state that 

African-American students often develop a negative attitude towards education because it 

represents Caucasian America, and does not contain African-American ideologies (2005). 

Students' adolescent years are critical in developing positive self-concepts, as 

they begin noticing social attributes of others such as status and achievements. "For 

adolescents who are members of racial or ethnic minority groups, this task is particularly 

complicated given the complex and confusing messages they receive about their identity" 

(Holcomb-McCoy, 2007, p.256). The media often portrays African-Americans as 

dangerous, and this portrayal may be internalized by all students. 

Nevertheless, the media is replete with negative images and models for African-

American adolescents. Often these images include African-Americans suffering 

from substance abuse, delinquency, incarceration, homicide, low academic 

achievement, unemployment, and poverty. In addition to the lack of positive role 

models in the media, many African-American communities are lacking 

appropriate role models as well. (Holcomb-McCoy, p.255) 

Many times students do not have the ability to break the stereotypes. "Locked within 

confining stereotypes, many individuals of color, the model minorities, the noble savages, 
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the black athletes and musicians, struggle between fulfilling roles that bring them 

'success' and rejecting them as oppressive mechanisms, finding it difficult to see other 

alternatives" (Lei, 2003, p. 159). 

Many sociologists suggest that an inability to conform to acceptable school 

behavior emanates from a conflict of cultures. The innate immaturity of adolescence 

exacerbates the dilemma for African American youth who are juggling expectations of 

various subcultures that may differ significantly, such as school, family, and friends 

(Bireda, 2002; Hilliard, 1996; Kunjufu, 1990). Behavior that is expected and acceptable 

in one setting (among friends or at home) has the potential to be viewed negatively at 

school. Day-Vines and Day-Hairston report that students' cultures at home and school 

often clash, and this clash often leads to cultural discontinuities between African 

American students and their schools (2005). 

African-American students often view academic success in school as a Caucasian 

attribute and try to identify with behaviors they think will separate them from this 

assertion. Smith et al. argue that African-American students often perceive their identity 

to be diminished because they have to participate in a Caucasian structural domain 

(2005). In those instances, academic achievement may be equated with "acting white" 

rather than "acting black" (Holcomb-McCoy, 2007). 

Students who deviate from societal norms and expectations for education often 

understand the consequences of disruptive behaviors. Noguera (2003) states that students 

who have a reputation of being difficult or different may often display behaviors that 

match what they perceive are the expectations of others. These students often participate 
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in disruptive activities to escape the lack of identification they have in school norms and 

academics. 

Students who get into trouble frequently are typically not passive victims; many 

of them understand that the consequences for violating school rules can be severe, 

particularly as they grow older. However, as they internalize the labels that have 

been affixed to them, and as they begin to realize that the trajectory their 

education has placed them on is leading to nowhere, many simply lose the 

incentive to adhere to school norms. (Noguera, 2003, p.343) 

Students who attend school, who feel that they are being forced to comply with 

mainstream norms often act out with their aggression. Cameron and Sheppard affirm that 

African-American youth may perceive that they need the persona of toughness and 

aggressiveness or that they may lose credibility with friends and be susceptible to the 

aggression of others (2006). 

Increased acts of violence by African-Americans create the stereotype that 

African-American youth are violent and dangerous. According to research conducted by 

Wright and Fitzpatrick, African-American youth are the most likely of all ethnicities to 

start fights, both with and without weapons, participate in and be victim of violent 

assaults, suffer from injuries, and inflict injuries upon others (2006). Disruptive behaviors 

in school feed the stereotypes that are linked to violence and danger. Nevertheless, 

students may wish to be sent from the classroom or expelled from school to avoid 

displaying weaknesses in academia or to receive attention from teachers and classmates 

(Atkins et al., 2002). "Alternatively, the ability to remove a highly disruptive child from 
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the classroom might discourage teachers from using procedures that are less harsh, but 

require more effort (e.g., classroom reward programs)" (Atkins et al., p.362). 

The internalization of stereotypes is detrimental to the educational process of 

African-American youth, and these stereotypes may create negative coping strategies 

from weaknesses in academics and socialization (Holcomb-McCoy, 2007). Disruptive 

behaviors of students may not change unless students value education, despite what the 

media and peers portray to be the optimal situation to escape the academic world. 

Students can be aware of conduct codes, but if they see them as inconsistent by school 

administrations, they are less likely to value them because there is little incentive to be 

rewarded (Brown & Beckett, 2006). African-American students often understand 

consequences such as dropping out of school, yet because of the obstacles that the 

students face while in school, they may not believe that they can reap the benefits of an 

education (Holcomb-McCoy). 

A Cultural Disconnect in the Realm of Education 

The disproportionality between the discipline rate of reported African-American 

students and students of other ethnicities' is apparent throughout many school systems. 

Coined the discipline gap, racial and ethnic disparities are present in virtually 

every major school system across the United States. Because African-American 

students seldom share the cultural frameworks of their teachers, the 

overrepresentation of Black students on measures of school discipline may, in 

part, be a function of cultural mismatches in the classroom. (Monroe, 2005a, 

p.317) 
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Disconnects between students and teachers often focus on the disciplinary infractions and 

the consequences of those actions. These disconnects begin early for many African-

American youth. Beginning in pre-kindergarten, African-American males carry the 

stigma of being punished more than other classmates. A report conducted by the Yale 

Child Study Center on pre-K learning institutions concluded that African-American 

children who attended state funded pre-kindergarten programs were over two times more 

likely to be expelled than those of their Caucasian peers (Yale Study, 2005). Another 

study conducted by an anti-spanking group in Mobile, Alabama concluded that African-

American children received corporal punishment more frequently than students of other 

ethnicities (Hinchey, 2004, p.96). A similar examination of the zero-tolerance in Florida 

found, "those discipline practices are used disproportionately on African-American 

students and those with disabilities... Black students make up 23 percent of Florida's 

students, but received 46 percent of the out-of-school suspensions and police referrals in 

2004-05, according to the report" (Gewertz, 2006, p.7). 

As noted with the identity construction process of African-American youth, 

teachers and administrators form stereotypes for repetitive behaviors they observe in the 

schools. Teachers often separate themselves from what they perceive to be potentially 

dangerous students, and these students are often the ones who need intensive motivation 

and guidance (Cameron & Sheppard, 2006). Teachers' expectations of African-American 

students are also often affected by perceived stereotypes. Researchers state that teachers 

often perceive African-American and low socio-economic students as having lower 

capabilities when compared with Caucasian students and those of the middle and upper 
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classes (Diamond et al., 2004). Students are often aware of these negative perceptions 

and believe them as truth, divulging in the mindset of "self-fulfilling prophecy" 

(Diamond et al.). "Self-fulfilling prophesies" as they relate to African-American students 

occur when students do not try to excel in school because they perceive that education 

will not be beneficial to them (Diamond et al.). Stereotypes of African-American students 

having low capabilities are often held by both African-American and Caucasian teachers, 

where a class difference exists between the teachers and the students (Tyson, 2003). 

These stereotypes include believing that African-American males are hostile, 

volatile, academically inferior, and emotionally disturbed. As a result of these 

stereotyped beliefs, African-American males are disproportionately affected by 

the increased emphasis on discipline in many schools. (Holcomb-McCoy, 2007, p. 

255) 

A variety of values, social norms, and backgrounds lends students to different 

perceptions of what is acceptable in schools, although teachers and administrators may 

not be able to comprehend why students would act in these fashions (Skiba & Peterson, 

2003). Students often perceive that teachers are attacking them for behaviors they justify 

by societal norms. These students may seek to retaliate against the teachers' perceived 

unjustness by disrupting class and displaying disrespectful behaviors, or they may 

withdraw from classroom activities to escape the uncomfortable situations (Cameron & 

Sheppard, 2006). 



Students and faculties should have an understanding and awareness of the cultures 

within their schools in order to understand the actions of others. Cultural competency is 

instrumental in maximizing the educational process. For teachers, 

Changing school demographics, coupled with a teaching force that is 

predominantly white and female, has created a growing discrepancy between 

teachers and the students they teach. Many children of color and children in 

poverty do not display the behaviors or experience the type or degree of success 

in school as white or middle-class students do. Consequently, they create 

challenges for the teacher. They may pose disciplinary problems, and so teachers 

may underteach these students as they focus on addressing the behavior. (Walker-

Dalhouse, 2005, p. 24) 

Educators, especially those of the middle and upper class, should be cognizant of the 

dynamics that come from different cultures and how their perceptions and actions can 

affect students lives (Smith & Kozleski, 2005). Often educators and students have 

difficulty understanding each others' views and actions because of the importance of 

Caucasian mainstream ideals in American society. Caucasian mainstream ideals enforce 

Caucasian cultural behaviors that often conflict with the culture and value systems within 

African-American communities, thus, punishing those who do not conform to the 

majority standard (Sankofa et al., 2005). 

An important aspect of educating youth is cultural awareness, in which educators 

should understand the ethnic backgrounds, religions, and values of their students (Irwin 

& Nucci, 2004). African-American students are typically acculturated in different ways 
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than most Caucasian students. African-American families often have attributes of 

communalism and verve, which are not present in Caucasian households (Sankofa et al., 

2005). Cultural actions are often misperceived as disruptions in school and referred for 

disciplinary consequences. Brown & Beckett argue that traits such as speaking loudly and 

becoming excited in class can be interpreted as insubordinate and rude by Caucasian 

teachers, and these actions can lead to discipline issues (2006). Although cultural 

disconnects are omni-present in schools, they may be alleviated with cultural competence 

from both faculties and administrations. Intrapersonal connections between faculties and 

students have the ability to bridge the discipline gap between African-American students 

and students of other ethnicities. This understanding of culture is important in order for 

faculties and administrators to gain an appreciation of diversity and positive qualities that 

individuals hold (Brown & Beckett). 

African American Students and Middle School 

Students' middle school years are the time when many discipline behaviors 

manifest and worsen (Tuzzolo & Hewitt, 2006). Studies indicate that the percentage of 

students involved in fighting, physical attacks, with and without weapons, and bullying 

are higher in middle school than in elementary or high school (McConville & Cornell, 

2003). As students manifest behaviors that lead to disciplinary consequences, their risk 

for failing subjects and dropping out of school in later years increases (Tuzzolo & 

Hewitt). In fact, the greatest indicators of female youth incarceration rates are suspension, 

expulsion, and retention during the middle school years. An association also exists 

between student suspensions, retention, drop-out rates, and involvement in crime 
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(Tuzzolo & Hewitt). In many urban middle schools, student achievement rates are below 

average while disciplinary infractions are above average (Bowers, 2000). 

The onset of puberty and the transition from elementary to middle school often 

create negative shifts in students' behaviors (Graham & Juvonen, 2002). Minority 

students have shifts in behavior as they try to identify commonalities with other students 

who are similar to them. African-American students, in particular, face the challenges of 

fitting into the social spectrum of middle school as researchers indicate that these 

students are sometimes perceived to be the most aggressive and have the least value of 

self worth. Negativity may cause African-American students to create a tough exterior as 

a means of survival, and this exterior often leads to discipline problems in school 

(Graham & Juvonen). Researchers indicate that African-American students' grade point 

averages sometimes drop with the transition to middle school because these students can 

develop beliefs of non-belonging in school (Booker, 2006). The suspension rate of 

African-American male students is higher than for any other group after entry into middle 

school (Holcomb-McCoy, 2007). 

Although statistics are highest during the middle school years for suspensions, 

fighting, and bullying (Christie et al., 2004; McConville & Cornell, 2003), the majority of 

disciplinary infractions in middle school occur because of insubordination and defiance 

of authority. These data coincide with the fact that students are struggling with issues of 

identity and authority during their middle school years (Skiba et al., 1997). African-

American students often look to their peers for acceptance, understanding, and guidance; 

and they often have the complex tasks of understanding their own identity awareness 
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with the mixed messages that society sends of the aggressiveness of African-American 

children (Holcomb-McCoy, 2007). 

The Role of School Administrators and Faculties 

School administrators typically have the most important role in identifying and 

addressing the disproportionate rates of African-American students who are identified as 

committing disciplinary infractions. The urgency for administrators to address this issue 

is indicated by Monroe, who notes that there are connections between students' 

experiences at school and negative outcomes such as delinquency in teenage years and 

beyond (2005b).With increased school diversity, discipline issues in schools are 

increasing and wide ranging. School officials should have the knowledge base necessary 

to handle disciplinary issues thoroughly, ethically, and in a timely manner. "All 

administrators must look at what will assist each individual student to be successful at 

school, without taking away overall school safety and individual rights from everyone 

else in the school" (Gorman & Pauken, 2003, p.25). 

Principals have the responsibility of ensuring that students receive an education 

during these transitional years. Improving academic achievement is mandated by the 

federal government in the era of accountability (Gentilucci & Muto, 2007), yet the quest 

for identity and the increase in discipline often hinder students' educational performance 

(Booker, 2006; Bowers, 2000). Researchers indicate that principals' leadership practices 

have positive influences on student achievement regardless of economic status or the 

students' backgrounds (Gentilucci & Muto). Principals' strategies that may increase 

achievement include maintaining positive relationships with students, being visible 
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within the school, and modeling instructional leadership. Principals who exemplify traits 

of leadership by working directly with students, increase achievement more than those 

who work indirectly through teachers and staff. As students are searching for their 

identity, their understanding of the educational process is defined by the examples that 

principals and teachers demonstrate (Gentilucci & Muto). 

Principals' visibility on school grounds has the ability to decrease the discipline 

gap between African-American students and students of other ethnicities (Gentilucci & 

Muto, 2007). Principals who are present and involved create a safe environment, and are 

more likely to have students report discipline incidents (Batsche & Knoff, 1994). Several 

researchers state that over one third of middle school students did not report school 

violence. In instances of bullying, students reported that they felt unsafe because they 

perceived that teachers and administrators would not try to prevent attacks from 

occurring (Batsche & Knoff). Students look towards school leaders and adults to help 

determine acceptable behaviors. Without appropriate modeling by school leaders, 

students are left to determine appropriate behaviors by the void that exists on the part of 

the leaders within the school (Bonnell, 2003). 

Principals' who demonstrate high quality leadership traits have the ability to 

decrease discipline in schools (Christie et al., 2004; Mukuria, 2002). Shellady and 

Sealander (2003) state that an organized and safe learning environment with strong 

administrative leadership is needed to maintain a productive discipline system within 

schools. Specifically, the manner in which the principal views discipline has an impact on 

the climate of the school (Christie et al.; Mukuria; Raffaele-Mendez et al., 2002). There 
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are specific traits that principals exemplify that have the ability to decrease discipline 

instances. Characteristics of highly effective principals include having a clear vision and 

attainable goals for their school, a mission and focus on academia, an orderly climate and 

environment, and an involvement in student progress (Christie et al.; Mukuria). The level 

of respect demonstrated by administrators towards students also correlates with the 

number of discipline instances within their schools (Raffaele-Mendez et al.). 

Principals affect discipline in many ways, including the relationships that they 

have with their teachers and the views they hold towards students (Mukuria, 2002). A 

strong school wide discipline program that is led by the principal and supported by the 

faculty and students may decrease discipline referrals (Christie et al., 2004). In a 2002 

study, Mukuria found that principals who led schools with low suspension rates shared 

the qualities of understanding the importance of the teacher/principal team approach in 

decreasing discipline, verbalizing the value of both teachers and students while 

empowering them to do their best, had established school routines, and interpreting 

discipline plans flexibly with alternative methods of administering disciplinary 

consequences. The study stated that having a school which encouraged parental 

involvement was also important in decreasing the number of discipline incidents 

(Mukuria). Christie et al. suggest that principals' views on discipline may be a more 

important factor in predicting suspension rates than demographic or student background 

information (2004). 

Schools are often the safe havens for students. However, with the rise of school 

violence, students' perceptions of schools as a safe haven are decreasing. "A survey of 
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U.S. teens (15,877 middle and high school students) reported that more than one in three 

students (39 percent of middle schoolers and 26 percent of high schoolers) said that they 

do not feel safe in schools" (Fields, 2004, p. 108). Many schools are plagued with issues 

that contribute to high instances of discipline problems. Skiba & Peterson report that 

schools with high suspension rates often have low academic achievement and spend more 

time dealing with disciplinary infractions (2003). 

Numerous studies have shown that in schools with high levels of problem 

behavior rules for behavior are unclear, unfair, or inconsistently enforced; 

teachers and administrators either do not know the rules or disagree on them; and 

students do not believe in the legitimacy of the rules (e.g., Reinke & Herman, 

2002). (Brown & Beckett, 2006, p.242) 

As is the case for all students, African-American students have an awareness of the 

importance of education. Nevertheless, many students give up on education because they 

do not perceive that it is within their grasp. "Once they know that the rewards of 

education—namely, acquisition of knowledge and skills and ultimately, admission to 

college, and access to good paying jobs—are not available to them, students have little 

incentive to comply with school rules" (Noguera, 2003, p.343). Administrative practices 

should revolve around the premise that all children have a right to a free and appropriate 

public education, even if this means redesigning the disciplinary frameworks in which 

schools operate. 
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Effective Strategies to Address the Disproportionality 

A plan of action has to be implemented in order to counter the discipline problems 

that exist within schools (Rickert, 2005). "Discipline problems in a school may contribute 

to an overall climate in which violence may occur. Schools that suffer from student drug 

or alcohol use, physical conflicts, or student disrespect for teachers may be filled with 

pressures that result in violence" (Rickert, p.29). A common goal of school faculties and 

administrations is understanding the nature of disciplined behaviors. "A deeper 

understanding of the process of the exhibition of such behavior and the dynamics among 

the parties involved can help in the appropriate handling of the problems for their 

reduction and prevention so that students can have normal learning in schools" (Leung & 

Lee, 2005, p. 47). 

An effective plan in decreasing the disciplinary infractions among minorities can 

be successfully implemented (Rickert, 2005). Faculty training is a crucial aspect of 

creating culturally competent schools while decreasing disciplinary infractions. 

Implementing professional development to instruct teachers on culturally effective 

student discipline and relationship building, as well as teacher preparation programs that 

include diverse teaching and instructional experiences are areas that may be effective in 

decreasing the discipline gap between African-American students and students of other 

ethnicities (Skiba et al. 2002). Programs are available to help increase cultural 

competency and decrease the number of discipline issues. Popular programs are those 

that stress social and emotional understandings and student-teacher relationships (Bear, 

Manning, & Shiomi, 2006). 
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Administrators and faculties should have a vested interest in programs that are 

used to decrease discipline. The programs should fit the culture and framework of 

individual schools, and afford students and faculties the ability to share their opinions and 

concerns. "Providing opportunities for teachers to interrogate their own beliefs about 

student groups as well as culturally based expectations concerning discipline are 

powerful means of shifting present trends in disproportionality" (Monroe, 2005b, p.49). 

Proactive measures can be implemented in order to decrease the 

overrepresentation of African-American students who are referred for disciplinary 

infractions (Kritsonis & Cloud, 2006). "Student behavior must be addressed appropriately 

to allow educators to fulfill their responsibility to America's students. Creative 

disciplinary methods motivate all students to develop behavior traits that will assist them 

with their academic and personal success" (Kritsonis & Cloud, p.l). Clarification of 

expectations and classroom rules, as well as positive student-teacher interactions are 

strategies that may send messages of acceptable behaviors before unacceptable behaviors 

escalate into disciplinary infractions (Skiba & Peterson, 2003). 

Alternatives to traditional methods of discipline should be explored to find those 

that meet the individual needs of the students. Alternative measures may include 

discussion groups, conflict resolution programs, and in school suspension programs that 

are staffed with trained counselors and faculty (Cameron & Sheppard, 2006). Student 

involvement in creating classroom and school codes of conduct, consistency of 

discipline, an academically challenging curriculum, anti-bullying programs, positive 

reinforcement, and alleviating the student-teacher disconnect can also decrease the 
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discipline gap of African-American students when compared to students of other 

ethnicities (Cameron & Sheppard, 2006). 

Pre-suspension alternatives such as intervention rooms may decrease the loss of 

academic time. 

Sometimes a simple problem, such as lack of materials, can be solved and the 

student can return immediately to his or her classroom. In cases of more 

substantial conflict, intervention room teachers process the incident with the 

student, attempt to help the student take responsibility for his or her behavior, and 

assist the student in returning to the classroom with a plan for avoiding future 

problems. (Skiba & Peterson, 2003, p.72) 

Mentoring programs may also guide African-American youth in effective decision

making during troubled times. With a shortage of positive African-American, male role 

models, mentoring programs may prove to be beneficial in improving self-concept and 

decreasing disciplinary infractions (Holcomb-McCoy, 2007). The ability for mentors to 

personally speak with students and follow up on issues of discipline may build 

connections between teachers and students, creating bonds that may overcome the need 

for students to act out inappropriately. "In the hours and days after dealing with 

disruptions, successful teachers work with students to encourage them to process the 

decisions they made, learn from mistakes, and model caring in action" (Strahan et al., 

2005, p.26). 

It is the responsibility of administrators to transform schools into culturally 

competent avenues of opportunity. 
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School leaders must attend to the day-to-day interactions through which racial 

meaning is constructed, help teachers become cognizant of their critical role in 

shaping student outcomes, and directly challenge discourses that blame students 

and families for underachievement. In a very real sense, the everyday choices that 

teachers and administrators make will either contribute to continued inequality or 

help promote long overdue social transformation. (Diamond et al., 2004, p.95) 

Positive discipline techniques that are internalized by school faculties and implemented 

on a daily basis may have the ability to decrease discipline issues, exemplifying to 

students that they have the ability to perceive themselves as successful and important 

(Strahan et al., 2005). With every positive discipline approach, there are limitations. 

"Even the most ardent proponents of the instructional approach to student discipline 

recognize its limitations. Regardless of how successful a particular program may be, at 

least some students will not respond completely or consistently to more positive, 

proactive, and preventive approaches" (Brown & Beckett, 2006, p.242). Nevertheless, the 

ability to guide students through positive decision making in an effort to decrease 

discipline can be rewarding. 

As the ethnic diversity of students in the United States increases, strategies can 

be implemented in order to decrease disciplinary issues while insuring that students 

receive equal opportunities in attaining an education (Kritsonis & Cloud, 2006). 

Issues involving African-American students and discipline have centered on the 

misunderstanding of ethnic and cultural backgrounds of the students by the 

teachers and of the teachers by the students. Minority students and those with low 
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socio-economic backgrounds will less likely have good relationships with their 

middle class, frequently white, teachers (Walker-Dalhouse, 2005). 

As schools transform into culturally responsive environments for students to 

learn, school discipline may decrease (Monroe, 2005a). Schools may have to restructure 

their policies, practices, philosophies, and beliefs in order to decrease discipline referrals 

and create a culturally competent center for learning (Salisbury, 2006). "Policymakers, 

teacher educators, and practitioners must focus their energies on understanding cultural 

influences that shape behaviors and perceptions of disruption" (Monroe, 2005a, p. 326). 

In order to decrease the discipline gap of African-American students when compared to 

students of other ethnicities, both students and faculties will have to work as a culturally 

competent team that is dedicated to improving achievement. 

Summary 

Literature documents that an overrepresentation of African-American students 

referred for disciplinary infractions exists, and this overrepresentation has a negative 

impact on students and faculties (Cameron & Sheppard, 2006; Holcomb-McCoy, 2007; 

Monroe, 2005b). Students who are consistently involved in school disciplinary 

infractions are more likely to exhibit criminal behaviors as adults (Ward, 1998). 

Furthermore, schools that have high discipline rates often have low academic 

achievement rates (Brown & Beckett, 2006). With the disproportionate rates of African-

American students referred for school disciplinary infractions across the U.S., it is 

essential that educators and stakeholders join together to recognize and combat the 
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problem. Students' educational achievements are directly related to student success 

(Jackson & Moore, 2006). 

Educators should be adamant in attempting to eliminate discipline issues, yet 

realistic in how to change students' behavior. African-American students may believe 

that they have no reason to conform to mainstream "white" school rules and expectations, 

when society has said that the benefits of education are unavailable to them (Noguera, 

2003). Lower crime rates, a decrease in high school drop-out rates, and increased student 

achievement can occur from targeting discipline issues in schools (DeVoe et al., 2005). If 

students believe that their lives are valued and important, they are less likely to engage in 

behaviors that may result in discipline referrals (Monroe, 2005b). 

Combating the disproportionality of student treatment does not lie in one 

prescriptive method, but rather in methods that are unique to individual schools. As 

public education enters into the twenty first century, the success of the students' learning 

environment will depend upon how effectively administrators address the discipline gap 

between African-American students when compared to students of other ethnicities 

(Kritsonis & Cloud, 2006). Those principals who are culturally competent are in a unique 

position to decrease the discipline gap and increase student achievement for African-

American students. 



CHAPTER 3 

METHODOLOGY 

African-American students are referred for school disciplinary infractions at rates 

that are disproportionate to their enrollment size (Brown & Beckett, 2006; Vavrus & 

Cole, 2002). The long-term effects of this trend include the link between students' 

association with school discipline problems and criminal behaviors in adulthood (Ward, 

1998). Although an array of economic and environmental factors are associated with 

disciplinary infractions, when students are referred for these infractions, it often results 

in classroom suspension or school expulsion. These suspensions or expulsions may 

ultimately cause a significant loss of instructional time for students (Brown & Beckett, 

Harris, 2006). This loss of instructional time may result in low wages, incarceration, and 

poverty as students enter adulthood (Jackson & Moore, 2006). 

As students manifest behaviors that lead to disciplinary consequences, their risk 

for failing subjects and dropping out of school increases (Tuzzolo & Hewitt, 2006). 

Principals' views on discipline may be a more important factor in predicting suspension 

rates than demographic or student background information (Christie et al., 2004). 

Although researchers suggest that there is a disproportionality of African-American youth 

referred for school disciplinary infractions, voids in the literature exist on how to 

decrease the overrepresentation (Skiba et al., 2002). 
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The components of chapter three include discussions of the two research questions, 

research design, sample population, participants, data collection procedures, response 

rate, data analysis, results of the data analysis, decision rule, reporting the data, and 

summary. 

Research Questions 

The research was guided by the following two questions: 

RQ1: Are the predictors related to the referral rates of African American students 

or students of other ethnicities? 

RQ2: Do the individual predictors' correlations differ between African-American 

students and students of other ethnicities? 

To address these questions, the following related null hypotheses were 

formulated: 

HOI: There will be no statistically significant correlations between the predictors 

and referral rates of African-American students or students of other ethnicities. 

H02: There will be no statistically significant difference in the correlations 

between the individual predictors and total rate of reported discipline referrals for 

African-American students in comparison to students of other ethnicities. 

Research Design 

The study was conducted using a non-experimental research design. Non-

experimental designs allow the researcher to observe a phenomenon without 

manipulating the criterion variables, thus observing something that has already occurred 

(Johnson & Christensen, 2007). The researcher used a quantitative, descriptive research 
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design to administer, collect, compile, and analyze the data in the study. A quantitative 

approach was used in order to gain insight into characteristics of middle school principals 

and their schools- the predictor variables, and their relationship to the rate of reported 

disciplinary referrals of African-American students who attend their schools as compared 

to the referral rates for students of other ethnicities- the criterion variables. 

A descriptive format was used to describe the views that principals hold regarding 

leadership and other characteristics of those principals and their schools (Trochim, 2005), 

as well as the number of discipline referrals at those principals' current schools based on 

their tenure as leader. Data were collected from a sample of middle school principals 

using the Leader Behavior Description Questionnaire (LBDQ) survey, an instrument that 

surveys attributes of leadership, as well as questions regarding school and principal 

characteristics. An informed consent letter guaranteed confidentiality and anonymity. 

A quantitative methodology was implemented to examine the characteristics of 

principals, their schools, and discipline referrals rates at those schools. The instrument 

was administered in an electronic format, using e-mail as the means of sending the survey 

and collecting the findings. The researcher analyzed and disaggregated the data using the 

Statistical Package for the Social Sciences (SPSS), a quantitative analysis software. 

The selected instrument was chosen because it focused on specific measures 

related to the improvement of schools, and this study focused on characteristics of middle 

school principals, their schools, and the relationship to the discipline gap between 

African-American students and students of other ethnicities. The survey was conducted in 

a timely, cost-efficient manner (Trochim, 2005). 
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Population 

The population consisted of middle school principals in a southeastern U.S. 

metropolis. The significance of surveying middle school principals rather than 

elementary or high school principals is that researchers indicate that students' middle 

school years are the time in which disciplined behaviors manifest and worsen (Tuzzolo & 

Hewitt, 2006). Only principals were surveyed since they are the leaders of schools, thus, 

ultimately responsible for the disciplinary consequences administered to students. 

Researchers also state that the leadership characteristics of principals are correlated with 

the number of disciplinary referrals in schools (Gentilucci & Muto, 2007). 

Participants 

The participants in the study were drawn from a planned sample of middle school 

principals from the metropolis who received permission from their local board of 

education to participate in the research. The principals were chosen because of their 

position and influence over the disciplinary practices within their schools. The 

participants were expected to participate in order to attain an awareness of how their 

school and principal characteristics correlated with the differences in the referral rates 

between African-American students and students of other ethnicities. In the age of 

accountability, principals are responsible for meeting the federal and state standards for 

accountability, and this research has the potential to influence their ability to meet those 

standards. 
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Instrumentation 

The Leader Behavior Description Questionnaire- Form XII Self and questions 

regarding school and principal characteristics were used to collect data. The LBDQ was 

created by faculty and staff of the Department of Leadership Studies at The Ohio State 

University in 1957. The instrument was revised by the Bureau of Business Research and 

administered by the Fisher College of Business at The Ohio State University in 1962. The 

LBDQ predictor variables included the measurements of representation; demand 

reconciliation; tolerance of uncertainty; persuasiveness; initiation of structure; tolerance 

and freedom; role assumption; consideration; production emphasis; predictive accuracy; 

integration; and superior orientation. Other predictor variables included principal 

ethnicity; principal gender; total number of years as principal; total number of years as 

principal at current school; and school enrollment size. Definitions of the LBDQ 

variables are as follows: 

1. Representation - speaks and acts as the representative of the group. 

2. Demand Reconciliation - reconciles conflicting demands and reduces disorder to 

system. 

3. Tolerance of Uncertainty - is able to tolerate uncertainty and postponement 

without anxiety or upset. 

4. Persuasiveness - uses persuasion and argument effectively; exhibits strong 

convictions. 

5. Initiation of Structure - clearly defines own role, and lets followers know what is 

expected. 



6. Tolerance and Freedom - allows followers scope for initiative, decision and 

action. 

7. Role Assumption - actively exercises the leadership role rather than surrendering 

leadership to others. 

8. Consideration - regards the comfort, well being, status, and contributions of 

followers. 

9. Production Emphasis - applies pressure for productive output. 

10. Predictive Accuracy - exhibits foresight and ability to predict outcome accurately. 

11. Integration - maintains a closely knit organization; resolves intermember 

conflicts. 

12. Superior Orientation - maintains cordial relations with superiors; has influence 

with them; is striving for higher status. (Stogdill, 1963). 

The survey contained 105 questions that measured school and principal 

characteristics (Appendix A). A Likert scale represented the possible ranges of answers 

as follows: A = Always, B = Often, C = Occasionally, D = Seldom and E = Never. The 

reliability of the findings was measured by the Kuder-Richardson Formula. In this 

formula, each item was formulated with all other items in its subscale, which gives a 

conservative estimate of subscale reliability. Several researchers have verified the 

validity of the survey (Stogdill, 1969; Aldag & Brief, 1977). 

The data gathered by the survey were correlated with the Georgia Department of 

Education's (GADOE) discipline data from the principals' schools. The data range from 

the academic years of 2003-2008, depending on how long the participants had served as 
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principals at their current schools during those years. The discipline data were gathered 

through an open records request with the state. The data collected by the GADOE was 

self-reported by schools and local education agencies. By correlating the data from the 

survey and GADOE, the researcher examined if a correlation existed between the 

characteristics of middle school principals, their schools, and the referral rate of reported 

disciplinary infractions of African-American students compared to students of other 

ethnicities in their schools. 

Data Collection 

The researcher conducted the study in the following manner: 

1. The researcher sent permission documents to 28 metropolitan school 

districts requesting to conduct research in their local education agencies. 

2. After return of the permission forms, the researcher e-mailed the survey to 

the principals whose county granted them permission to participate. 

3. The participants completed the electronic survey. 

4. Upon return of the surveys, the researcher coded and organized the data 

using each middle school as the unit of analysis. The coding allowed the 

principals and their schools to remain anonymous. 

5. The researcher computed these data with that of the GADOE Georgia 

Middle school discipline reports from the academic years 2003-2008, 

using correlational tests. 

6. The results were analyzed by both the researcher and her research 

committee and reported in Chapter 4. 



Response Rate 

The acceptable response rate for this study depended on the number of school 

districts that allowed the principals to participate in the survey, and then the number of 

principals that chose to respond. Within this study, there were 28 school districts and 208 

principals that could have potentially responded. If each of the 28 school districts granted 

permission, an acceptable response rate would be from 40-200 responses. Nevertheless, 

because fewer school districts granted permission, the acceptable response rate was 

adjusted to 30% of the surveyed participants. Evidence to support the acceptable means 

for this response rate included the following: Non-responses within the range of 

responses may not pose a threat to the quality of the survey estimates (Keeter, Kennedy, 

Dimock, Best, & Craighill, (2006), and average online survey responses are 30% 

(Instructional Assessment Resources, 2007). There are currently no agreements in the 

research community on the dimensions that distinguish between response rates and 

survey quality (American Association for Public Opinion Research, 2007). 

Data Analysis 

Data were entered into SPSS in order to obtain statistical correlations to answer 

the research questions. The results were analyzed by the researcher to determine if the 

correlations were significant at the;? < 0.05 level. The research questions were addressed 

based on the statistical findings. 

Decision Rule 

Statistical procedures, data analyses, and rules for answering the research 

questions were guided by the decision rule presented in Table 2. 
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Table 2 

Research Questions, Statistical Procedures, and Decision Rule 

Research Questions Statistical Procedure Decision Rule 

RQ1. Are the predictors related 
to the referral rates of 
African American students 
or students of other 
ethnicities? 

RQ2. Do the individual 
predictors' correlations 
differ between African-
American students and 
students of other 
ethnicities? 

Sixteen correlations 
between individual 
predictors and referral rates 
were calculated within two 
ethnic groups, (a) African-
American students and (b) 
students of other 
ethnicities. 

Individual predictors were 
correlated with referral 
rates within the group of 
African-American students 
and within the group for 
students of other 
ethnicities. 

If the sample 
correlations are 
significant at the p < .05 
level, then the null 
hypothesis was rejected. 

If the calculated 
correlations are 
significantly different 
between the two groups 
of students, then the 
null hypothesis of no 
difference of 
correlations between 
the groups will be 
rejected. 

Reporting the Data 

In reporting the data in chapter 4, the findings are presented in table, graphic, and 

text formats. Narratives of the results are followed by correlation tables. 

Summary 

Participants from a southeastern U.S. metropolis were surveyed on their school 

and principal characteristics using the LBDQ survey instrument, as well as questions 

regarding their school and principal characteristics. An electronic survey was e-mailed to 
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each principal. The researcher collected and compiled the survey results, and used 

correlational tests to compare the results to data sets provided by the GADOE. The data 

sets contained information regarding the number of times (rates) African-American 

students were referred to the office for discipline issues at the principals schools between 

the academic years of 2003-2008. The data sets were then compared to students of other 

ethnicities. After the survey results were correlated with the rate of reported African-

American referrals and the rate of reported referrals for students of other ethnicities, the 

researcher analyzed the data to determine the correlation between certain school and 

principal characteristics and the rate of reported infractions. 



CHAPTER4 

RESULTS 

The purpose of this study was to determine if a relationship existed between the 

characteristics of middle school principals, their schools, and the disciplinary referral rate 

of reported African-American students when compared to students of other ethnicities. 

Although the discipline gap between African-American students and students of other 

ethnicities has been studied in the past (Skiba et al., 2002), this study examined the 

relationship of school and principal characteristics to the discipline gap. 

This study focused on the middle school level because research shows that pre-

adolescence is the stage when discipline problems leading to office referrals manifest 

themselves in greater degrees (Tuzzolo & Hewitt, 2006). Middle school years are also a 

time when many African-American students, especially those that receive disciplinary 

consequences, begin to feel alienated from their peers and teachers (Booker, 2006). 

Principals are ultimately responsible for the consequences and discipline methods used 

within their schools. They are in charge of the professional development programs used 

to train teachers in classroom management techniques and in cultural competency, 

including training on the disconnect between teachers and African-American students 

(Skiba et al., 2002). This study is important as researchers indicate that time lost in the 

classroom because of disciplinary infractions may increase the likelihood that students 

will drop out of school or commit crimes as they enter adulthood (Tuzzolo & Hewitt). 
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The Leader Behavior Description Questionnaire (LBDQ), a self-report survey of 

leadership characteristics, as well as questions regarding school and principal 

characteristics were sent electronically to 19 middle school principals. The LBDQ section 

of the instrument was used to determine principals' perceptions of their leadership traits 

(independent or predictor variables). These predictor variables include the measurements 

of representation; demand reconciliation; tolerance of uncertainty; persuasiveness; 

initiation of structure; tolerance and freedom; role assumption; consideration; production 

emphasis; predictive accuracy; integration; and superior orientation. Also included as 

predictor variables were the following demographic factors: principal ethnicity; principal 

gender; total number of years as principal; total number of years as principal at the 

current school; and school enrollment size. 

The research required the collection of detailed information on discipline referrals 

from each of the principals' current schools between the academic years of 2003-2008. 

The data were retrieved via an open-records request to the Georgia Department of 

Education (GADOE) and stratified according to race for comparison. Figure 2 illustrates 

the relationships that the researcher analyzed. 



Principals* 
Predictors 

Figure 2. Correlational Analysis 

Discipline Referral 
Rate of Black 

Students 

Discipline Referral 
Rate of Non-Black 

Students 
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Organization of Data Analysis 

In reporting the data in chapter 4, the findings are presented in table, graphic, and 

text formats. Narratives of the results are followed by correlation tables. 

Demographic Characteristics of the Sample 

The researcher originally contacted the 28 county and eight city school districts in 

the metropolitan area. Of those 36 school districts, 13 approved the researcher to 

electronically survey the principals, eight rejected the participation, and 15 did not 

respond to the request to research. Of those 13 school districts that granted permission, 58 

principals were surveyed and 19 responded. Data were collected from the 19 middle 

school principals who were employed in 13 county and 4 city school districts. Thirteen of 

the principals were Caucasian, five were African-American, and one was Hispanic. Five 

of the respondents had fewer than five total years of experience as principal, and 14 had 

five or more years of experience. Twelve principals had served fewer than three years at 



their present schools, and seven principals had served more than three years. Four of the 

surveyed principals had received their principalships during the 2009 school year, and 

they had no discipline data to correlate from the academic collection years of 2003-2008. 

One respondent was the principal of an alternative middle school, and his enrollment 

numbers were not supplied by the GADOE. Eighteen principals were male and one was 

female, therefore, gender did not qualify as a predictor variable in the analyses. 

Data Analysis 

In order to address the two research questions, it was necessary to conduct 

appropriate statistical procedures. The first step was to calculate correlations between the 

predictors and referral rates of African-American students and students of other 

ethnicities. The second step was to calculate /-tests to determine whether the correlations 

between predictors and referral rates differed between African-American students and 

students of other ethnicities. 



Table 3 
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Means and Standard Deviations of Principals' Predictor Data 

Mean SD 
Predictor Variables 

Principals' ethnicity* 

Principals' school enrollment size 

Principals' total years of experience 

Principals' current years at school 

Representation 

Demand reconciliation 

Tolerance of uncertainty 

Persuasiveness 

Initiation of structure 

Tolerance and freedom 

Role assumption 

Consideration 

Production emphasis 

Predictive accuracy 

Integration 

Superior orientation 

0.74 

904.26 

8.23 

5.13 

20.42 

18.95 

35.42 

39.26 

41.21 

39.95 

40.58 

40.00 

36.89 

19.74 

19.63 

36.95 

0.44 

284.37 

5.18 

4.53 

2.01 

1.43 

3.61 

3.71 

3.01 

2.80 

4.89 

2.54 

4.65 

1.52 

1.71 

3.66 

* African-American principals were coded zero and non-Atrican-American principals were coded 1 
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Results of Data Analysis 

Research Question 1: Are the predictors related to the referral rates of African American 

students or students of other ethnicities? 

To address this question, sixteen correlations between individual predictors and 

referral rates were calculated within two ethnic groups, (a) African-American students 

and (b) students of other ethnicities. The researcher tested the following null hypothesis: 

There will be no statistically significant correlations between the predictors and referral 

rates of African-American students or students of other ethnicities. 

Null Hypothesis Test Results 

SPSS was used to calculate a correlational analysis required to test the null 

hypothesis, at alpha = .05. The researcher rejected the null hypothesis based on the results 

reported in Table 4, and concluded that there were some statistically significant 

relationships between the predictors and referral rates within ethnic groups. Specifically, 

for the students of other ethnicities, referral rate was significantly correlated with 

principals' total years of experience, tolerance of uncertainty, and production emphasis. 

None of the predictors were significantly related to referral rates within African-

American students. The findings of the statistically significant predictors are displayed in 

Table 4. 
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Table 4 

Correlation Coefficients 

Correlations 
Discipline Referral Rate 

African-American Students of Other 
Students Ethnicities 

Referral rate and principals' ethnicity 

Referral rate and school enrollment size 

Referral rate and principals' total years 
of experience 

Referral rate and principals' current 
years at school 

Referral rate and representation 

Referral rate and demand reconciliation 

Referral rate and tolerance of 
uncertainty 

Referral rate and persuasiveness 

Referral rate and initiation of structure 

Referral rate and tolerance and freedom 

Referral rate and role assumption 

Referral rate and consideration 

Referral rate and production emphasis 

Referral rate and predictive accuracy 

Referral rate and integration 

Referral rate and superior orientation 

0.36 

0.28 

-0.05 

-0.03 

-0.23 

0.24 

0.40 

0.06 

0.17 

-0.06 

0.19 

0.18 

0.25 

-0.15 

0.29 

-0.26 

0.07 

-0.01 

-0.53* 

-0.09 

-0.27 

0.20 

0.51* 

0.03 

0.07 

-0.22 

0.15 

-0.13 

0.54* 

0.18 

0.28 

-0.22 

•correlations are significant at the 0.05 level 
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Research Question 2: Do the individual predictors' correlations differ between African-

American students and students of other ethnicities? 

To address this question, the researcher tested the following null hypothesis: 

There will be no statistically significant difference in the correlations between the 

individual predictors and total rate of reported discipline referrals for African-American 

students in comparison to students of other ethnicities. 

Null Hypothesis Test Results 

SPSS was used to calculate Mests of the null hypothesis, at alpha = .05, that the 

correlations between predictors and referral rates did not differ between African-

American students and those of other ethnicities. The researcher rejected the null 

hypothesis based on the results provided in Table 5, and concluded that there were some 

statistically significant differences for four of the individual correlations. The correlations 

for referral rate with predictors differed significantly for principal ethnicity, school 

enrollment size, principals' total years of experience, and consideration. The findings of 

the statistically significant predictors are displayed in Table 5. 



Table 5 
Correlation Coefficients 
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Pair of Variables 
Correlated 

Ethnic Groups 
African- Students of 

American Other 
Students Ethnicities 

Observed p 
Value 

Referral rate and principals' 
ethnicity 

0.36 0.07 0.01" 

Referral rate and school 
enrollment size 

0.28 -0.01 0.01' 

Referral rate and principals' total 
years of experience 

-0.05 -0.53 0.00s1 

Referral rate and principals' 
current years at school 

Referral rate and representation 

Referral rate and demand 
rp»r»r»nr»i1iatir\n 

-0.03 

-0.23 

0.24 

-0.09 

-0.27 

0.20 

0.34 

0.39 

0.39 

Referral rate and tolerance of 
uncertainty 0.40 0.51 0.81 

Referral rate and persuasiveness 0.06 0.03 0.42 

Referral rate and initiation of 
structure 

0.17 0.07 0.24 

Referral rate and tolerance and 
freedom 

-0.06 -0.22 0.12 

Referral rate and role assumption 

Referral rate and consideration 

Referral rate and production 
emphasis 

Referral rate and predictive 
accuracy 

0.19 

0.18 

0.25 

-0.15 

0.15 

-0.13 

0.54 

0.18 

0.39 

0.01* 

1.00 

1.00 
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Pair of Variables African- Students Observed/? 
Correlated American of Other Value 

Students Ethnicities 

Referral rate and integration 0.29 0.28 0.47 

Referral rate and superior 
orientation -0.26 -0.22 0.61 

* the difference of the correlations is significant at the 0.05 level 

Summary 

In this study, two analyses were calculated to determine if a relationship existed 

between school and principal characteristics and the referral rate of African-American 

students as compared to students of other ethnicities. In the first series of calculations, 

sixteen correlations between individual predictors and referral rates were calculated 

within two ethnic groups, (a) African-American students and (b) students of other 

ethnicities. For students of other ethnicities, referral rates were significantly correlated 

with principals' total years of experience, tolerance of uncertainty, and production 

emphasis. These findings suggest that participants that had more years of experience as 

principal had lower rates of disciplinary referrals for non-black students than those 

principals' that had fewer years of experience. Nevertheless, those principals that scored 

high on tolerance of uncertainty- the ability to tolerate uncertainty or postponement 

without anxiety (Stogdill, 1963), and production emphasis- applies pressure to increase 

productivity (Stogdill), tended to have higher referral rates for students of other 

ethnicities than those principals who had lower scores. None of the predictors were 
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significantly related to referral rates for African-American students. The sample size was 

a limitation on finding statistical significance. 

In the second series of calculations, individual predictors were correlated with 

referral rates to determine if a difference of correlations existed between African-

American students and students of other ethnicities. The correlations for referral rate with 

predictors were significantly different for principal ethnicity, school enrollment size, 

principals' total years of experience, and consideration- the ability to be considerate of 

others (Stogdill, 1963). The findings of the statistically significant predictors are 

displayed in Table 6. 
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Table 6 

Findings Based on Correlations for Principals' Predictor Rates and the Referral Rates of 
African-American Students as Compared to Students of Other Ethnicities 

Predictor Findings 

1. Principal ethnicity 

2. School enrollment size 

3. Principals' total years of 
experience 

4. Consideration 

In non-black principals, there is 
a higher rate of reported 
disciplinary referrals for 
African-American students 
when compared to students of 
other ethnicities. 

In larger schools, there tended 
to be a higher referral rate of 
African-American students 
compared to students of other 
ethnicities. 

Principals who have more total 
years of experience are less 
likely to have disciplinary 
referrals for students of other 
ethnicities. 

When the scores of 
consideration are higher for 
principals, the referral rate is 
less likely for students of other 
ethnicities and more likely for 
African-American students. 

The analyses suggest that the findings varied based upon principals' perceptions, 

leadership experiences, and school characteristics. Principals' total years of experience 

remained consistent throughout the study as a statistically significant variable. The 

sample size was a limitation of the findings. 



CHAPTER 5 

CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

The purpose of this study was to determine if a relationship existed between 

characteristics of middle school principals, their schools, and the rate of reported school 

disciplinary referrals among African-American students. African-American students are 

referred for school disciplinary infractions at rates that are disproportionate to students of 

other ethnicities (Brown & Beckett, 2006; Vavrus & Cole, 2002). The long-term effects 

of this trend include the link between students' association with school discipline 

problems and criminal behaviors in adulthood (Ward, 1998). Although an array of 

economic and environmental factors are associated with disciplinary infractions, when 

students are referred for these infractions, it often results in classroom suspension or 

school expulsion. These suspensions or expulsions ultimately cause a significant loss 

of instructional time for students (Brown & Beckett, Harris, 2006). This loss of 

instructional time may result in low wages, incarceration, and poverty as students enter 

adulthood (Jackson & Moore, 2006). 

A decrease in acceptable behaviors often occurs with the transition from 

elementary to middle school (Graham & Juvonen, 2002). As with all students, African-

American students often try and identify commonalities with other students who are 

similar to themselves during their middle school years. When African-American students 

84 



85 

perceive they are viewed negatively; these perceptions often lead to discipline problems 

in school (Graham & Juvonen). 

As students manifest behaviors that lead to disciplinary consequences, their risk 

for failing subjects and dropping out of school increases (Tuzzolo & Hewitt, 2006). 

Principals' views on discipline may be a more important factor in predicting suspension 

rates than demographic or student background information (Christie et al., 2004). 

Although researchers suggest that there is a disproportionate rate of African-American 

students referred for school disciplinary infractions, voids in the literature exist on how to 

decrease the overrepresentation (Skiba et al., 2002). 

Summary of the Study 

Middle school principals from a southeastern U.S. metropolis were chosen as 

participants in the study. The middle school level was chosen because researchers state 

that students' middle school years are a time when behaviors that lead to disciplinary 

referrals can manifest and worsen (Tuzzolo & Hewitt, 2006). Principals were chosen 

because they are ultimately responsible for the discipline practices that occur within their 

schools. 

The researcher originally contacted the 28 county and eight city school districts in 

the metropolitan area. Of those 36 school districts, 13 approved the researcher to 

electronically survey the principals, eight rejected the participation, and 15 did not 

respond to the request to research. Of those 13 school districts that granted permission, 58 

principals were surveyed and 19 responded. Data were collected from the 19 middle 

school principals who were employed in 13 county and 4 city school districts. Thirteen of 
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the principals were Caucasian, five were African-American, and one was Hispanic. Five 

of the respondents had fewer than five total years of experience as principal, and 14 had 

five or more years of experience. Twelve principals had served fewer than three years at 

their present schools, and seven principals had served more than three years. Four of the 

surveyed principals had received their principalships during the 2009 school year, and 

they had no discipline data to correlate from the academic collection years of 2003-2008. 

One respondent was the principal of an alternative middle school, and his enrollment 

numbers were not supplied by the GADOE. Eighteen principals were male and one was 

female, therefore, gender did not qualify as a predictor variable in the analysis. 

The Leader Behavior Description Questionnaire (LBDQ), and questions regarding 

the characteristics of principals and their schools was sent electronically to the 19 middle 

school principals. The LBDQ section of the instrument was used to determine principals' 

perceptions of their leadership traits (independent or predictor variables). These predictor 

variables include the measurements of representation; demand reconciliation; tolerance of 

uncertainty; persuasiveness; initiation of structure; tolerance and freedom; role 

assumption; consideration; production emphasis; predictive accuracy; integration; and 

superior orientation. Also included as predictor variables were the following 

demographic factors: principal ethnicity; principal gender; total number of years as 

principal; total number of years as principal at the current school; and enrollment size of 

the school. 

The research required the collection of detailed information on discipline referrals 

from each of the principals' current schools between the academic years of 2003-2008. 
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The data were retrieved via an open-records request to the Georgia Department of 

Education (GADOE) and stratified according to race for the comparison. 

Discussion of Major Findings 

The literature reviewed in this study indicated that there is an overrepresentation 

of Africa-American students involved in school disciplinary infractions compared to 

students of other ethnicities. Because of the quantitative nature of the study, the 

researcher focused on the number of disciplinary referrals reported to the GADOE 

between the academic years of 2003-2008, rather than specific infractions. Based on the 

study, the researcher could not conclude that the students were actually involved in the 

infractions, but rather that due to the referrals, they likely missed instructional time. The 

researcher chose to examine the relationships of school and principal characteristics 

through the LBDQ and other descriptive questions as a means of assessing if those 

characteristics were related to the referral rate of reported African-American students 

when compared to students of other ethnicities. 

In the first series of calculations, sixteen correlations between individual 

predictors and referral rates were calculated within two ethnic groups, (a) African-

American students and (b) students of other ethnicities. For students of other ethnicities, 

referral rates were significantly correlated with principals' total years of experience, 

tolerance of uncertainty, and production emphasis. These findings suggest that 

participants who had more years of experience as principal had lower rates of 

disciplinary referrals for non-black students than those principals' who had fewer years 

of experience. Nevertheless, those principals who scored high on tolerance of 
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uncertainty- the ability to tolerate uncertainty or postponement without anxiety (Stogdill, 

1963), and production emphasis- applies pressure to increase productivity (Stogdill), 

tended to have higher referral rates for students of other ethnicities than those principals 

who had lower scores. None of the predictors were significantly related to referral rates 

for African-American students. The sample size was a limitation on finding statistical 

significance. 

In the second series of calculations, individual predictors were correlated with 

referral rates to determine if a difference of correlations existed between African-

American students and students of other ethnicities. The correlations for referral rate with 

predictors were significantly different for principal ethnicity, school enrollment size, 

principals' total years of experience, and consideration- the ability to be considerate of 

others (Stogdill, 1963). The findings suggest that with non-black principals, there is a 

higher rate of reported disciplinary referrals for African-American students when 

compared to students of other ethnicities. In larger schools, there tended to be a higher 

referral rate of African-American students when compared to students of other 

ethnicities. The research indicated that principals who had more total years of experience 

had lower disciplinary referrals reported in their schools. Nevertheless, a significantly 

higher referral rate of African-American still existed when compared to the referral rate 

for students of other ethnicities. When the principals' scores of consideration are high, 

the referral rate is significantly higher for African-American students than for students of 

other ethnicities. 
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The findings of this study are similar to those of the literature review, in that 

African-American referral rates remain higher than those for students of other ethnicities, 

although the sample size was a limitation of the findings of this study. The current 

analyses suggest that the findings varied based upon principals' perceptions, leadership 

experiences, and school characteristics. Principals' total years of experience remained 

consistent throughout the study as a statistically significant variable. 

Conclusions 

Several conclusions can be drawn from this study. One conclusion is that the 

small sample size of the study caused limitations to the findings. Also, higher referral 

rates among African-American students when compared to students of other ethnicities is 

an issue that still affects students and schools. The researcher concludes that principals 

and school characteristics are related to the referral rate of African-American students 

within their schools. 

One analysis identified principals that had more years of experience had fewer 

referral rates reported in their schools. It could be concluded that a principals' leadership 

over students and faculty is known and understood, affecting the culture of the school. 

Nevertheless, the researcher suggests that despite the reduction in referral rates based 

upon principals' years of experience, African-American students were still disciplined at 

higher rates than students of other ethnicities. There was also a higher rate of African-

American referrals in schools with non-black principals. This finding led the researcher 

to conclude that known or unknown biases of the principals may have influence in the 
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culture of the school when disciplining African-American students in comparison to 

students of other ethnicities. 

Larger schools had higher amounts of African-American referral rates when 

compared to students of other ethnicities. One may conclude that with larger school 

enrollment sizes, principals' are less likely to be visible within the school and to have 

positive daily interactions with students. When principals scored higher on the LBDQ 

area of consideration, African-American students were more likely to receive referrals, 

and students of other ethnicities were less likely to receive referrals. It may be concluded 

that the subjectiveness of consequences or the negative stereotypes of African-Americans 

may have influenced this decision. 

Implications 

Several implications can be drawn from this study. One implication is that the 

small sample size caused limitations to the research. In drawing that implication, the 

researcher believes that many school districts that declined to participate in the study did 

so because they did not want to risk their principals giving answers that may have 

incriminated the school districts. A large metropolitan school system responded to the 

research request by stating that assumptions of survey answers may be biased. 

Unfortunately, the number of districts that declined to participate in the study symbolizes 

failure to acknowledge the disproportionate referral rates of African-American students 

compared to students of other ethnicities, and its potential effects on student success. 

Until educational leaders recognize this disproportionality, the creation of an 
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environment in which all students have an opportunity to earn an education will be 

difficult to address. 

Another implication of the study is that principals with more years of experience 

had a significantly lower referral rates for students of other ethnicities. It is crucial for 

principals to have effective discipline systems in their schools regardless of their years of 

experience, and measures such as cultural competency training may circumvent the 

amount of years a person has to be principal in order to lower the referral rate at the 

current time. There was no statistical significance among principals' years of experience 

and the referral rates of African-American students. One could imply that programs such 

as alternative disciplinary methods or increased cultural competency may have an impact 

and lead to a decrease in discipline referrals for African-American students as it does for 

students of other ethnicities. 

The findings of the study suggest that non-black principals had a higher rate of 

reported African-American disciplinary referrals when compared to students of other 

ethnicities. Whether issues stem from issues such as school climate, inexperience with 

African-American students, the actions or unknown environmental factors of African-

American students, an awareness and willingness to reform traditional white, middle 

class, mainstream disciplinary practices for African-American students must be initiated. 

With solid, culturally competent leadership, steps may be taken to combat the 

disproportionality of referral rates. 
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Recommendations 

The study of school and principal characteristics to the referral rates of African-

American students compared to students of other ethnicities warrants further research and 

discussion. Recommendations for future research include sampling a larger population of 

principals so that the sample size is not a limitation. A mixed methods approach to 

researching the disproportionate referral rates between African-American students and 

students of other ethnicities is also recommended. A mixed methods approach would give 

a qualitative analysis of principals, teachers, and students, and a quantitative analysis of 

discipline and academic data. A qualitative analysis of incarcerated African-American 

youth would also be a recommendation in analyzing at what age and for what reason they 

chose a path that led to incarceration. The researcher would also recommend developing 

and implementing a professional development program on diversity that stresses the 

cultural disconnect between African-American students and their peers, teachers, and 

leaders. A quantitative analysis is recommended to analyze the relationship between the 

subjective nature of disciplinary referrals received by African-American students and the 

amount of lost academic time students incur because as a result of these referrals. Further 

recommendations would include the implementation of a district wide cultural 

competency program over a segment of time to observe if the program could be a means 

of closing the discipline gap. A comparison of Annual Yearly Progress (AYP) data with 

discipline data may also be beneficial in identifying if disproportionate referral rates 

correlate with academic achievement. 
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Summary 

Although the issue of disproportionate disciplinary referral rates among African-

American students when compared to students of other ethnicities has existed for years, it 

still persists today. Educators should be adamant in attempting to eliminate discipline 

issues, yet realistic in how to change students' behavior. African-American students may 

believe that they have no reason to conform to mainstream "white" school rules and 

expectations, when society has said that the benefits of education are unavailable to them 

(Noguera, 2003). Nevertheless, lower crime rates, a decrease in high school drop-out 

rates, and increased student achievement can occur from targeting discipline issues in 

schools (DeVoe et al., 2005). If students believe that their lives are valued and important, 

they are less likely to engage in behaviors that may result in discipline referrals (Monroe, 

2005b). 

School districts, when hiring principals, should consider years of experience and 

ethnic understandings of the principals in comparison to the student population. School 

districts should also consider the size of the school enrollments and their relationship to 

the discipline rate in order to decrease it. When decreasing the referral rate of African-

American students within schools, the answer does not lie in one prescriptive method, but 

rather in methods that are unique to individual schools with culturally competent 

administrators. As public education enters into the twenty-first century, the success of 

students' learning environment will depend upon how effectively administrators address 

the discipline gap between African-American students when compared to students of 

other ethnicities (Kritsonis & Cloud, 2006). Those principals who are culturally 
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competent are in a unique position to decrease the discipline gap and increase student 

achievement for African-American students. 

There is still hope and time for educators to make a difference in the lives of 

students who lose academic time in the classroom due to disciplinary infractions. With 

the inability to control environmental and background factors of these students, it will 

have to be left to the will of culturally responsive administrators and faculties to decrease 

the disproportionality. 
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APPENDIX A 
Survey Instrument 

You are being asked to participate in a study conducted in conjunction with my 

dissertation research in the Educational Leadership Ph.D. program at Mercer University. 

Mercer University's Institutional Review Board (IRB) requires investigators to obtain 

informed consent to participate in this project. It is hoped that by completing this survey 

we will be better able to understand the opinions and thoughts of middle school principals 

and their beliefs regarding leadership. Participation will require a minimal amount of 

your time with no expected risks or discomforts. It is expected that the information 

gained through the study will add to the literature on school leadership and assist 

middle school principals to become more aware of their leadership attributes. To this end, 

the researcher will provide feedback to all participants based upon the scoring rubric of 

the Leadership Behavior Description Questionnaire. The researcher will code your name, 

school, and county identification for confidentiality and anonymity. Refusal to participate 

in this study will have no effect on any future services you may be entitled to from the 

University. Anyone who agrees to participate in this study is free to withdraw from the 

study at any time with no penalty. While it is not possible to identify all potential risks in 

an experimental procedure, reasonable safeguards have been taken to minimize both the 

known and potential risks. THE DATED APPROVAL ON THIS CONSENT FORM 

INDICATES THAT THIS PROJECT HAS BEEN REVIEWED AND APPROVED BY 

MERCER UNIVERSITY'S HUMAN SUBJECT REVIEW BOARD (478) 301-4101 

APPROVED: 1/06/2009 EXPIRES: 1/06/2010 



1. How many years of experience have you had as a principal? 

A. 0-1 B. 2-4 C. 5-7 D. 7-9 E. 10+ 

2. How many years have you maintained the status of principal at your present school? 

A. 0-1 B. 2-4 C. 5-7 D. 7-9 E. 10+ 

3. Of what ethnicity do you belong? 

A. Hispanic or Latino 
B. White 
C. Black or African-American 
D. Native Hawaiian or Other Pacific Islander 
E. Asian 
F. American Indian or Alaska Native 

4. Gender: A. Male B. Female 

5. How many students attend your school? 

A.1-300 B. 301-600 C. 601-900 D. 901-1200 E. 1200+ 

For the following questions, responses are as follows: 

A = Always B = Often C = Occasionally D = Seldom E = Never 

6. I act as the spokesman of the group. A B C D E 

7.1 wait patiently for the results of a decision A B C D E 

8.1 make pep talks to stimulate the group A B C D E 

9.1 let group members know what is expected of them A B C D E 

10.1 allow the members complete freedom in their work A B C D E 

11.1 am hesitant about taking initiative in the group A B C D E 

12.1 am friendly and approachable A B C D E 

13.1 encourage overtime work A B C D E 

14.1 make accurate decisions A B C D E 
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15.1 get along well with the people above me A B C D E 

16.1 publicize the activities of the group A B C D E 

17.1 become anxious when I cannot find out what is coming next A B C D E 

18. My arguments are convincing A B C D E 

19.1 encourage the use of uniform procedures A B C D E 

20.1 permit the members to use their own judgment in solving problems A B C D E 

21.1 fail to take necessary actions A B C D E 

22.1 do little things to make it pleasant to be a member of the group A B C D E 

23.1 stress being ahead of competing groups A B C D E 

24.1 keep the group working together as a team A B C D E 

25.1 keep the group in good standing with higher authority A B C D E 

26.1 speak as a representative of the group A B C D E 

27.1 accept defeat in stride A B C D E 

28.1 argue persuasively for my point of view A B C D E 

29.1 try out my ideas in the group A B C D E 

30.1 encourage initiative in the group members A B C D E 

31.1 let others persons take away my leadership in the group A B C D E 

32.1 put suggestions made by the group into operation A B C D E 

33.1 needle members for greater effort A B C D E 

34.1 am able to predict what is coming next A B C D E 

35.1 am working hard for a promotion A B C D E 

36.1 speak for the group when visitors are present A B C D E 
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37.1 accept delays without becoming upset A B C D E 

38.1 am a very persuasive talker A B C D E 

39.1 make my attitudes clear to the group A B C D E 

40.1 let the members do their work the way they think best A B C D E 

41.1 let some members take advantage of me A B C D E 

42.1 treat all group members as my equals A B C D E 

43.1 keep the work moving at a rapid pace A B C D E 

44.1 settle conflicts when they occur in the group A B C D E 

45. My superiors act favorably on most of my suggestions A B C D E 

46.1 represent the group at outside meetings A B C D E 

47.1 Become anxious when waiting for new developments A B C D E 

48.1 am very skillful in an argument A B C D E 

49.1 decide what shall be done and how it shall be done A B C D E 

50.1 assign a task, then lets the members handle it A B C D E 

51.1 am the leader of the group in name only A B C D E 

52.1 give advance notice of changes A B C D E 

53.1 push for increased production A B C D E 

54. Things usually turn out as I predict A B C D E 

55.1 enjoy the privileges of my position A B C D E 

56.1 handle complex problems efficiently A B C D E 

57.1 am able to tolerate postponement and uncertainty A B C D E 

58.1 am not a very convincing talker A B C D E 



59.1 assign group members to particular tasks A B C D E 

60.1 turn the members loose on a job, and let them go to it A B C D E 

61.1 back down when I ought to stand firm A B C D E 

62.1 keep to myself A B C D E 

63.1 ask the members to work harder A B C D E 

64.1 am accurate in predicting the trend of events A B C D E 

65.1 get my superiors to act for the welfare of the group members A B C D E 

66.1 get swamped by details A B C D E 

67.1 can wait just so long, then blow up A B C D E 

68.1 speak from a strong inner conviction A B C D E 

69.1 make sure that my part in the group is understood by the group members A B C D E 

70.1 am reluctant to allow the members any freedom of action A B C D E 

71.1 let some members have authority that I should keep A B C D E 

72.1 look out for the personal welfare of group members A B C D E 

73.1 permit the members to take it easy in their work A B C D E 

74.1 see to it that the work of the group is coordinated A B C D E 

75. My word carries weight with superiors A B C D E 

76.1 get things all tangled up A B C D E 

77.1 remain calm when uncertain about coming events A B C D E 

78.1 am an inspiring talker A B C D E 

79.1 schedule the work to be done A B C D E 

80.1 allow the group a high degree of initiative A B C D E 



81.1 take full charge when emergencies arise A B C D E 

82.1 am willing to make changes A B C D E 

83.1 drive hard when there is a job to be done A B C D E 

84.1 help group members settle their differences A B C D E 

85.1 get what I ask for from my superiors A B C D E 

86.1 can reduce a madhouse to system and order A B C D E 

87.1 am able to delay action until the proper time occurs A B C D E 

88.1 persuade others that my ideas are to their advantage A B C D E 

89.1 maintain definite standards of performance A B C D E 

90.1 trust the members to exercise good judgment A B C D E 

91.1 overcome attempts made to challenge my leadership A B C D E 

92.1 refuse to explain my actions A B C D E 

93.1 urge the group to beat its previous record A B C D E 

94.1 anticipate problems and plans for them A B C D E 

95.1 am working my way to the top A B C D E 

96.1 get confused when too many demands are made of me A B C D E 

97.1 worry about the outcome of any new procedure A B C D E 

98.1 can inspire enthusiasm for a project A B C D E 

99.1 ask that group members to follow standard rules and regulations A B C D E 

100.1 permit the group to set its own pace A B C D E 

101.1 am easily recognized as the leader of the group A B C D E 

102.1 act without consulting the group A B C D E 
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103.1 keep the group working up to capacity A B C D E 

104.1 maintain a closely knit group A B C D E 

105.1 maintain cordial relationship with superiors A B C D E 
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